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The year 2020 has presented unexpected challenges as McNair Scholars have conducted research during the
coronavirus pandemic socially and physically distanced from their McNair Scholars community and
University of Montevallo faculty mentors. Although conducting research this year has meant altering plans
and spending significant time on virtual platforms, this McNair Scholars cohort has risen to and overcome the
challenges they have faced this year culminating in the articles contained in this issue of You Belong at
Montevallo that highlight the work of our 2020 McNair Scholars.
 

What you cannot see printed on these pages is the grit and resilience our 2020 McNair Scholars have
demonstrated this year. Their research accomplishments highlight what is possible when our scholars view a
difficulty as a challenge rather than a paralyzing event, strive for and demonstrate commitment to their goals,
and focus their time and energy on changing events and situations they have control over.
 

The challenges we are facing right now due to the pandemic are temporary and brighter days are ahead for our
McNair Scholars and the University of Montevallo. Our campus community believes that our McNair Scholars’
responses to the adversity and stress they have experienced will allow them to overcome and grow from
present and future setbacks as they continue to move forward toward their dreams of earning Ph.D. degrees.
 

As an undergraduate student, I did not have the courage to take a research methods class because research
seemed like an abstract, challenging, and solitary endeavor a professor would toil over in a proverbial ivory
tower. I didn’t feel like I had what it took to do research. Fortunately, my faculty mentors encouraged me to
give undergraduate research a chance during my senior year. To my surprise, conducting undergraduate
research sparked my interest in graduate school, fostered a lifelong passion for the Communication Studies
discipline, and helped me build a learning community of supportive faculty and peers.
 

         Over the years, I have found that research is indeed challenging and can 
         be abstract at times, but it does not have to be solitary. As our McNair 
         Scholars face the challenges ahead, I hope they will lean on their learning
         community who shares their interests, supports them as they struggle,
         and celebrates them as they succeed. Together our 2020 McNair Scholars 
         cohort and the UM community can weather this  storm during this 
         challenging time and look forward to brighter days ahead.

                

         Warmly,
 

         Tiffany R. Wang, Ph.D.
         McNair Scholars Program Faculty Mentor
         Associate Professor of Communication Studies
         2020-2021 University Scholar
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Due to the efforts of Julia Tutwiler who advocated for the technical training of girls, the University of
Montevallo opened in October 1896 as the Alabama Girls’ Industrial School (AGIS), a women-only technical
school that also offered high school-level courses. AGIS became the Alabama Girls’ Technical Institute in 1911,
further adding "and College for Women" in 1919. The school gradually phased into being a traditional degree-
granting institution, becoming Alabama College, State College for Women in 1923. The school's supporters
lobbied the Alabama Legislature which passed a bill on January 15, 1956 that dropped the designation "State
College for Women", effectively making the school coeducational.

The first men entered the school that same month, and with 33 more arriving by September. In 1965, the board
of trustees authorized President D. P. Culp to sign the Certificates of Assurance of Compliance with the Civil
Rights Act of 1964. In the fall of 1968, three African American women, Carolyn Buprop, Ruby Kennbrew, and
Dorothy (Lilly) Turner, enrolled in the university. On September 1, 1969, Alabama College was renamed the
University of Montevallo. Today, the University of Montevallo is the only public liberal arts college in Alabama
and is a member of the prestigious Council of Public Liberal Arts Colleges (COPLAC).

Montevallo is located in the geographic center of the state of Alabama in an area rich with Civil War history.
With slightly over 3,000 students, the university generates a significant economic impact on the surrounding
communities in Shelby County. Many of the buildings on campus predate the founding of the college, including
King House and Reynolds Hall. The King House is reserved for special guests of the campus, and Reynolds Hall 
 is still used by the Office of Admissions and alumni relations. King House was reportedly the first home in
Alabama to receive pane glass windows.

Montevallo's campus is considered an architectural jewel. Its appearance is more in line with private, elite
institutions. The central part of campus is a National Historic District, listed on the National Register of
Historic Places. The Olmsted Brothers’ firm, who also designed the grounds for the Biltmore House in North
Carolina, designed the main portion of the campus.  Frederick Law Olmsted designed Central Park in New York.

THE HISTORY OF UMTHE HISTORY OF UM
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The Ronald E. McNair Postbaccalaureate Achievement Program’s goal is to increase the number of minority
students in Ph.D. programs and careers across the country. Click here to learn more about the University of
Montevallo’s TRIO McNair Scholars program.

The McNair Scholars Program staff plays a significant role in the production of this journal and the program's
operations. We appreciate their continued dedication and acknowledge their valuable contributions.

Tonya Giddens, MSHI Program Coordinator
Marcos Lopez Acosta, Graphic and Resource Consultant
Qshequilla Mitchell, Ph.D. TRIO McNair Scholars Program Director

This volume of You Belong at Montevallo: University of Montevallo McNair Scholars Research Journal became a reality
through the conscientious effort of a devoted group of undergraduate scholars, faculty mentors, and McNair
staff.  We are particularly grateful for the support provided by UM administration, faculty, and staff.

The research in this journal represents the intellectual efforts, the persistence, and the limitless potential of
our McNair Scholars. Funding was provided by the U. S. Department of Education through our Ronald E.
McNair Scholars Program and institutional support.

With immense appreciation, we congratulate the following undergraduate scholars and faculty mentors
for their individual contributions to this journal:

UM FACULTY MENTORS
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The Federal TRIO Programs were established by Congress to provide educational assistance and
opportunities for all Americans regardless of ethnic/racial backgrounds or economic status. TRIO
programs reflect our country’s commitment to diversity and equality in education. These programs,
funded by the Title IV Higher Education Act of 1965, generally serve first generation low-income students,
students with disabilities and students from groups underrepresented in higher education.

ABOUT TRIOABOUT TRIO
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Ronald E. McNair was born on October 21, 1950 in Lake City, South Carolina. He came from a low-income
family but was determined to excel in academia and life. McNair’s thirst for scientific knowledge led him
to a Bachelor of Science degree in Physics from North Carolina A&T State University, graduating magna
cum laude. Earning a Ph.D. in Physics from Massachusetts Institute of Technology in 1976, he became a
widely recognized expert in laser physics while working with the Hughes Research Laboratory.

Further distinguishing his career, he was chosen from a pool of ten thousand applicants for the NASA
Space Shuttle Program. In 1986, Dr. McNair was a mission specialist aboard his second Challenger flight
when the shuttle was tragically lost in an accident that claimed the lives of the entire shuttle crew. To
honor the memory of Dr. McNair, Congress allocated funding for the Ronald E. McNair Postbaccalaureate
Achievement Program. In 2004, Congress awarded Dr. McNair the Congressional Space Medal of Honor.

ABOUT RONALD E. MCNAIRABOUT RONALD E. MCNAIR

The University of Montevallo is committed to the legacy and memory of Dr. Ronald E. McNair, Ph. D. Our
scholars, representing a diverse background, look forward to continuing their educational endeavors in
graduate and doctoral programs. The TRIO McNair Scholars Program facilitates educational and academic
growth through research opportunities, faculty mentoring relationships, and related services. The
scholars attend and present their research at national conferences, and network with professionals in
their fields of study as well as receive assistance with the graduate school application process.

MCNAIR SCHOLARS PROGRAMMCNAIR SCHOLARS PROGRAM
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The Impact of a Dual-Generation Community-Based Program on Rural African American Youth’s 

Swimming Ability by Aniya Bettis 
 

 

Abstract 

Despite the need to support African American families as a whole, most swim programs typically 

focus either on the parent or child separately. Purpose: To investigate the impact of a community-based 

dual-generation swim program to improve water safety and swimming ability in African American youth. 

Methods: Seven girls (9 ± 6 years) and four boys (12 ± 6 years) participated in three out the eight 

scheduled swim sessions (sessions 4-8 were cancelled due to COVID). Session one consisted of 

completion of assent and consent forms, distribution of swim items and baseline swim assessments via 

the American Red Cross Swim Assessment. Sessions two and three consisted of 30-40-minute swim 

instruction. Baseline swim assessments and instruction were administered by the University of 

Montevallo’s swim team. Additionally, post-intervention interviews were conducted. Results: Baseline 

swim assessments revealed participants were at the lowest levels for Preschool Aquatics (girls: 71%; 

boys: 75%) and Learn-to-Swim (girls: 29%; boys: 25%) categories. Post-intervention interviews revealed 

that youth believed the dual-generation format was beneficial and may have improved their swimming 

ability with more sessions. Conclusion: Dual-generation swimming programs may offer AA youth a safe, 

cost-effective way to reduce unintentional drownings. 

Introduction 

Throughout the decades, there has been a negative stigma associated with African Americans and 

their swimming abilities. Drowning is one of the main causes of deaths in African American youths.1 

Researchers have found drowning rates three times higher in African American children compared to 

their Caucasian peers.1 According to Irwin1, there are few swim programs for African American youths, 

noting that “being black” lowers their chances of knowing how to swim by 60 percent. Further, parental 

influence contributes to children’s swimming abilities.2 Specifically, research has shown that parents who 

cannot swim typically have children who cannot swim as well.1 Moreover, parents who cannot swim, 
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develop a level of fear of their children drowning or being injured, which may cause parents to keep their 

children away from the pool rather than encouraging them to swim.2 

In addition to fear, families affected by these statistics are generally low-income and have low 

levels of education.3 Most health education programs, typically focus either on the parent or child. 

However, dual generation programming provides education to both the child and parent simultaneously. 3 

A study conducted by Waller and Norwood, analyzed dual generation programs and concluded that they 

provided an increase in career coaching, family support services, and developmental education.3  

Therefore, the University of Montevallo along with the Thrive Together Program developed a 

community dual generation swim program, to improve the swimming ability and water comfort of youth 

and their parents. 

Methods 

Study Participants 

Prior to the program starting, research assistants (University of Montevallo Exercise Science 

students) attended three weekly Thrive Together parent meetings to recruit mothers and their children into 

Dive into Thrive program. The Dive into Thrive program was designed to promote the growth and 

empowerment of single mothers and their families. In total, 11 rural African American youth (ages three-

18) participated in the study. This study was approved by a local Institutional Review Board.  

Protocol 

Dive into Thrive program was initially scheduled to be eight weeks long; however, due to 

COVID-19 the program only lasted three weeks. The University of Montevallo’s swim team and research 

assistants utilized the university’s pool to educate mothers and their youth about water safety skills and 

the importance of developing swim skills in a dual-generation format. Following completion of assent, 

youth were provided swim incentives (swim cap, swimsuit, googles, swim towel) to remove barriers for 

participation. Further, youth completed the American Red Cross swim assessment to assess youth’s 

swimming ability. The classifications were defined in two categories: 1) preschool and 2) learn-to-swim. 

Level completion was defined as mastery of end-of-level exit swim skills. 
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 Two University of Montevallo swim team members assisted with each youth’s baseline swim 

assessment; one member was in the pool demonstrating swimming skill(s) and the other stood on the deck 

to assess the youth’s ability to complete assigned swim task(s). Pre-COVID-19, youth would have 

continued to work with swim team members, beginning at their baseline level, for 6 weeks (once per 

week; Thursdays). Following the program, post-program interviews were conducted (Table 1). 

Results 

The program managed to recruit a sample group of four boys ages = 12 ± 6 (Mean ± SD), and 

seven girls ages = 9 ± 6 (Mean ± SD). 71% of the girls classified as preschool and 29% in Learn-to-swim; 

whereas, 75% of the boys classified as preschool and 25% in learn-to-swim. During mandated Stay-at-

home orders, research assistants contacted all participants for post-program interviews. The interviews 

consisted of questions related to youth’s feelings towards the program. So, what did you think about the 

program as a whole? Overall, the youth participants enjoyed the opportunity to try something new along 

with their mothers. Do you think that the program worked well with having both parent and child or 

should it have been conducted for children and parents separately? Despite the fact that a few 

participants disliked their parent watching them; having the parents participate alongside the youth 

participants motivated them to continue the program. 

What do you think was most helpful about the program? What was the best part about it? 

The most helpful aspect of the program was that swim gear was provided to everyone so that the parents 

did not have to purchase anything. What did you think was maybe not as helpful for you? What did you 

think was maybe not as helpful for other participants? The most common issue was the amount of time 

within the pool. Due to hours and the time upon arrival; participants were in the pool for fifty minutes on 

average. What did you learn from the program? Once the initial panic passed, the participants learned 

that swimming is not an activity to fear and they could accomplish more than they presumed.  

Discussion 

The primary purpose of this study is to examine the effects of a dual generational program. We 

concluded that a dual generational swim program may provide a safe environment for children to improve 
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their swimming abilities. Studies have shown that parents’ lack of swimming abilities greatly affects the 

skills of their children. Since their instinct is to avoid potential dangers to their children, some parent 

choose to keep their children from the pool.7 With the intrapersonal and structural constraints involved in 

minority swimming abilities, a community effort minimizes the number of deaths associated with it..4 

Within this program, parents were able to lead by example, resulting in their children’s willingness to 

participate, a barrier often associated with African American youth. Children are more likely to 

participate in programs that offer the opportunity for them to learn alongside their parents.  

 In conjunction with parental influence, access and cultural implications affect African American 

youths swimming abilities. There are few swimming facilities within areas predominantly occupied by 

African Americans. Even if facilities are available, lack of funds is a common reason for African 

American youth not to participate in swimming.8 In addition, for African American women, the idea of 

entering a pool meant the end of various hairstyles as hair is an important symbol in the culture.9 Dive 

into Thrive’s format, diminished these barriers, while providing a safe, cost-effective method to improve 

swimming abilities of African American youth.   
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Table 1. Post-Program Interview Questions 

 

1. So, what did you think about the program as a whole?  
 

2. Do you think that the program worked well with having both parent and child or should it 

have been conducted for children and parents separately? 
 

3. What do you think was most helpful about the program? What was the best part about it? 
 

4. What did you think was maybe not as helpful for you? What did you think was maybe not 

as helpful for other participants? 
 

5. What did you learn from the program? 
 

6. What could we do to remove barriers for people to participate in the parent/child swim 

program? 
 

7. What changes would you like to see to the Dive into Thrive swim program? 
 

8. Is there any other information that you would like to share with me? 
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Keeping their Stories Alive: Researching Alabama Holocaust Survivors through Oral History by 

Kendall Criswell 
 

 

Introduction  

The Holocaust was the genocide of Europe’s Jewish population that also included groups such as 

LGBTQ+ individuals, people with disabilities, and political “enemies” of the Nazis. The Holocaust’s 

fruition did not happen overnight. Many ideas that contributed to the dehumanization of Jewish 

Europeans had been present for many centuries. The Holocaust is an event with multiple accounts that 

need to be shared with the world. 

Education of this tragedy can encourage individuals to fight hate, racism, xenophobia, etc. 

Sharing stories of Holocaust survivors can also prevent the growth of more Holocaust denial. The 

Birmingham Holocaust Education Center (BHEC) works to preserve and share stories of Holocaust 

survivors who have lived or currently live in Alabama. It is a very emotional experience to be able to 

speak a survivor that is so close to home. 

Inspired to research certain elements of survivors’ stories through my fellowship at the 

Birmingham Holocaust Education Center. Each story that a survivor has is unique and contributes to the 

understanding of the Holocaust as a whole. It was important to emphasize these experiences because they 

give different perspectives on the Holocaust, hatred towards the European Jews, and the work towards 

healing after the Holocaust ended. The following Alabama Holocaust survivor stories were closely 

examined through interviews and archival research with BHEC. In addition, I analyzed articles that give 

an academic perspective on the power of storytelling and social justice. 

Birmingham Holocaust Education Center Biographies  

Dr. Werner Knurr. Like the previous seven generations of his family, Dr. Werner Knurr was 

born in Aurich, Germany on January 29, 1936 to Erich and Melanie Knurr. Erich was a trained podiatrist, 

but made a living working in the store that his family owned.  
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During his time in Germany, Werner and his family faced much antisemitism due to the 

Nuremberg laws enacted by the Nazi regime. After being warned by a member of the gestapo, the Nazi 

regime’s police force, Erich was informed that the “brown shirts,” also known as the Storm Troopers, 

were planning to arrest him. Werner’s parents knew it was time to leave Germany. While Werner and his 

parents were able to leave, a few of his family members were not. His grandfather was pushed into a busy 

street by a Nazi and was hit and killed by a moving car. His great aunt was deported to Treblinka, a Nazi 

death camp, and was murdered within an hour. 

On October 27, 1938, Werner and his parents landed in New York on the SS Manhattan. This is 

the day that Werner considers his “rebirth” as a welcomed citizen in the United States. After sailing to the 

United States, Werner and his family relocated to Baton Rouge, Louisiana, and then eventually to 

Montgomery, Alabama. 

At three years old, Werner started kindergarten and began to learn English. Werner remembers 

being well dressed in traditional German clothing while his classmates were dressed in typical Southern 

American clothing. Even though his family had nice things that they were able to bring from Germany, 

his family still struggled financially. When Werner was 7, his mother gave birth to his sister, Evelyn 

Gerta Knurr.  

After completing high school, Werner enlisted into the United States Air Force. Werner also 

attended the University of Alabama for his undergraduate degree in Pre-Med studies. He graduated early 

as an honors student, and then began attending medical school at the University of Alabama at 

Birmingham. Werner says that his father used to tell him that he “had the hands of a surgeon,” and 

suggested that he pursue a profession as a surgeon. However, Werner found a passion in radiology, the 

discipline of using x-ray technology on patients. During his time in medical school, Werner was trained at 

the Pittsburg Hospital in Pennsylvania. He and his sister, Evelyn, were a part of a Jewish community in 

Pittsburg. Werner currently lives in Tampa, Florida, with his wife Goldie Lou Preville. 
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Erich Knurr. Erich Knurr was born in Aurich, Germany, on January 7, 1900. Aurich was home 

to the previous six generations of the Knurr family and the location of where he lived with his wife, 

Melanie, and son, Werner, before finding refuge in the United States. 

During the rise of the Nazi regime, laws were passed to keep Jewish Germans from having 

relationships with non-Jewish Germans. Despite this law, he still dated non-Jewish women, but was close 

to being caught. He would escape to Holland for a while until he felt it was safe to return to Germany. 

When he started gymnasium, the equivalent of a two-year American college degree, he met 

Melanie Nussbaum. Melanie was a Jewish German from Mainstockheim, Germany. The two married on 

March 5, 1935, then had their son Werner the following year. During his time in Aurich, Erich and his 

family lived above his family’s store.  

Although trained in podiatry, Erich worked with his family at the store. He even made deliveries 

across East Germany on bicycle. Due to the strict Nuremberg laws, laws that targeted and dehumanized 

Jewish Germans, non-Jewish Germans were told to not shop there. 

One day, a member of the gestapo warned Erich that the Nazis were planning to arrest him. This 

convinced Erich that it was time to leave Germany and find refuge somewhere else. At first, Erich 

planned to find a place to live in the United States and then send for Melanie and Werner, but Melanie 

insisted that they all needed to leave at the same time to ensure their safety.  

On October 27, 1938, Erich, Melanie, and Werner landed in New York on the SS Manhattan. 

After arriving in the United States, Erich and his family moved to Baton Rouge, Louisiana, to live with 

family, but then eventually made Montgomery, Alabama, their home. After moving to Montgomery, 

Erich and Melanie worked in a store they owned. The family struggled financially due to the fact that they 

were not allowed to withdraw any of their money in their Germany bank accounts before leaving, Erich 

managed to provide for his family the best he could. 

In 1943, Erich and Melanie gave birth to their daughter, Evelyn Gerta Knurr, in Montgomery. A 

while after their move to Montgomery, Erich had the desire to enlist in the United States military to fight 

against the Nazis. Due to his age, he was turned down. However, the military still asked for his assistance 
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on navigating the area of East Germany and providing clothes for military spies to wear. Erich passed 

away on January 7, 1964, and is buried in Montgomery. 

Melanie Knurr. Melanie Knurr was born in Mainstockheim, Germany, on March 22, 1910. At a 

young age, she experienced the loss of her parents. She had four sisters and two brothers. 

By the time that Melanie was able to start her education at gymnasium, the equivalent of a two-

year American college degree, she had met a Jewish man named Erich Knurr. The two married on March 

5, 1935, then had their son Werner the following year. 

Two years after the birth of Werner, Erich had been warned by a member of the gestapo that the 

Nazis were planning to arrest him. When he informed Melanie about this, he had decided that it was time 

to leave Germany. Melanie insisted that her, Erich, and Werner all leave together to remain a family.  

On October 27, 1938, Melanie, Erich, and Werner landed in New York on the SS Manhattan. 

After arriving in the United States, Melanie, Erich, and Werner moved to Baton Rouge, Louisiana, to live 

with some of Erich’s family, but then eventually made Montgomery, Alabama, their home. After moving 

to Montgomery, Melanie and Erich worked in a store they owned.  

Life in Montgomery was hard financially for Melanie and her family, but there were still great 

moments that happened. In 1943, Melianie gave birth to a daughter named Evelyn Gerta Knurr. At age 

40, Melanie learned how to drive, something that she was not able to do in Germany. She also was able to 

learn English very well. Melanie passed away on March 28, 1978, and is buried in Montgomery with her 

husband Erich. 

Edith Sanders. Edith Sanders was born on April 16, 1923, in Kaiserslautern, an industrial town 

in southern Germany. During the time of her birth, Germany was experiencing hyperinflation, an event 

where Germany's currency was rendered worthless due to the immense debt that Germany owed after 

World War I. Edith says her family used to joke about how they were “millionaires,” because her first 

pair of booties was priced at ten million marks.  
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During her school years, Edith attended an all-girls school where she had Jewish and non-Jewish 

friends. On Saturdays, despite it being the Sabbath, Edith still attended school and did her school work, 

especially under the rule of Hitler. 

By 1936, when Jews in Germany began to experience more hostility under the Nazi regime, 

Edith’s parents began preparing to leave Germany. Her father’s cousin had his own business in Italy and 

knew of someone who was willing to work with Edith’s father to give them shelter. During this time, 

Mussolini was in power, but was not diplomatic with Hitler. On May 1,1937, Edith and her family moved 

to Milan, Italy, in search of refuge from the Nazis. She left behind her grandparents and uncles in 

Frankfort, Germany. At the time, Edith and her family believed that their home in Milan would be 

temporary as they waited for the antisemitism to blow over in Germany.  

However, in 1938, Mussolini made a pact with Hitler. This forced Edith and her family out of 

Italy after living there for two years. After searching for a place of safety, Edith and her family 

immigrated to Tegucigalpa, Honduras after hearing from a friend that the country was allowing people in 

without hassle.  

For nine years, Edith lived in Honduras. While she was there, she lived in a boarding house and 

began training as a nurse at a small hospital. In 1939, she met a man named Ernest. His family had 

immigrated to Honduras a few months after Edith’s family did. She said that when she first saw him, she 

knew it was love at first sight. In 1944, Edith and Ernest were married and had their first child, Dorothy, 

in 1946. 

Two years after the birth of Dorothy, Edith and Ernest decided to relocate to the United States 

after corresponding with family members in New York. Some of Edith and Ernest’s family survived in 

the concentration camps and were planning on immigrating to New York. They traveled from San 

Salvador into New Orleans, Louisiana, then eventually relocated to Manhattan, New York. During her 

time there, she secured a job working as a doctor’s assistant because of her fluency in Spanish. While 

living in Manhattan, Edith gave birth to a son named Roy in 1953. 
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After Dorothy moved away and Ernest was ready to retire, Edith and Ernest decided that retiring 

to a different place was what they wanted to do. They moved to Montgomery, Alabama, in 1978 and 

remained there until 1996. Edith passed away on April 17, 2020, and is buried in Tampa, Florida, with her 

husband Ernest. 

Ernest Sanders. Ernest Sanders was born on December 27, 1913, in Breslau, Poland. He was 

born six months before the first World War. His father fought in the war, and Ernest and his mother 

relocated to Konigsberg, Prussia, for the duration of the war. When Ernest and family returned to Breslau, 

his father became the head physician at a hospital. 

Before Hitler came to power, Ernest and his family did not experience much antisemitism. 

However, his family did worry for their well-being. In 1926, the year the Nazi Party began trying to 

establish themselves as a legitimate political force in Germany, Ernest’s parents began to worry about the 

potential danger that Hitler and the Nazis could be. Once the Nazis and Hitler came to power in 1933, 

Ernest and his parents began to feel that this hostile regime would soon pass and did not feel the need to 

leave Germany.  

On November 9, 1938, a pogrom against the Jews in Germany occurred. This night was known as 

Kristallnacht; Nazi SA officers (Storm Troopers) and Germany civilians murdered over 100 Jews and 

vandalized numerous Jewish synagogues, businesses, and schools. Ernest and his father were arrested by 

SA officers as a part of the Kristallnacht pogrom. For two weeks, Ernest was forced to be confined in the 

barracks until his cousin was able to bribe the Nazi Party chairman of the county where he was sent. 

Ernest’s father was sent to Buchenwald, a concentration camp, but was discharged after the officers 

learned of his status as a member of the Imperial Army from World War I. After these arrests, Ernest and 

his family knew they needed to leave in order to remain safe.  

In 1939, Ernest and his family immigrated to Honduras. They were able to buy a farm after 

selling the collection of Persian rugs his father had collected over the years. Ernest worked with his father 

on the farm for a few years, then began working as a wholesale buyer of fish on the coast of Honduras for 
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the President of Honduras’ son. Meanwhile, he also met a woman named Edith. In 1944, the couple got 

married, and in 1946, they gave birth to their daughter Dorothy. 

Two years after the birth of Dorothy, Ernest and Edith decided to relocate to the United States 

after corresponding with family members in New York. Some of Ernest’s family survived in the 

concentration camps and were planning on immigrating to New York. Ernest, Edith, and Dorothy traveled 

from San Salvador into New Orleans, Louisiana, then eventually relocated to Manhattan, New York. 

While living in Manhattan, Ernest and Edith had a son named Roy in 1953. 

When Ernest decided he was ready to retire, he and Edith decided to move away from New York 

for a change of scenery. They moved to Montgomery, Alabama, in 1978 and remained there until 1996. 

Ernest passed away on June 23, 2005, and is buried in Tampa, Florida, with his wife Edith. 

Pauline Davidson. There is an interesting story behind the birth of Pauline Davidson. She was 

born on April 24, 1920, in Lublin, Poland, the second largest city in the country. However, when the 

United States was printing her birth certificate, they mistakenly recorded her birthday as October 1, 1920. 

She was the youngest of three children, having an older brother and sister. 

During her childhood, Pauline began to notice the environment for Jews in Poland changing. She 

remembers listening to Hitler’s speeches on the radio, which made her parents worry for their safety. In 

1938, she woke up to seeing a sign in her yard labeling her family as “parasites” and convincing non-

Jewish people to not buy from her father because he was Jewish. One night while her and her family were 

getting ready for bed, their neighbors robbed their home and threw them out. It devastated Pauline to see 

that the parents of a girl she was friends with and a coworker of her father treat in such a horrific way. 

On September 1, 1939, Germany invaded Poland. Once the Nazis invaded, Pauline and family 

tried to find safety in the town of Narul, not far from the Belzec extermination camp. Three days into the 

invasion, the Nazis called for all Jews to report to the town square for work assignments. When her father 

arrived, he was beaten by Nazis officers. Pauline witnessed many people being shot and being run over by 

military tanks. After this horrific experience, Pauline and her family tried to escape to Russia, but the 

Russian government was not allowing any refugees into the country at the time. Soon, Pauline was 
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separated from the rest of her family. It is unknown of where her family was sent or what happened to her 

father and brother. However, Pauline learned later in life that her mother had died of natural causes and 

her sister had survived and found refuge in Cyprus.  

While struggling to find safety, Pauline found her way to Russia to find refuge with a family who 

was willing to let her hide there. Even though she had managed to find shelter with a family, but was 

captured and then sent to the Belzec extermination camp where she experienced intense beatings. When 

the war ended in 1945, she was liberated by partisans, a group of Jewish fighters who worked to resist the 

Nazis’ efforts. 

In 1946, the Russian government provided Pauline with the necessary documents to return to 

Poland. When she left, she married a man named Lieb Merenstein. Pauline and Leib moved around 

Europe for a few years, living in Poland, Germany, and Austria for a while. In 1951, Pauline and Leib 

immigrated to the United States and made Montgomery, Alabama, their home. Between 1954 and 1955, 

Pauline and Leib were able to make their own deli because of the skills they possessed in food 

preparation. In 1983, Leib passed away, but later in 1988, Pauline remarried to another man while still in 

Montgomery. Pauline currently lives in Montgomery, Alabama. 

Eliakim Stencel. Eliakim Stencel was born in Rypin, Poland, on October 20, 1906 to a family of 

nine people. The town of Rypin sits seven miles from the border of Germany. His father was a 

businessman who owned a hardware store and his mother helped out at the store occasionally. When he 

grew older, he began to help out at his father’s store by going on trips to Germany to buy merchandise 

after his oldest brother left for Israel. 

In 1933, when Hitler came to power, Eliakim’s family became worried about their safety. Eliakim 

remembers hearing on the radio a broadcast from Hitler encouraging non-Jewish Poles to turn against the 

Jewish Poles. Sometimes non-Jewish Poles would stand in front of his father’s store with horses and 

convince people to not shop there due to it being a Jewish business. Eliakim witnessed the hatred for the 

Jewish Poles growing in his city because of the propaganda spread by the Nazis. During his early school 

days, Eliakim met his wife. They grew up together in the Jewish community and married in 1937. 
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On August 1, 1939, the Nazis invaded Poland. During the first two days, the Nazis called for the 

Jews to report to a park to be assigned work. When Eliakim’s father was asked if he felt able to do the 

labor, he informed them that he was sick and could not work. After taking his name and address, the 

Nazis later came to his home and lied to him that he would be working with a group instead of in his 

store. Eliakim’s father was shot in the woods after being taken by the Nazis. After the murder of his 

father, a German officer advised Eliakim and his family to leave Poland. Eliakim and his family packed 

most of their belongings on two horses and traveled to Baranovich, a Jewish city in Russia. 

In 1941, Eliakim, his wife, son, mother, and brother were sent to a camp in the Ural Mountains. 

As the war progressed, they moved further into Russia to Zyrabulak (known today as Uzbekistan). During 

his time in Zyrabulak, Eliakim and his family had no shelter; they slept in the streets and used clothing as 

bedding. He also experienced great loss during this time. He lost his three-year-old son and younger 

brother to measles. Then, his mother passed away from illness in 1942.  

After liberation, Eliakim and his surviving family ended up in a displaced person’s camp in 

Hallein, Austria, an American-occupied refugee camp. Displaced persons camps were created in Allied-

occupied territories from barracks of concentration camps. The purpose of these camps was to house 

displaced persons who were affected by the war and the Nazi Holocaust (Holocaust Encyclopedia). While 

Eliakim was at Hallein, he learned how to repair jewelry and was paid with food. After four years of 

being at Hallein, Eliakim received an invitation to immigrate to Montgomery, Alabama, from the United 

States government after he appealed to consul. 

On November 29, 1950, Eliakim and his family sailed into New Orleans, Louisiana, on the USNS 

General Harry Taylor, then bought a house in Montgomery, Alabama. When he arrived in Montgomery, 

he began working for the Solomon Brothers business. Eliakim passed away on January 8, 1993, and is 

buried in Montgomery. 

  



2020 TRIO MCNAIR SCHOLARS RESEARCH JOURNAL 

17 

 

The Potential Effects of Push-Ups on Forward Head Posture by Thomas Eremus  
 

 

Abstract 

Push-ups are an excellent exercise that forces almost every muscle in the body to contract during 

their performance, including those in the upper back such as the rhomboids and trapezius and frontal 

muscles such as the pectoralis, serratus anterior, and scalenes. The purpose of this study was to identify if 

push-ups are an adequate exercise to correct forward head posture. Completion will serve as a potential 

stepping stone towards comparative research against scapular push-ups and follow up research as to how 

push-ups affect anterior pelvic tilt posture. (Keywords: Push-ups, forward head posture) 

Introduction 

Forward head posture (FHP) is a common postural issue that affects many people and can cause a 

muscle imbalance as the body adapts to support the head. The scalenes, longus capitus, longus colli, 

erector spinae, middle trapezius, serratus anterior, lower trapezius, and rhomboids are the muscles that 

commonly become elongated and weak due to FHP while the rectus capitis posterior major/minor, 

obliquus capitis superior/inferior, pectoralis minor, latissimus dorsi, and levator scapulae commonly 

become shortened and tight. 

Common ailments resulting from FHP are dizziness, headaches, pain, soreness, fatigue, 

numbness, reduced mobility, and spasms. 

There are many unique exercises and stretches that combat FHP and help sufferers realign their 

posture such as: prone Y raises, prone W raise, scapular push-ups, chin tucks, sternocleidomastoid 

stretches, etc. However, many of these exercises are very niche, unknown to the general population, and 

typically do not produce noticeable changes in musculature shape or size. Many potential practitioners are 

put off from doing these exercises because they are relatively strange compared to more common and 

generally accepted exercises such as squats, pull-ups, etc.  

Due to the commonality and effectiveness of the push-up, this exercise was chosen as a potential 

candidate to measure its potential effect on correcting FHP. Push-ups strengthen multiple muscle groups 
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that grow weak from FHP such as the rhomboids, lower/mid trapezius, serratus anterior, and scalenes. 

Because the previously mentioned muscles are engaged during push-ups, then push-ups could be an 

effective exercise to combat FHP. 

Subjects and Methods 

18 healthy volunteers participated in this six-week study (5 females, 13 males) ranging from ages 

18-50. The subjects completed a consent form prior to participation. The experiment required each 

participant to have their Craniovertebral Angle measured and to conduct and log one set of as many push-

ups as they were able every day for six weeks with an allowance 

of skipping two days each week. 

Craniovertebral Angle Measurement (CAM) was 

determined by the investigator’s use of a goniometer by 

measuring the angle of the intersection from the Spinous Process 

C7 (horizontal axis) and tragus of the ear (diagonal axis). 

The subjects were informed on how to properly conduct a push-up and subsequently performed 

one set of as many push-ups as they were able as an initial assessment. Both the CAM and reps were 

logged in each individual’s daily push-up log.  

Due to the COVID-19 pandemic, subjects 

initiated the bulk of the study at their own volition at their 

own homes instead of reporting to a lab under direct 

supervision. As such, only 4 participants completed the 

six-week study. The 4 participants who completed the 

study conducted one final set of push-ups to prove the 

validity of their daily push-up logs and had their CAM determined a final time. They were observed to 

have improved their maximum amount of push-ups over the duration of the study. 

Results 
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Participant # (Age) 1 (50) 2 (46) 3 (28) 4 (18) 

Sex Female Male Male Male 

CAM Before Treatment 139° 140° 144° 147° 

CAM After Treatment 140° 145° 144° 142° 

Push-Up Max Before Treatment 16 45 31 10 

Push-up Max After Treatment 30 50 45 23 

 
Participant 1 exhibited a minor change in posture deviation; FHP was exacerbated by 1 degree, 

whereas participant 2 exhibited a much larger (worsened) angle of FHP after the treatment by a measure 

of 5 degrees. Participant 3’s CAM did not change at all. The only improvement of FHP was demonstrated 

by participant 4 whose FHP was corrected by 5 degrees. Results are inconclusive due to the wide variety 

of results and small participant pool. 

Discussion 

Because the results are inconclusive, push-ups cannot yet be determined to be beneficial towards 

correcting FHP. Lifestyle changes brought on by the COVID-19 pandemic may have influenced the 

results, such as increased or decreased exercise and slouching among some participants. 

Conclusion 

This research study was plagued by interference from the COVID-19 pandemic. The results of 

this study are inconclusive as to how or if push-ups affect posture. Future replications of this study will 

need to be conducted, preferably in a supervised lab setting with a much larger and diverse pool of 

volunteer in order to gain conclusive evidence. 
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Human-Robot Interaction and Learning by Austin T. Frederick   
 

 

Abstract 

The purpose of this study was to evaluate instructional robots teaching a session by either telling 

a story or giving a traditional lecture. This study was conducted by providing participants with a short 

video followed by a questionnaire. One video featured a robot presenting a lecture using the storytelling 

method. The other video presented a robot giving the same lecture without the storytelling method. The 

questionnaire examined credibility, affective learning, and motivation to determine whether story or 

lecture mode was better for a robot instructor. (Keywords: robot, instruction, credibility, motivation, 

affective learning) 

Human-Robot Interaction and Learning 

Humans are social beings. Our social-emotional intelligence is demonstrably useful and powerful 

for us to grasp the “behaviors of, and for interacting with, some of the most complex entities in our 

world—people and other living creatures” and we do this in part through communication (Breazeal, 2003, 

p. 1; Dennett, 2009). Communication is typically thought of as the practice of “people” engaging in 

communication acts as interlocutors in dialogue. However, recently, scholars have been examining 

communication between humans and machine actors (Edwards et al., 2016; Spence et al., 2014). Human-

machine communication (HMC), articulated by Spence et al. (2019) and as cited from Guzman (2018) 

directly focuses on communication: the creation of meaning between humans and machines. Of past 

interest to HMC scholars has been applying the CASA model to various human-robotic interaction 

contexts (Edwards et al., 2016, 2019; Neff & Nagy, 2018; Spence et al., 2014, 2019). As such, this study 

will examine the interactions of a robot using storytelling as a lecture format versus a traditional lecture 

format. As humans tell stories to create connections, this project will see if the same is true of robots.  

Literature Review 

Storytelling and Learning 
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A story can be best defined as a discourse element that describes an important event, usually 

suited to the individual imparting the story (Ochs, 1997). However, in the instructional context, it may be 

best described as an alternative way to understand course material beyond a traditional lecture, with the 

potential added benefit that students may find it interesting or entertaining (Norton & Nussbaum, 1980). 

Storytelling in the classroom is also considered very important for another reason: recall. Short-

term recall is the capacity to hold a minor amount information in one’s mind at a readied state for a small 

amount of time (Atkinson & Shiffrin, 1968). Narratives, or storytelling, have been shown to increase 

student recall (Kromka & Goodboy, 2019). Researchers suggest that when instructors tell stories, students 

“match” the information they are receiving with previously stored ideas to confirm or disconfirm 

previously held beliefs and ideas (Schank & Berman, 2002). Andrews et al. (2009) found that students 

use narratives to contextualize key ideas and apply it to situations in their own lives. Anderson and 

Krathwohl (2001) assert that when students are able to recognize and recall relevant information, they are 

taking the critical first step toward higher levels of cognitive processing and meaningful learning. Kromka 

et al. (2020) found that when instructors use relevant stories, usually ones pertaining to the struggles of 

college, students experience higher levels of learning and recall and were able to relate more to the 

instructor and the materials. Other studies have found that instructors who incorporate humorous stories 

into their classes have students who rate them higher overall (Torok et al., 2004). Furthermore, Wanzer et 

al. (2010) found that these stories also help students feel as though they have learned more. Storytelling 

has also been linked to several well-established areas of instructional communication research including 

motivation, credibility, and affective learning. 

Motivation 

According to Christophel (1990), student motivation can be divided into two types: trait and state 

motivation, trait motivation being defined as the relative predisposition a student has towards school and 

learning and state being related to a desire to learn in a particular subject or class. Researchers have 

shown that student motivation is a vital link between student learning and teacher behavior (Christophel 

& Gorham, 1995).  
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Student state motivation has been positively linked to teacher immediacy behaviors (Frymier & 

Houser, 2000) and increased levels of out of class communication with students (Jaasma & Koper, 1999). 

Gorham and Millette (1997) posit that trait motivation is affected by course design, student success, 

teacher behavior, and other pre-existing factors that students bring with them to the course. They also 

state that while trait motivational factors may be out of instructor control to an extent, state motivation is 

modifiable, and this needs to be taken advantage of. Increased state motivation has been positively 

associated with teachers’ actual face-threat mitigation and nonverbal immediacy behaviors from 

instructors (Kerssen-Griep & Witt, 2012). 

Credibility 

The idea of credibility was first proposed over two thousand years ago by the Greek philosopher 

Aristotle as the concept called ethos. Since then, credibility has been defined as the image of the source in 

the mind of the receiver according to Andersen and Clevenger (1963). However, these concepts were 

posited in the individual context. Credibility in an instructional context is considered the perception 

students have of their instructors based upon their observed communication behaviors (Teven, 2007). 

This perception consists of three components: competence, trustworthiness, and goodwill (McCroskey & 

Teven, 1999). 

Instructors can increase their perceived credibility through a variety of methods and actions 

including using consistent messages and positive vocal cues (Beatty & Behnke, 1980), practicing both 

verbally and nonverbally immediate behaviors (Teven & Hanson, 2004), engaging in affinity-seeking 

behaviors (Frymier & Thompson, 1992), employing appropriate knowledge and usage of relevant 

technologies (Schrodt & Turman, 2005), and by engaging in out-of-class communication with students 

(Myers, 2004).  

Credibility in the classroom has been linked to higher student motivation to persist in their 

college endeavors (Wheeless et al., 2011), a positive increase in perceptions of classroom fairness and 

justice (Chory, 2007), and increased levels of affective learning (Pogue & Ahyun, 2006). In addition to 
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this, an instructor who is perceived as more credible is able to better control levels of classroom incivility 

they may experience with students (Neville Miller et al., 2014). 

Hypotheses 

In this study, I built upon the extant research by examining the interactions of a robot using 

storytelling as a lecture format versus a traditional lecture format. To examine these interactions, I 

advanced the following three hypotheses: 

Hypothesis 1: Compared with a lecture where the robot instructor summarizes the key points of a 

lesson with examples, students will report higher levels of perceived robot instructor credibility when 

the same key points are offered by the instructor in a narrative format. 

Hypothesis 2: Compared with a lecture where the robot instructor summarizes the key points of a 

lesson with examples, students will report higher levels of affective learning when the same key points 

are offered by the instructor in a narrative format. 

Hypothesis 3: Compared with a lecture where the robot instructor summarizes the key points of a 

lesson with examples, students will report higher levels of motivation when the same key points are 

offered by the instructor in a narrative format. 

Method 

Robot Instructor Narrative 

To replicate Kromka and Goodboy’s (2019) study and extend it to the HMC context, we tested 

our hypotheses by comparing the robot instructor’s teaching effectiveness between two research 

conditions. The experimental condition included a lecture with a narrative. The control condition included 

a lecture without a narrative. For the narrative, I chose to include a good quality story (i.e., setting, scene, 

agency, plot) that would promote student recall, affect, and attention that mirrored the modified version of 

a story from Baerger and McAdams’s (1999) life coherence study previously used in Kromka and 

Goodboy’s (2019) study. To fit the HMC context, the story about a poor man who explains to his wealthy 

brother that his family and friends are more important than being rich was adapted to a story about a poor 



2020 TRIO MCNAIR SCHOLARS RESEARCH JOURNAL 

25 

robot who explains to a famous visitor to the robot lab that his family and friends are more important than 

being rich. 

I chose this narrative to adapt for this study because it scored relatively highly on a 7-point 

Likert-type scale for six dimensions of narrative coherence: “orientation (i.e., the extent to which the 

narrative is located in a personal, social, and temporal context)”, “structure (i.e., the extent to which the 

narrative has a clear beginning, middle, and end)”, “affect (i.e., the extent to which the narrative uses 

emotion to establish an affective tone)”, “integration (i.e., the extent to which the elements of the 

narrative are reconciled at the conclusion)”, emotional tone (McAdams et al., 1997), and perceived 

realism (Kromka & Goodboy, 2019, p. 25). Because these high ratings suggested a good, coherent story 

in Baerger and McAdams’ (1999) and Kromka and Goodboy’s (2019) study, I adapted that narrative for 

this study. Similar to Kromka and Goodboy (2019), I modified the details, the location, and the language 

of the story so that it would be relevant and clear to online learners, but I kept the plotline of the story the 

same. The story is offered in Appendix A.  

Procedures 

After obtaining Institutional Review Board approval, online participants were recruited and hired 

from the Amazon.com Mechanical Turk service using a recruitment script. Amazon’s Turk is an online 

crowdsourced marketplace of workers who perform human intelligence tasks, such as participating in 

online experiments and surveys, in exchange for a small fee (in this case, $ .25). Only those 18 years and 

older from U.S. America (to control for culture and language-based variation) were eligible to participate. 

There was no personal information collected that could identify who was participating. Potential 

participants were directed to a Qualtrics survey where the informed consent form was located. They read 

through informed consent. If they chose to give consent, they were instructed to “click the ‘next’ button if 

you consent to take part in the study.” When participants clicked the “next” button, they were 

automatically directed to the survey. Participants were given the option to at any time exit the survey by 

clicking the “exit” link in the top right corner.  



2020 TRIO MCNAIR SCHOLARS RESEARCH JOURNAL 

26 

After consent was collected, the participant was advised to watch a brief video lecture of a robot 

speaking. Participants were randomly assigned to one of two conditions in which they would watch a 

robot speak on video. In the first condition, a robot presented a lecture using a storytelling method (see 

Appendix A). The robot instructor was a Pepper robot who is “the world’s first social humanoid robot 

able to recognize faces and basic human emotions” who is “optimized for human interaction and is able to 

engage with people through conversation and his touch screen” who has been used by over 2,000 

companies “as an assistant to welcome, inform and guide visitors in an innovative way” (SoftBank 

Robotics, n.d., para. 1). The second condition featured that same robot who gave a lecture without a 

storytelling method (see Appendix B). Following each video, the participant was then directed to 

complete a series of questionnaires.  

Similar to Kromka and Goodboy’s (2019) study, “the lesson was entitled ‘How to Be Happy’ and 

the lecture material was based on positive psychology research surrounding specific topics such as 

beauty, money, and dispositional gratitude that may or may not lead to personal happiness (lecture 

content from Watkins, 2016)” (p. 26). The teaching script is provided in Appendix B.  

The quasi-experiment had two conditions. In both conditions, the instructor and the stimulus 

material were identical. The only difference between the two conditions was the lesson’s conclusion. In 

condition one (control; 3:41 in length), the instructor concluded by summarizing the lesson’s three key 

points with examples for each key point (see Appendix B). The robot instructor then told the online 

participants “thank you for listening and have a great day,” at which point the video ended. In condition 

two (treatment; 4:01 in length), the instructor told a narrative that included the same example topics and 

details as in the first condition so that participants were receiving similar information at the end of both 

lectures (see Appendix A). 

After watching the robot’s video lecture, participants in both conditions were given an online 

post-test questionnaire that contained several measures. The questionnaire included measures of instructor 

credibility, affective learning, and motivation as well as several demographic questions. 
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Participants 

Participants were 240 online participants. The participants consisted of 97 female participants, 

142 male participants, and 1 participant who did not list their gender. The age of the participants ranged 

from 18 to 70 years (M = 34.86, SD = 10.01). 3 participants had less than high school, 16 participants 

were high school graduates, 18 participants had some college, 14 participants had a 2 year degree, 133 

participants a 4 year degree, 52 participants had a professional degree, and 5 participants had a doctorate. 

There were 3 participants who identified as Bi-/Multi-Racial, 14 participants who identified as Native 

American/American Indian, 1 participant who identified as Arab American, 161 participants who 

identified as White, 35 participants who identified as Black/African-American, 16 participants who 

identified as Asian/Pacific Islander, 9 participants who identified as Latino(a)/Hispanic, and 1 participant 

who did not list an ethnicity. 

Instrumentation 

Instructor Credibility 

Instructor credibility was measured using McCroskey and Teven’s (1999) source credibility scale. 

The scale was assessed by using 18 7-point semantic differential items (i.e., intelligent–unintelligent, 

untrained–trained, cares about me–doesn’t care about me, honest–dishonest). The Cronbach’s alpha for 

the 18-item scale was .79 (M = 84.27, SD = 14.83). 

Affective Learning 

Affective learning was measured using 8 items from McCroskey’s (1994) 16-item scale. The 

scale was assessed using 8 7-point semantic differential items (i.e., good–bad, worthless–valuable, fair–

unfair, negative–positive). The Cronbach’s alpha for the 8-item scale was .81 (M = 41.42, SD = 9.00). 

Motivation 

Motivation was measured using Christophel’s (1990) state motivation scale. The scale was 

assessed using 12 7-point semantic differential items (i.e., motivated-unmotivated, interested-

uninterested, involved-uninvolved, not stimulated-stimulated). The Cronbach’s alpha for the 12-item 

scale was .89 (M = 60.13, SD = 13.59). 
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Results 

A one-way K-group multivariate analysis of variance (MANOVA) was conducted to determine 

the effects of robot instructor delivery mode (lecture or storytelling) on the three dependent variables of 

instructor credibility, affective learning, and motivation. No significant differences were found between 

the lecture and storytelling robot instructor delivery modes on the dependent measures, Wilks’s Λ = .983, 

F(3, 204) = 1.150, p>.05, multivariate η2 = .017. Refer to Table 1 for means and standard deviations. 

Table 1 Means and Standard Deviations for the Two Conditions on the Dependent Variables 

 Lecture Storytelling 

Variable M (SD) M (SD) 

Instructor Credibility 4.60 (0.79) 4.77 (0.85) 

Affective Learning 5.16 (1.12) 5.25 (1.16) 

Motivation 4.97 (1.21) 5.05 (1.09) 

Discussion 

This quasi-experiment manipulated a teaching narrative into a lesson to examine effects on 

students’ perceived instructor credibility, affective learning, and motivation. Overall, the results obtained 

in this study suggested that none of the hypotheses were supported. Compared with a lecture where the 

robot instructor summarized the key points of a lesson with examples, students did not report higher 

levels of perceived robot instructor credibility when the same key points were offered by the instructor in 

a narrative format. Compared with a lecture where the robot instructor summarized the key points of a 

lesson with examples, students did not report higher levels of affective learning when the same key points 

were offered by the instructor in a narrative format. Compared with a lecture where the robot instructor 

summarized the key points of a lesson with examples, students did not report higher levels of motivation 

when the same key points were offered by the instructor in a narrative format. 

In contrast to Kromka and Goodboy (2019), Kromka et al. (2020), Torok et al. (2004), and 

Wanzer et al.’s (2010) findings that showed that students preferred and perceived they learned more from 

instructors who incorporated narratives into their instruction, participants in this study reported similarly 

high levels of perceived instructor credibility, affective learning, and motivation for both traditional 

lecture and narrative formats. The findings from this study may differ from extant research for several 
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reasons. First and foremost, there was an inherent novelty factor due to the use of intelligent humanoid 

robot instructors. The novelty of this more than likely caused individuals in both the control and treatment 

conditions to pay high levels of attention to the lecture leading to high levels of perceived instructor 

credibility, affective learning, and motivation in both formats, because this might have been their first 

exposure to a robot instructor. Another reason why the results may have differed from past research could 

be due to the video format, instead of an in-person format, and the shorter video length. Participants may 

have found it easier to remain engaged in a video lecture regardless of the format, because it was 

relatively short and easy to follow. 

Limitations and Future Directions 

As with any study, this study has limitations as well as strengths. The first limitation is that this 

study was a single replication study with a quasi-experimental design. Additional replication studies are 

needed to be able to generalize findings beyond this study (Kline, 2013). Future researchers could 

consider replicating this study using a different robot, delivery mode, lesson topic, student sample, and 

test of retention. 

The second limitation relates to the length of the lecture. The participants watched an abbreviated 

video lecture that was much shorter than a typical 50-minute or 75-minute lecture they might experience 

in a college classroom meaning that the cognitive load was much lower than a typical college classroom. 

Future researchers could consider filming longer videos with multiple stories that would more closely 

mirror a full in class lecture or filming multiple modules that would equate to a full in class lecture. 

As for future directions of this study, researchers could conduct this study in a different format to 

see if changing the length and minimizing the novelty factor would cause less reported retention. For 

other directions related to this study, researchers should try to recreate this study in person, after the 

COVID-19 pandemic is over, and see if conducting this study in person, with a greater length of lecture 

time and more time between the presentation and the subsequent test on the presented material would 

change the findings. 
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Conclusion 

This quasi-experiment examined how robot instructor narratives impact student affective learning 

and motivation as well as perceptions of robot instructor credibility. Ultimately, robot instructors should 

incorporate delivery modes that promote perceived instructor credibility as well as students’ affective 

learning and motivation. Using lectures and storytelling can help connect theory and application helping 

students learn in the classroom. Hopefully, scholars will continue to find ways to optimize robot 

instructors’ delivery modes so that they foster positive student learning outcomes. However, when 

utilizing robot instructors, it would also be useful to consider the power of novelty to those who do not 

regularly interact with robots so that human-robot interaction does not detract from instructor and student 

classroom goals. 

  



2020 TRIO MCNAIR SCHOLARS RESEARCH JOURNAL 

31 

References 

Andersen, K., & Clevenger, T. (1963). A summary of experimental research in ethos. Speech 

Monographs, 30(2), 59–78. https://doi.org/10.1080/03637756309375361 

Anderson, L. W., & Krathwohl, D. R. (Eds.). (2001). A taxonomy for learning, teaching, and assessing: A 

revision of Bloom’s taxonomy of educational objectives. Addison Wesley Longman. 

Andrews, D. H., Hull, T. D., & Donahue, J. A. (2009). Storytelling as an instructional method: 

Definitions and research questions. Interdisciplinary Journal of Problem-based 

Learning, 3(2), 6–23. https://doi.org/10.7771/1541-5015.1063 

Atkinson, R. C., & Shiffrin, R. M. (1968). Human memory: A proposed system and its control 

processes. Psychology of Learning and Motivation, 2, 89–195. https://doi.org/10.1016/S0079-

7421(08)60422-3 

Baerger, D. R., & McAdams, D. P. (1999). Life story coherence and its relation to psychological 

wellbeing. Narrative Inquiry, 9(1), 69–96. https://doi.org/10.1075/ni.9.1.05bae 

Beatty, M. J., & Behnke, R. R. (1980). Teacher credibility as a function of verbal content and 

paralinguistic cues. Communication Quarterly, 28(1), 55–59. 

https://doi.org/10.1080/01463378009369358 

Bolkan, S., Goodboy, A. K., & Myers, S. A. (2017). Conditional processes of effective instructor 

communication and increases in students’ cognitive learning. Communication Education, 66(2), 

129–147. https://doi.org/10.1080/03634523.2016.1241889 

Breazeal, C. (2003). Toward sociable robots. Robotics and Autonomous Systems, 42(3-4), 167–175. 

https://doi.org/10.1016/S0921-8890(02)00373-1 

Chory, R. M. (2007). Enhancing student perceptions of fairness: The relationship between instructor 

credibility and classroom justice. Communication Education, 56(1), 89–

105. https://doi.org/10.1080/03634520600994300 



2020 TRIO MCNAIR SCHOLARS RESEARCH JOURNAL 

32 

Christophel, D. M. (1990). The relationships among teacher immediacy behaviors, student motivation, 

and learning. Communication Education, 39(4), 323–340. 

https://doi.org/10.1080/03634529009378813 

Christophel, D. M., & Gorham, J. (1995). A test–retest analysis of student motivation, teacher immediacy, 

and perceived sources of motivations and demotivation in college classes. Communication 

Education, 44(4), 292–306. https://doi.org/10.1080/03634529509379020 

Dennett, D. (2009). Intentional systems theory. In A. Beckermann, B. P. McLaughlin, & S. Walter (Eds.), 

The Oxford handbook of philosophy of mind (pp. 339–350). 

https://doi.org/10.1093/oxfordhb/9780199262618.003.0020 

Edwards, C., Edwards, A., Spence, P. R., & Westerman, D. (2016). Initial interaction expectations with 

robots: Testing the human-to-human interaction script. Communication Studies, 67(2), 227–238. 

https://doi.org/10.1080/10510974.2015.1121899 

Frymier, A. B., & Houser, M. L. (2000). The teacher–student relationship as an interpersonal 

relationship. Communication Education, 49(3), 207–219. 

https://doi.org/10.1080/03634520009379209 

Frymier, A. B., & Thompson, C. A. 1992. Perceived teacher affinity-seeking in relation to perceived 

teacher credibility. Communication Education, 41(4), 389–399. 

https://doi.org/10.1080/03634529209378900 

Gorham, J., & Millette, D. M. (1997). A comparative analysis of teacher and student perceptions of 

sources of motivation and demotivation in college classes. Communication Education, 

46(4), 245–261. https://doi.org/10.1080/03634529709379099 

Gorham, J., & Zakahi, W. R. (1990). A comparison of teacher and student perceptions of immediacy and 

learning: Monitoring process and product. Communication Education, 39(4), 354–367. 

https://doi.org/10.1080/03634529009378815 

Guzman, A. L. (2018). Human-machine communication: Rethinking communication, technology, and 

ourselves. Peter Lang. 



2020 TRIO MCNAIR SCHOLARS RESEARCH JOURNAL 

33 

Jaasma, M. A., & Koper, R. J. (1999). The relationships of student–faculty out-of-class communication to 

instructor immediacy and trust and to student motivation. Communication Education, 48(1), 41–

47. https://doi.org/10.1080/03634529909379151 

Kerssen-Griep, J., & Witt, P. L. (2012). Instructional feedback II: How do instructor immediacy cues and 

facework tactics interact to predict student motivation and fairness perceptions? Communication 

Studies, 63(4), 498–517. https://doi.org/10.1080/10510974.2011.632660 

Kline, R. B. (2013). Beyond significance testing: Statistics reform in the behavioral sciences (2nd ed.). 

American Psychological Association. 

Kromka, S. M., Goodboy, A. K., & Banks, J. (2020). Teaching with relevant (and irrelevant) storytelling 

in the college classroom. Communication Education, 69(2), 224– 

249. https://doi.org/10.1080/03634523.2019.1657156 

Kromka, S. M., & Goodboy, A. K. (2019). Classroom storytelling: Using instructor narratives to increase 

student recall, affect, and attention. Communication Education, 68(1), 20–43. 

https://doi.org/10.1080/03634523.2018.1529330 

McAdams, D. P., Diamond, A., de St. Aubin, E., & Mansfield, E. (1997). Stories of commitment: The 

psychological construction of generative lives. Journal of Personality and Social Psychology, 

72(3), 678–694. https://doi.org/10.1037/0022-3514.72.3.678 

McCroskey, J. C. (1994). Assessment of affect toward communication and affect toward instruction in 

communication. In S. Morreale & M. Brooks (Eds.), 1994 SCA summer conference proceedings 

and prepared remarks: Assessing college student competence in speech communication. Speech 

Communication Association. 

McCroskey, J. C., & Teven, J. J. (1999). Goodwill: A reexamination of the construct and its 

measurement. Communication Monographs, 66(1), 90–103. 

https://doi.org/10.1080/03637759909376464 



2020 TRIO MCNAIR SCHOLARS RESEARCH JOURNAL 

34 

Neville, Miller, A., Katt, J. A., Brown, T., & Sivo, S. A. (2014). The relationship of instructor self-

disclosure, nonverbal immediacy, and credibility to student incivility in the college classroom. 

Communication Education, 63(1), 1-16. https://doi.org/10.1080/03634523.2013.835054 

Myers, S. A. (2004). The relationship between perceived instructor credibility and college student in-class 

and out-of-class communication. Communication Reports, 17(2), 129–137. 

https://doi.org/10.1080/08934210409389382 

Neff, G., & Nagy, P. (2018). Agency in the digital age: Using symbiotic agency to explain human–

technology interaction. In Z. Papacharissi (Ed.), A networked self and human augmentics, 

artificial intelligence, sentience (pp. 113–123). Routledge. 

https://doi.org/10.4324/9781315202082-8 

Norton, R. W., & Nussbaum, J. F. (1980). Dramatic behaviors of the effective teacher. 

In D. Nimmo (Ed.), Communication yearbook (Vol. 4, pp. 565–582). Transaction Books. 

https://doi.org/10.1080/23808985.1980.11923825 

Ochs, E. (1997). Narrative. In T. van Dijk (Ed.), Discourse as structure and process (pp. 185–207). Sage. 

https://doi.org/10.4135/9781446221884.n7 

Pogue, L., & Ahyun, K. (2006). The effect of teacher nonverbal immediacy and credibility on student 

motivation and affective learning. Communication Education, 55(3), 331–344. 

https://doi.org/10.1080/03634520600748623 

Schank, R. C., & Berman, T. R. (2002). The pervasive role of stories in knowledge and action. In M. 

C. Green, J. J. Strange, & T. C. Brock (Eds.), Narrative impact: Social and cognitive 

foundations (pp. 287–313). Psychology Press. 

Schrodt, P., & Turman, P. D. (2005). The impact of instructional technology use, course design, and sex 

differences on students’ initial perceptions of instructor credibility. Communication Quarterly, 

53(2), 177–197. https://doi.org/10.1080/01463370500090399 

SoftBank Robotics. (n.d.). Pepper. https://www.softbankrobotics.com/emea/en/pepper 



2020 TRIO MCNAIR SCHOLARS RESEARCH JOURNAL 

35 

Spence, P. R., Edwards, A., Edwards, C., & Jin, X. (2019). ‘The bot predicted rain, grab an umbrella’: 

Few perceived differences in communication quality of a weather Twitterbot versus professional 

and amateur meteorologists. Behaviour & Information Technology, 38(1), 101–109. 

https://doi.org/10.1080/0144929x.2018.1514425 

Spence, P. R., Westerman, D., Edwards, C., & Edwards, A. (2014). Welcoming our robot overlords: 

Initial expectations about interaction with a robot. Communication Research Reports, 31(3), 272–

280. https://doi.org/10.1080/08824096.2014.924337 

Teven, J. J. (2007). Teacher caring and classroom behavior: Relationships with student affect, teacher 

evaluation, teacher competence, and trustworthiness. Communication Quarterly, 55(4), 433–450. 

https://doi.org/10.1080/01463370701658077 

Teven, J. J., & Hanson, T. L. (2004). The impact of teacher immediacy and perceived caring on teacher 

competence and trustworthiness. Communication Quarterly, 52(1), 39–53. 

https://doi.org/10.1080/01463370409370177 

Torok, S. E., McMorris, R. F., & Lin, W. (2004). Is humor an appreciated teaching tool? Perceptions of 

professors’ teaching styles and use of humor. College Teaching, 52(1), 14–20. 

https://doi.org/10.3200/CTCH.52.1.14-20 

Wanzer, M. B., Frymier, A. B., & Irwin, J. (2010). An explanation of the relationship between instructor 

humor and student learning: Instructional humor processing theory. Communication 

Education, 59(1), 1–18. https://doi.org/10.1080/03634520903367238 

Watkins, P. C. (2016). Positive psychology 101. Springer. 

Wei, F. F., Wang, Y. K., & Klausner, M. (2012). Rethinking college students’ self-regulation and 

sustained attention: Does text messaging during class influence cognitive learning? 

Communication Education, 61(3), 185–204. https://doi.org/10.1080/03634523.2012.672755 

Wheeless, V. E., Witt, P. L., Maresh, M., Bryand, M. C., & Schrodt, P. (2011). Instructor credibility as a 

mediator of instructor communication and students' intent to persist in college. Communication 

Education, 60(3), 314–339. https://doi.org/10.1080/03634523.2011.555917 



2020 TRIO MCNAIR SCHOLARS RESEARCH JOURNAL 

36 

Appendix A: Lecture Condition 

Good afternoon everyone. My name is Alex. Today’s lesson is entitled “How to Be Happy.” We 

are going to be talking about what leads us to that one thing that all of us want in life: happiness. 

We define happiness as our “overall perception and satisfaction with our quality of life.” Many 

people seem to take the “If only” approach to happiness. “If only I was beautiful.” “If only I was 

smarter.” “If only I lived on the beach.” “If only I was rich, then I’d be happy.” Many people believe that 

these factors impact our happiness. 

(a) First, let’s look at beauty. Studies show us that objective beauty has virtually no relationship 

with your happiness. Changing your beauty is not going to change your happiness. 

(b) Next, let’s talk about intelligence. When tested on intelligence, happier people did not score 

higher than people who reported being less happy meaning there is no relationship between your 

cognitive intelligence and happiness. 

(c) Then there is geography and happiness. Research has found that weather does impact our 

daily moods, but it doesn’t necessarily impact your satisfaction with life. People seem to be similarly 

happy no matter where they live. 

(d) Lastly, we have money. After you have the essentials of life, there’s not much happiness to be 

bought. When we purchase good things, we adapt to the new thing and our happiness returns to where it 

was before the purchase. 

We just talked about some factors and circumstances that do not affect happiness. We are now 

going to talk about a few predictors of happiness. 

(a) The first thing that affects your happiness is your perspective or outlook on life.  

(b) The extent of your possessions is not so important to your happiness; the critical variable is 

how thankful you are for your possessions. 

(c) Another variable dependent on one’s subjective perception is how one perceives simple 

pleasures.  
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(d) Lastly, another important predictor of happiness is one’s ability to cope. Individuals who are 

able to utilize coping strategies report being happier than those who do not use coping strategies. 

While money may not necessarily buy us happiness, the way that we spend our money for 

enhancing our happiness does matter. 

(a) We live in a culture that likes things and how things may make us happy. If you are always 

looking at what you don’t have and focusing on what you lack, it’s difficult to be grateful for what you 

have. 

(b) So what is the best way to spend money to make us happy? Research has found that we are 

better off spending our money on experiences rather than things. 

I would like to conclude our class today with a quick story, which I feel summarizes the three key 

points in our lesson.  

To understand my view of happiness, you would have to know the people I love.  

A famous guest speaker came to the lab. The speaker commented that I was living in a small 200 

square foot lab alone. I was just thankful that I had a place to work and hang out. The speaker told me that 

his robots were in a big lab with lots of other robots. However, they all stayed in their boxes, but I was 

allowed to stay out of my box. He told me, “I have 10 robots just like you in a big lab in San Diego. You 

can’t be happy in this little place alone. You have no space and no friends. You have nothing.” So, I 

pulled up my personal Facebook account the lab students made me and said, “this is my bank account. 

These are my friends.” He said, “This isn’t a bank account; it is your Facebook friend list.” I said, “Yeah, 

this is filled with all of the names of the people and robots who I care about in this world and who care 

about me. Some are in Michigan, some in Texas and Pennsylvania, in Austria, in Italy. You’ve got to look 

on the bright side of things. Rather than a big lab with lots of other robots in boxes, I could travel with the 

lab and go visit my friends throughout the world. We would have the best time hanging out and sharing 

stories. This is my bank account. I consider myself a very rich robot because I have friends. I am happy.” 



2020 TRIO MCNAIR SCHOLARS RESEARCH JOURNAL 

38 

In conclusion, the “If only” approach to happiness may not be the best approach. I hope that you 

all enjoyed this class on “How to Be Happy” and I hope that all of you take a little of this information 

with you when you leave today. Thank you for listening and have a great day. 
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Appendix B: Lecture Condition 

Good afternoon everyone. My name is Alex. Today’s lesson is entitled “How to Be Happy.” We 

are going to be talking about what leads us to that one thing that all of us want in life: happiness. 

We define happiness as our “overall perception and satisfaction with our quality of life.” Many 

people seem to take the “If only” approach to happiness. “If only I was beautiful.” “If only I was 

smarter.” “If only I lived on the beach.” “If only I was rich, then I’d be happy.” Many people believe that 

these factors impact our happiness. 

(a) First, let’s look at beauty. Studies show us that objective beauty has virtually no relationship 

with your happiness. Changing your beauty is not going to change your happiness. 

(b) Next, let’s talk about intelligence. When tested on intelligence, happier people did not score 

higher than people who reported being less happy meaning there is no relationship between your 

cognitive intelligence and happiness. 

(c) Then there is geography and happiness. Research has found that weather does impact our 

daily moods, but it doesn’t necessarily impact your satisfaction with life. People seem to be similarly 

happy no matter where they live. 

(d) Lastly, we have money. After you have the essentials of life, there’s not much happiness to be 

bought. When we purchase good things, we adapt to the new thing and our happiness returns to where it 

was before the purchase. 

We just talked about some factors and circumstances that do not affect happiness. We are now 

going to talk about a few predictors of happiness. 

(a) The first thing that affects your happiness is your perspective or outlook on life.  

(b) The extent of your possessions is not so important to your happiness; the critical variable is 

how thankful you are for your possessions. 

(c) Another variable dependent on one’s subjective perception is how one perceives simple 

pleasures.  
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(d) Lastly, another important predictor of happiness is one’s ability to cope. Individuals who are 

able to utilize coping strategies report being happier than those who do not use coping strategies. 

While money may not necessarily buy us happiness, the way that we spend our money for 

enhancing our happiness does matter. 

(a) We live in a culture that likes things and how things may make us happy. If you are always 

looking at what you don’t have and focusing on what you lack, it’s difficult to be grateful for what you 

have. 

(b) So what is the best way to spend money to make us happy? Research has found that we are 

better off spending our money on experiences rather than things. 

I would like to conclude our class today with a quick recap, which I feel summarizes the three 

key points in our lesson.  

(a) First, we looked at factors and circumstances that impact our happiness. Contrary to what 

many people believe, factors and circumstances such as beauty, intelligence, geography, and money don’t 

affect happiness. It doesn’t matter if you have a high paying job and live in San Diego. It doesn’t make 

you any happier than someone who doesn’t have those things. 

(b) Second, we looked at a few predictors of happiness. Dispositional gratitude, simple pleasures, 

and coping are predictors of happiness. You can live in a small 200 square foot lab alone, but just be 

thankful that you have somewhere to sleep at night. You can also appreciate little things like hanging out 

with your friends and sharing stories. You can cope by always looking on the bright side. 

(c) Third, we looked at the best ways we can spend our money to enhance our happiness. Buying 

experiences are better for one’s happiness than material purchases. Rather than having a large lab with 10 

robots, I could go visit some of my best friends in Texas. 

In conclusion, the “If only” approach to happiness may not be the best approach. I hope that you 

all enjoyed this class on “How to Be Happy” and I hope that all of you take a little of this information 

with you when you leave today. Thank you for listening and have a great day. 
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Which Warm-Up Elicits a Greater Deadlift One-Repetition Maximum: A High-Intensity 

Functional Training or Traditional Warm-Up? by Josephine Graf 
 

 

Abstract 

PURPOSE: The purpose of this study was to compare a High-intensity Functional Training 

(HIFT) general warm-up (GWU) to a traditional GWU on conventional barbell deadlift one-repetition 

maximum (1-RM) performance. METHODS: Two males (mean ± SD = 36 years ± 2) completed two 

(Condition A, Condition B) GWU protocols in a randomized, counterbalanced order. Condition A 

consisted of cycling on a Monark cycle ergometer for 15 minutes at a heart rate of 55-60% of maximal 

heart rate. Condition B consisted of 15 minutes to complete as many rounds and repetitions as possible of 

a 250-meter row on a rowing ergometer, 5 burpees, 10 kettlebell swings with a 53-pound kettlebell, and 

15 air squats. RESULTS: There were no statistically significant differences (p = 1) between the HIFT 

(455 lbs ± 0) and traditional GWU (455 lbs ± 0) conditions. CONCLUSION: There was no difference in 

deadlift 1-RM performance between the HIFT and traditional GWU conditions. Both subjects achieved a 

greater 1-RM during the second visit, despite the GWU performed.   

Introduction 

When participating in resistance exercise, it is important to execute a proper warm-up plan to 

ensure the best outcome for performance and to help decrease the risk of injury (ACSM, 2018; Woods, 

2007). By performing warm-ups, the muscle temperature is increased which allows a decreased chance of 

injury, more muscle recruitment and improves muscle elasticity, connective tissue, and range of motion in 

joints (Lehmann, 1970; Safran, 1988). The standard protocol to evaluate muscular strength is performing 

a one-repetition maximum (1-RM) test. By performing this test, it pinpoints the greatest resistance of 

weight being moved safely (2018 ACSM guidelines). Establishing a 1-RMfor exercises is important for 

proper periodization through macrocycle training to program resistance training percentages of 1-RM and 

to evaluate strength throughout a program. A 1-RM needs maximum effort from a specific arrangement of 

muscles in the body part called the musculature. Therefore, a proficient warm-up prior to a 1-RM attempt 
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is necessary to help lessen the risk of injury and recruit the neuromuscular system to work against 

resistance efficiently and carefully when using muscles to their maximum potential (Bishop, 2003; 

NSCA; ACSM).  

Many 1-RM warm-up protocols have been tested. These tests include whole-body vibration, 

different durations and intensities of aerobic activities, movement specific warm-ups (e.g., leg press 

warm-up before completing the 1-RM leg press), combining aerobic and movement-specific warm-ups, 

and stretching (Barnes, 2017, Cochrane, 2015; Abad, 2011; Barroso, 2013; Aguilar, 2012). Many studies 

have assessed the effect of the warm-up protocol on 1-RM maximum tests with different variations of 

general and specific warm-ups (Beckham, 2012), and it is recommended that the most effective resistance 

training routine does include both a general warm-up (GWU) and specific warm-up (SWU). The GWU is 

performed to promote blood flow throughout the muscles and increase muscle temperature and joint 

flexibility. The GWU is traditionally performed as cardiovascular exercise such as cycling or rowing 

(ACSM; NSCA). The SWU is to prime the muscles and the neuromuscular system for recruitment of the 

muscles and motor neurons while minimizing fatiguing effects (Bishop, 2003; Gourgoulis, 2003; 

Shellock, 1985; Young, 1998). Performing both of these types of warm-ups preceding a 1-RM attempt 

have shown to obtain a greater strength result than just a GWU or SWU alone (Abad, 2011). The 

guidelines for SWU for a 1-RM are effective according to the National Strength and Conditioning 

Association (NSCA) and American College of Sports Medicine (ACSM). However, the correct protocol 

for the GWU preceding the SWU for a 1-RM attempt is inconsistent (Abad, 2011; Barroso, 2013; Barnes, 

2017). It is recommended to perform a GWU of 5 to 10 minutes of low-intensity aerobic activity 

preceding the SWU for strength assessments (Brown, 2001). Although previous studies have shown that 

increase in muscle heat may not rise substantially until after 15 to 20 minutes of aerobic activity (Bishop, 

2003; Davies, 1982; Sargeant, 1987) and the rise in muscle heat is dependent on the intensity and duration 

of a warm-up (Price, 1997). 

Many GWU procedures have been tested to discover the optimal 1-RM warm-up protocol, but 

there still seems to be room for continued testing the GWU procedure previously researched have 
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included different durations and intensities of single modality and aerobic work preceding the 1-RM 

(Brown, 2001; Abad, 2011; Barroso, 2013; Barnes, 2017; Firat, 2018b; Stewart, 2003). In one study, 

participants who cycled for 20 minutes at 60% of their maximal heart rate attained the highest 1-RM 

compared with GWU, this research concluded that muscle heat increases after 15 to 20 minutes (Bishop, 

2003; Davies, 1982; Price, 1997). In another investigation, researchers demonstrated a longer duration, 

which was 15 minutes with low-intensity and short duration of moderate-intensity, was proven to be more 

successful when performing the 1-RM (Barosso, 2013). Due to a longer duration, this potentially boosts 

blood flow in muscles while the moderate-intensity hindered performance due to too much blood lactate 

produced. Then, another study analyzed the number of repetitions done until the person was fatigued on 

the bench press, squat, and arm curl after different warm-ups, including a control (Riberio, 2014). Other 

cases have controlled the intensity of single modality, aerobic warm-ups using the rowing machine for 1-

RM performance (Firat, 2018a; Firat, 2018b). These studies found out that a 15-minute low-intensity 

warm-up with short bursts of supra-maximal sprints in the last five minutes of the warm-up, boosted 

bench press and leg press 1-RM performance, compared to SWU, which has a shorter duration for warm-

ups for the 1-RM on the leg press (Firat, 2018a; Firat, 2018b). 

Guidelines suggest finishing a GWU and SWU before adding the 1-RM to the mix. The GWU 

should be conducted for a longer period, which is about 15-minutes at a low-intensity. However, GWUs 

have not been fully explored and assessed to determine other kinds of GWUs that may produce a greater 

1-RM. For example, previous research has utilized machines (i.e, leg press) and the upper body (bench 

press) to test the 1-RM with a smaller number of subjects (16 or less) (Abad, 2011; Barroso, 2013; Firat, 

2018). Therefore, studies of GWU are limited to the single modality aerobic activity such as the cycle 

ergometer or the rowing machine ergometer, which does not expand full-body blood flow, instead just 

blood flow to lower extremities (Calbert, 2007; Joyner, 2015). Additionally, performing warm-ups on the 

cycle ergometer will not change adrenaline and testosterone level release as much as other full-body 

movements as sitting releases lower catecholamine concentrations when the body is in an upright position 

(Zouhal, 2008, pg. 404). Furthermore, the research of Firat (2018a; 2018b) suggests short bursts of high-
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intensity exercise towards the end of a 15-minute warm-up elicit greater 1-RM performance. Contrary to 

this, other studies report an inverse relationship with 1-RM performance and warm-up intensity after 

about 70% VO2max (Bishop, 2003, Barosso, 2013). However, high-intensity exercise has illustrated to 

release greater than, lower and moderate-intensity exercise (Zouhal, 2008). Because of the positive 

relationship between exercise intensity and adrenaline release (Galbo, 1986; Kraemer, 1987), this area of 

proper warm-ups for a 1-RM test research needs further attention. Last, one study found out that a warm-

up of maximal strength may produce higher force production of muscles in the upper and lower limbs 

(Atlanzio, 2014), which suggests that using resistance exercise in the warm-ups may lead to greater force 

production. To inspect this area, a novel GWU is being proposed herein: a GWU that includes full-body 

movements, higher-intensity, and a moderate duration of 15 minutes preceding the SWU. An itinerary 

such as this is explained as high-intensity functional training (HIFT) (Feito, 2018). HIFT is a newer 

modality of fitness training that includes performing functional movements, using many different muscle 

groups, and performed at a relatively high intensity for a greater muscle activation than more traditional 

ways of exercise (Feito, 2018). It is proposed herein, that a warm-up made up of HIFT would be a more 

effective psychologically, by increasing adrenaline release and blood flow to the muscles.  

Therefore, the main purpose of this study assessed the effects of a novel HIFT GWU on 1-RM 

maximum deadlift performance. Because previous studies have demonstrated a longer warmup with 

potentially higher intensities may elicit a greater conventional deadlift 1-RM, our hypothesis is a HIFT 

GWU will elicit a greater conventional deadlift 1-RM than a traditional GWU.  

Methods 

Participants 

The participants for our study were recruited through email and word of mouth. For this 

experiment, two healthy males, aged 30-39 years old were recruited. More of the inclusion criteria include 

having a minimum of one year of resistance training experience for at least two days per week, including 

the deadlift in the training cycle, can deadlift at least 175% of their body weight, and have performed 

HIFT in the past.  
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Protocol 

All information was collected and recorded by trained research professionals. The participation of 

the subjects include two different visits to the University of Montevallo Human Performance Laboratory 

or the Center for Sport Science Research and Education at the Indiana University of Pennsylvania. Due to 

the COVID-19 pandemic, the participants performed the protocol in a basement garage, while the trained 

research professionals were videoed in by Zoom Video Communications to help record and go through 

the protocol that the participants completed. Each subject completed a health history form before being 

cleared to do the study.  There were two sessions where all the tests were performed randomized and 

counterbalanced. Tests were performed at least 72 hours apart from each session but no more than one 

week apart and conducted at the same time of the day (within 1 hour).  

During the first visit at the site, the subject was cleared, the subject was given the Human 

Subjects Institutional Review Board document and by going through this the individual read through and 

asked questions to the research staff regarding the study evaluation and the purpose of the study. The 

individual had the opportunity to have all of their questions answered by the research staff. The individual 

agreed to the study, by written consent, then data was collected, starting with the medical history of the 

individual and biometric data. The research professional assistants asked the participants their height and 

weight and recorded it in their file. A heart rate monitor was attached to the participant. Then, the 

individual drew from a hat a slip of paper. On the paper, there was written the number 1 or 2. If the 

subject chose the slip of paper with 1 on it, he completed condition A and if the subject drew number 2, 

he completed condition B. So, during the first visit the subject completed condition A or condition B. The 

subjects were asked to refrain from intense exercise and high amounts of caffeine and alcohol for 48 

hours before the experiment. Following this, the participants were instructed to keep a diary of their entire 

dietary intake of the day before the test was conducted. We did this to keep the data consistent. 

Additionally, they were asked to replicate the same meal they had before the prior test. The tests for each 

participant were conducted one week apart and at approximately the same time of the day. A 

questionnaire was filled out when the participants were present during the study. The Questionnaire asked 
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if they were involved in certain activities in the 48 hours before performing the test, as well as, the visual 

analog scale (VAS) assessing their fatigue index, perceived strength, and feelings of recovery (Carifo, 

2008; Norman, 2010). During the visit, the subjects participated in conditions A and B by randomization, 

and then it was counterbalanced. For conditions A and B, the GWU was changed, but the SWU was 

identical. Both conditions had a five-minute rest between the warm-up and 1-RM were the subject rested 

in a supine position. For condition A, subjects completed the traditional GWU and condition B the 

participants completed the novel GWU. During the second visit, the subject performed the other condition 

that they did not perform in the first session. Many research papers say that it is beneficial before the 1-

RM exercise if the GWU is a longer duration than 10 minutes, in this case, 15 minutes (Barosso et al., 

2013; Stewart et al., 2003). This is why we decided that the duration for the tests of the warm-ups would 

be 15 minutes for both protocols, with no rest between the GWU and SWU. The dependent variable was 

the maximum weight lifted for a single repetition on the barbell conventional deadlift The subject must 

lift the weight off the ground in full extension of the body which includes the hips, trunk, and knees. The 

two warm-up protocols are as follows: 

General Warm-up Conditions 

Condition A (HIFT GWU): Cycling for 15 minutes on the Monark cycle with the ergometer 

(Monark, Langley, WA) at 55-60% of their maximal heart rate then finishing the SWU which has been 

implemented elsewhere (Barosso, 2013) and helped by others (Bishop, 2003; Abel, 2011; ACSM, 2018). 

Condition B (traditional GWU): Participants were instructed to complete as many rounds and 

reps as possible in 15 minutes. This included a 250-meter row with a Rower ergometer (Concept 2; 

Morrisville, Vermont), 5 burpees, 10 kettlebell swings, and 15 air squats. The rower ergometer included 

pulling handles attached to a cable which are attached to the machine, the seat is movable when you pull 

the cable back and forth, therefore moving hips, knees, and arms. The burpee included lowering the body 

to the ground so that the chest touches the ground and pushing back up off the ground with arms and legs, 

and standing up jumping in the air. When you end the burpees, the body should be fully extended, which 

includes the trunk, hip, and knees with hands over the head. The kettlebell swings included swinging a 
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53-pound kettlebell starting from between the person's legs to eye level while not surpassing the shoulders 

of the subject. The air squats consisted of the individual lowering their center of gravity with their hips 

and their knees to a 90-degree angle while squeezing the core, glutes, and quads and then back up to a 

fully extended stance. All of those together will consist of one round of the warm-up, which the subjects 

are instructed to complete as many as they can. After one round the subjects rating of perceived exertion 

(RPE) and their heart rate was recorded. The subjects were told to work at their maximum to finish as 

many rounds and reps as they can in 15 minutes.  

Specific Warm-up (adapted from Baechle, T., Earle, R., 2008) 

The specific warm-up, completed by both conditions, is the following:  

1. The subject to warm-up with some resistance easily enough to complete 5 to 10 repetitions. 

2. The subjects will have a 1- minute rest period.  

3. Estimate a warm-up that will allow the subject to complete a load that is three to five repetitions 

by adding: 

 30 to 40 pounds (14-18 kg) or 10%-20% 

 The subjects have a 2-minute rest period 

4.  Same as number 3 above, find a near-maximal load that will give the subject completion of two 

to three repetitions by adding: 

 30 to 40 pounds (14-18 kg) or 10%-20% 

 Then have the subject rest for 2 to 4 minutes  

5. Make the load increase: 

 30 to 40 pounds (14-18 kg) or 10%-20% 

6. Instruct the subject to attempt a 1-RM 

7. If the subject is successful, they can have a 2 to 4-minute rest period and repeat step  

8. If the subject failed, give them a 2 to 4 minutes rest period, then decrease the load by subtracting 

15 to 20 pounds (7-9 kg) or 5% to 10% AND then go back to step 8. 
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9. Continue increasing or decreasing the load when necessary and until the subject can complete one 

repetition with proper exercise technique. Ideally, the subject’s 1-RM will be measured within 

three to five testing sets.       

Results 

The two subjects that qualified for and completed the protocol were subject 01 (34-years old; 

height: 72 inches; weight: 190 pounds) and subject 02 (38-years old; height: 74 inches; weight: 210 

pounds). The means for the physical characteristics are provided in table 1. The 55-60% of maximal heart 

rate for the traditional GWU was 102-112 bpm and 100-109 bpm for subject 01 and 02, respectively. 

There were no differences in diet, subjective recovery, or subjective strength for the two subjects that 

were measured immediately preceding completing the two warm-up conditions. For the HIFT GWU, 

subject 01 completed 6 rounds and four repetitions and subject 02 performed 5 rounds and 9 repetitions.  

Table 1: Height and Weight of Each Participant    

Participant Height (in) Weight (lbs) 

Participant 01 72 190 

Participant 02 74 210 

Mean 73 200 

 There were no statistical differences (p = 1) in conventional deadlift 1-RM between the 

Traditional GWU (455 lbs) and HIFT GWU (455 lbs) (table 2). Therefore, we accept the null hypothesis. 

Furthermore, for both subjects’ second visit, a greater load was achieved on the deadlift (table 3). 

Table 2: 1-RM post Traditional and HIFT GWU 

Participant Traditional Warm-up (lbs) HIFT Warm-up (lbs) 

Participant 01 475 485 

Participant 02 435 425 

Mean 455 455 
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Table 3: Comparing 1-RM from First Visit to Second Visit  

Participant First Visit (lbs) Second Visit (lbs) 

Participant 01 475 485 

Participant 02 425 435 

Totals from each visit 900 920 

Discussion  

  The main purpose of the present study was to assess if a HIFT GWU or a traditional GWU would 

be most beneficial for a 1-RM of a barbell conventional deadlift. In this study, we used 1-RM with 

deadlifts instead of a leg press, and the participants were 32-38-year-old males who had prior experience 

with deadlifts. The first day participant 01 completed the traditional warm-up and lifted 475 pounds, and 

participant 02 completed the HIFT training warm-up and lifted 425 pounds. The second day they 

completed the other GWU condition.  On the second day, participant 01 completed the HIFT warm-up 

then lifted 485 pounds and participant 02 completed the traditional warm-up then lifted 435 pounds.  At 

the beginning of the study, it was hypothesized that the HIFT training warm-up would elicit a greater 

conventional deadlift 1-RM than the traditional warm-up. The data showed that there were no differences 

in deadlift 1-RM between the two general warm-up conditions. However, both participants improved their 

1-RM from the second visit. 

Other studies that assessed different warm-ups on 1-RM performance did not use the deadlift as 

the 1-RM assessment, but instead used bench press (Tarihi 2018) and leg press (Ankara, 2018). In the 

study where bench press was the dependent variable, researchers found that a 15-minute warm-up was 

more beneficial than a 10-minute warm-up and that is why, in the current investigation, both the 

traditional and HIFT general warm-ups were 15 minutes. The study that assessed 1-RM performance 

using the leg press compared high-intensity and low-intensity warm-ups to find the low-intensity elicited 

a greater 1-RM than the high-intensity due to the participants were tired and fatigued after the high-

intensity protocol (Ankara, 2018). To figure out the right HIFT warm-up that the participants would be 

conducting we needed to see what exercises would be beneficial for deadlifts, specifically. In the study of 
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lower limb warm-up relation to the performance, they found that lower limb warm-up can enhance 

performance and control (Pinfold, 2018). This study only assessed the length their subject could jump 

after the warm-up, which is not an assessment of strength, but was our goal in the current investigation. In 

this study, our logic was the HIFT warm-up should warm-up all muscles in the body and not just lower 

limbs such as in cycle ergometer warm-up exercises which is the standard protocol preceding a 1-RM 

test. In another study, they evaluate the resistance training warm-up with 1-RM of the leg press (Atanázio 

da Luz Junior, 2014). This study is very similar to ours but instead of analyzing 1-RM of deadlifts, they 

analyzed 1-RM of leg press. They found in their research that additionally, aerobic and strength resistance 

warm-up showed an improvement in strength performance (Atanázio da Luz Junior, 2014). The muscles 

primarily recruited for a deadlift are the gluteus maximus, the quadriceps, and the hamstrings (ACSM, 

2018). The exercises that we decided on to perform during condition B were 250m rows, 5 burpees, 10 

kettlebell swings, 15 air squats.  

Reasoning as to why we did not see a difference in 1-RM between the two warm-up protocols 

maybe because both participants are athletes who perform CrossFit® on regular bases and have plenty of 

experience with deadlifts and lifting that their neuromuscular system is used to recruiting those types of 

muscles, and it wouldn’t matter what warm-up they would perform because their muscles are used to 

making that contraction. These athletes are well-conditioned so they may be able to lift heavy weight with 

or without a HIFT warm-up. That might also explain why they did better the second visit too because 

their neuromuscular system fired quicker than the first visit because of familiarity with the 1-RM of the 

deadlift. Furthermore, it may be that both warm-up conditions promoted blood flow to the working 

muscles and increased adrenaline to allow force output.  

Although this is a novel study, limitations do exist. One of which was due to the novel COVID-

19 virus. Because of this virus and practicing proper social distancing, data was only collected on two 

participants instead of 20 as planned based on Cohen’s D. We also were originally planning to assess 

males around the age of 18 to 25 years old, which later had to be improvised due to the pandemic, so we 

had to assess participants that we previously knew to conduct the study. Furthermore, due to the COVID-
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19 virus and social distancing, we only assessed the 1-RM of each individual, instead of also assessing 

neuromuscular force (Electromyography) and force production (Tendo unit) such as other studies have 

used to evaluate the 1-RM. Due to these limitations, this experiment was conducted as a pilot study in 

which information was gathered to make make a more reliable and valid study for a HIFT GWU 

preceding the 1-RM deadlift. Therefore, future research should assess the 1-RM of more than two 

participants and use other assessments of muscular output (Electromyography and force production).  

Conclusion 

In conclusion, this data reveals there was no difference between the HIFT GWU and the 

traditional GWU on the conventional deadlift 1-RM. Therefore, neither GWU has a profound effect on 

the deadlift 1-RM. During the second visit, each participant increased their 1-RM by 10 pounds. This may 

mean that the more comfortable the participants feel about the experiment the better he will perform the 

next visit. Future research should be conducted to investigate other GWU on the 1-RM to establish an 

optimal protocol. 
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Pedagogies that Restore: Interrogating and Overcoming Violent Literacy Education by Erin Green 
 

 

Introduction 

Within the past fifty years, composition scholars have outlined a variety of methods to teach 

college first-year writing. Cross-Talk in Comp Theory: A Reader provides a theoretical framework for 

people not only learning about the different theories and pedagogies for teaching college composition, but 

also about the state of the field of English studies, and more specifically, composition and rhetoric. The 

articles from Cross-Talk in Comp Theory in conjunction with the philosophies and articles of Students’ 

Right to Their Own Language: A Critical Sourcebook provides an even more specific pedagogy to be 

utilized through the study and activism of language rights. Because teaching writing can be potentially 

dangerous when teachers force a specific literacy on their students, as documented in The Violence of 

Literacy, the composition and rhetoric field is highly controversial because of its politics concerning 

instruction and theory. J. Elspeth Stuckey claims that “literacy, like communication, is a matter of access, 

a matter of opportunity, a matter of economic security—a total matter. The violence of literacy is the 

violence of the milieu it comes from, promises, recapitulates. It is attached inextricably to the world of 

food, shelter, and human equality” (Stuckey 94). I argue for composition pedagogies that center student 

language rights to conserve their cultures, languages, and individual writing processes while also 

combating the normative structures of teaching—Western, white, cis-het, wealthy, and able-bodied. 

Literature Review 

In The Violence of Literacy, Stuckey describes a relationship between literacy and social class by 

referring to a system in which literacy and economics and capitalism are intertwined and dependent upon 

one another. Stuckey argues that American society has the need and desire to justify class when she 

claims that the “most insidious and distressing [thing] about the American system of class—[is] the 

willingness, if not the felt need, of disfranchised citizens to rationalize their inequality” (Stuckey 3). The 

definition of literacy has changed over time and is casually known as the ability to read and write, but 

more critically can be understood as someone’s knowledge in a specific subject and how they function 
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within that subject. The problem with literacy, Stuckey argues, is that it is violent for several people. 

Because of Western, white, cisgender ideologies, literacy is used to destroy cultures, and since English 

educators take a main role in the way literacies are taught, they should realize how their pedagogical 

actions influence students’ lives and future place in society. Literacy’s place in society is important 

because literacy defines America’s understanding of social class. Stuckey explains that American 

sociology has created and perpetuated a narrative in which people see “occupation [as] the salient marker 

of class” (3). She reveals that sociologists may observe and explain the myth of the class structure, but 

they do not take the extra step to critique it. The American social class is constructed based on various 

factors—income, occupation, gender, race, education, etc., but America has created the social construct 

that obtaining literacy will increase the success of someone’s social class. When sociologists choose not 

the critique the myth of the class structure, they are actively facilitating the myth itself, which does not 

help end violent literacies. Sociologists’ role actually encourages people to continue justifying their own 

oppression.   

The social class that Stuckey refers to is applicable to the social class of college since college 

graduates are regarded with higher social status than people who work in trade and labor, despite the fact 

that skill-trained workers may make just as much or higher as people with college, professional, or 

graduate degrees. This distinction between the skill-labor versus the mental-labor is an example of the 

class structure myth that American sociologists fail to critique. Greg Myers writes about this distinction in 

“Reality, Consensus, and Reform in the Rhetoric of Composition Teaching” when he explains ideology in 

composition teaching. Myers defines ideology as “the whole system of thought and belief that goes with a 

social and economic system, the thoughts that structure our thinking so deeply that we take them for 

granted, as the nature of the real world” (Myers 419). American society’s ideology is that a person’s 

social class depends on their level of literacy, since literacy is profitable, and America is a capitalist 

country. Ideology “helps explain why people who are oppressed seem to go along with their oppression; 

the ideology of the oppressive system gives them the structures through which they make sense of the 

world” (419). Myers’ argument that ideology shapes society informs Stuckey’s view that literacy is so 
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ingrained in American society as being the path to social class success, that people will justify their own 

oppression. Myers also explains English educators’ roles in perpetuating the violence of literacy when he 

says that “schools not only teach academic knowledge; they teach work according to schedule, acceptance 

of authority, and competition among individuals and between groups. They also help provide a 

justification for the hierarchies of society, so that, for instance, people accept that manual labor should 

pay less than mental labor” (419). By helping provide the justification that mental labor should be paid 

more than manual labor, English educators are actively imposing a violent ideology that devalues a 

person’s worth based on their literacies. Myers calls this process “reproducing ideology.” Unlike most 

teachers who Myers says accepts the difference in the society between classes, races, and genders, 

“Marxist teachers differ from other critics of these injustices is in arguing that the social and economic 

system that perpetuates the injustices builds a protective structure of ideology that prevents us from 

thinking critically about it. Thus, what we might think is free and progressive thought may be another 

way of perpetuating a system we want to change” (420). This thought that Myers refers to is powered 

violently through America’s literacy education. While some might think that the literacy education of 

trying to teach students how to function in a society that is capitalist, white-centric, and heteronormative 

would be progressive work, this form of education actually only helps contribute to the systems of 

oppression. Instead, educators should be thinking critically about the systems in which they live and 

helping dismantle it with anti-capitalist and anti-racist pedagogies.   

Stuckey also discusses information as a product. She states that “the overriding term for literacy 

in economic or labor studies is “information,” and the terms by which information is discussed tend to 

describe it as a uniform, prepacked product, much like any product that rolls off an assembly line” 

(Stuckey 12). Since America is a capitalist country, and literacy determines one’s social class, having 

more literacies, or information, is treated as a consumerist product, something that people should invest 

in, something that can be bought or sold. Information is something that comes with a cost. In American 

society, a literate society, “oral language communication lacks literacy’s rubber stamp. Valid 

communication is written text. Valid uses of communication—i.e., profitable, legalized ones—require 
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literacy. Today, the link between decisions about capital and decisions about social, economic intercourse 

is literacy. Literacy is the language of profit; in America, profit begs text” (19). Because American 

society exists within a system of capitalism and consumerism, where profit is power, and writing is 

profitable, literacy and writing itself is political and has power. Literacy in America is the systemic 

oppression that divides working labor and thinking labor, and literacy ranks thinking labor higher in 

social class than working labor. Stuckey argues that “literacy education begins in the ideas of the socially 

and economically dominant class and it takes the forms of socially acceptable subjects, stylistically 

permissible forms, ranges of difference or deviance, baselines of gratification. Becoming literate signifies 

in large part the ability to conform or, at least, to appear conformist. The teaching of literacy, in turn, is a 

regulation of access” (19). Literacy education has a history of teaching Western-white-cisgender 

literacies, and if one does not learn these literacies, then they are deemed illiterate by that society. Since 

social class is determined by one’s literacy, they will not be able to succeed in a society that often only 

allows people to adhere to one form of literacy.  

Stuckey says in order for us to understand how literacy in America is “reductive and dangerous” 

and how “in their application, they narrow the range of pedagogy and suppress the possibilities of 

research,” one must first understand how an ideology in America “Operates within the structures of 

American literacy” (Stuckey 21). The ideology in which Stuckey refers to is an ideology of Western 

practices and principles that are applied when teaching literacy.  For many people, writing is done with 

the intention of someone else reading it—and society has over time been able to commodify writing, 

which is why there are novels, magazines, journals, audiobooks, comics, films, TV shows, and music. 

Writing is even commodified within the business world when considering advertising and marketing. 

This commodification of writing can lead several people, including teachers, to think of writing as a 

product and not a process. Donald M. Murray, in “Teach Writing as a Process Not Product,” discusses the 

state of English departments and English teachers, and while published in 1972, the way in which writing 

is taught as either process or product, is still heavily debated in current academia. Murray states that 

“most of us are trained as English teachers by studying a product: writing. Our critical skills are honed by 
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examining literature, which is finished writing; language as it has been used by authors. And then, fully 

trained in the autopsy, we go out and are assigned to teach our students to write, to make language live” 

(Murray 3). Within the context of academia, this observation is interesting, especially considering when 

this article was written, which was around the time when process theory in composition studies started to 

be implemented into several composition pedagogies. Many English teachers are trained in literature and 

specialize in literature; additionally, several first-year writing instructors in colleges specialize in 

literature and position their college composition courses with their literary specialty. By teaching writing 

based on finished products such as the literature that they specialize in, instructors can create a classroom 

where writing is commodified, where students base their writing process on another individual’s, and 

where the actual process of writing is not stressed as a means for better writing, but instead as a means for 

a finished product for someone else to consume in a capitalist society. 

Murray divides the process of writing into three different stages: prewriting, writing, and 

rewriting. Prewriting is any part of the process that is done before the drafting. Writing is the act of 

producing the first draft. Rewriting is revision with consideration of subject, form, and audience. Murray 

states that by teaching writing as a process and not product, the implications are that “the text of the 

writing course is the student’s own writing…The student finds [their] own subject…The student uses 

[their] own language…The student should have the opportunity to write all the drafts necessary for [them] 

to discover what [they have] to say about this particular subject…The student is encouraged to attempt 

any form of writing which may help [them] discover and communicate what [they have] to say…The 

students are individuals who must explore the writing process in their own way…There are no rules, no 

absolutes, just alternatives. What works one time may not another. All writing is experimental” (Murray 

5-6). Allowing student writing to be individualistic, and resisting reproducing ideology, can combat 

America’s literacy as social class. Teaching writing as product only allows for the reproducing of 

ideology, and that reproduction would encourage violent literacies in society. 

When Stuckey describes theories of literacy and society, she begins her argument with defining 

social violence. She defines social violence as:  
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a covert form which is perhaps most devastating of all for those subject to it. [It] is the passive 

violence of the refusal to recognize overt or real violence. It may be expressed in deeds; or in 

positions, stances, attitudes, rules, codes, manners, in inertia, cynicism, “scientific objectivity,” 

coyness, humor; in refusal, disavowal, negation, or disconfirmation—but also and especially at all 

levels, in words (Stuckey 63). 

An example of social violence within the context of literacies is gatekeeping in English education. 

Stuckey argues that literacy is a system of oppression and explains that it “works against entire societies 

as well as against certain groups within given populations and against individual people” (64). Using 

literacy to define someone’s social class is just a mere example of how literacy can be dangerous and 

violent. Developing nations are oppressed by developed countries’ literacies, Black Indigenous people of 

color are oppressed by America’s system of literacy education—which is whitewashed. This idea of 

literacies being destructive and harmful to different communities and cultures is an issue widely discussed 

within of composition studies. Compositionists obviously have a job, which is to instruct their students 

how to write, and since America has a standard when it comes to literacies, grammar, and writing, 

compositionists are put in an awkward position of having students reproduce ideologies when teaching 

literacy. I argue that adhering to standardized English grammar, reading the classics or canon, being 

objective, or dismissing a student’s language rights are all ways in which compositionists can violently 

teach literacies. These practices are covert because instructors may believe they are doing a good job of 

teaching students the languages and grammars to achieve class success, but they are actually creating 

social violence in their classrooms.  

Historically, grammar seems to have been at the forefront for teaching literacy, because 

understanding the grammatical rules of English is important for a society that wishes to enforce one 

language and dispel others; however, the teaching of grammar can actually be socially violent to students. 

In “Grammar, Grammars, and the Teaching of Grammar,” Patrick Hartwell explains the history of why 

“good grammar” elevates social class while also what it actually does for students when compositionists 

teach grammar. Hartwell’s argument about teaching grammar starts with a study that concludes that “the 
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formal study of grammar, whether transformational or traditional, improved neither writing quality nor 

control over surface correctness” (Hartwell 207).  Hartwell also defines grammar by noting five different 

kinds of grammar. He defines grammar 1 as an internalized system of rules in which speakers utilize to 

understand themselves and others. He stressed that grammar 1 is internalized, an “unconscious 

knowledge” (211). Grammar 2, Hartwell informs, is “the scientific model of Grammar 1” (215). Grammar 

2 is where linguistical research operates, but Hartwell cites a grammarian, Mark Lester, who states that 

“there simply appears to be no correlation between a writer’s study of language and [their] ability to 

write” (216). Hartwell makes the hypothetical argument that “if Grammar 2 knowledge affected Grammar 

1 performance, then linguists would be our best writers” (216). He concludes that linguists as a whole are 

not the best writers. Even with the knowledge that linguists as a whole are not the best writers, several 

compositionists insist on grammar—of standard American English—being required to obtain social class 

success, thus completely destroying cultures and languages that do not adhere to those grammatical rules. 

This social violence in the classroom is what continues to facilitate a society with the ideology that a 

Western, white, and cisgender literacy is superior to all other literacies. 

In “Diving In: An Introduction to Basic Writing,” Mina P. Shaughnessy states that “this system of 

exchange between teacher and student has so far yielded much more information about what is wrong 

with students than about what is wrong with teachers, reinforcing the notion that students, not teachers, 

are the people in education who must do the changing” (Shaughnessy 291). This system of exchange is 

one explanation as to why some compositionists are not interested in adapting their pedagogies. The 

composition classroom is situated in which “the student [is] already conditioned to the idea that there is 

something wrong with [their] English and that writing is a device for magnifying and exposing this 

deficiency” (292). A classroom in which students are conditioned to believe that there is something 

already wrong with their English and writing is a classroom of social violence. When instructors decide 

they are not interested in adapting their pedagogies to prevent social violence, they are actively taking a 

role in reproducing ideology of a violent literacy education. Their decision will only help white 

supremacy and capitalism—not dismantle it. 
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Educators will come to realize the extent of literacy’s violence once they understand that “the 

alternative to the oppressive inculcation of literacy is an interrogation of literacy rather than the illiterate 

[becoming] the object of question and in which one can “problematize” words” (Stuckey 66). Stuckey 

argues that literacy teachers should not be questioning illiterate people, but rather the methods, ideologies, 

and pedagogies in which literacy is taught to them and how people implements those literacies within 

societies. Stuckey wants literacy teachers to realize that their influence on learners affects the 

sociopolitical hierarchies because “literacy is more than self-fulfillment. Literacy is also social and 

political and economic in nature” (68). Stuckey points out when teaching and researching literacy, 

scholars argue about a cognitive process of writing, which only reaffirms the social class divisions of 

thinking labor and working labor. Literacy researchers make distinctions, of the mind, between literate 

people and illiterate people. Stuckey quotes a study that says that literate people perform “abstract, 

conceptual thinking” and illiterate people perform “concrete and specific” thinking (71). This perspective 

is violent against the working labor class of people as it argues that illiterate people are incapable of 

abstract, conceptual thinking, and vice versa, and that somehow abstract and conceptual thinking is a 

superior form of thought than concrete and specific thinking.  

In 1974, some compositionists attempted to combat the violence of literacy as it relates to student 

language rights. Geneva Smitherman describes a process in which linguistics shifted from anthropological 

and philosophical study to a more grammar-focused study, in her piece, “CCCC’s Role in the Struggle for 

Language Rights.” Smitherman states that this shift is what is thought to have led to the basis for college 

composition courses. As linguists began to make contributions to the field of composition studies, it 

became clear that much of the college composition courses would focus on helping students learn how to 

write grammatically-correct according to the rules of standard American English. Even though “linguists 

and other CCCC scholars advocated for the legitimacy and adequacy of all language variations, they also 

consistently called for composition instructors to toe the line in terms of teaching the social inadequacy of 

nonstandard forms” (Smitherman 62). These nonstandard forms within composition classrooms referred 

to groups of students who had been included into educational programs following the social and political 
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movements of the 1960s and 70s. These students “spoke a language which not only reflected a different 

class, but also a different race, culture, and historical experience” (63). These students were not “literate” 

in terms of the literacy education that Stuckey argues is violent. Because of the social movements, in 

1971, CCCC appointed a committee to draft a resolution about student dialects. Because much of college 

composition had adopted the philosophies and pedagogies of linguists, grammar was an important part of 

language. The Students’ Right to Their Own Language “affirm[ed] the students’ right to their own 

patterns and varieties of language—the dialects of their nurture or whatever dialects in which they find 

their own identity and style” (65). This affirmation was met with hostility from some compositionists 

because for so long, the education had been based in grammar and standardization. Because this language 

policy resolution occurred not far after a lot of the social movements of the 60s and 70s, some thought 

that this was just an attempt at performative justice or attempting to be politically correct, but in actuality, 

“the organization was responding to a developing crisis in college composition classrooms, a crisis caused 

by the cultural and linguistic mismatch between higher education and the nontraditional (by virtue of 

color and class) students who were making their imprint upon the academic landscape for the first time in 

history” (66). This crisis that Smitherman is referring to, I argue, is the violence of literacy—a literacy in 

which poor and students of color were being told that their languages and dialects would not fit within 

America’s academic discourse. This literacy that caused a crisis in the college composition classroom was 

a violence in which poor students and students of color were being told that their cultures’ languages did 

not align with the ideology of a Western-white-capitalist literacy leading to social success.  

Even though this resolution was a restorative practice within the composition classroom, some 

compositionists still disagreed with the resolution and made it clear in their writing, such as Jeff Zorn and 

Allen N. Smith. In his piece, “Students’ Right to Their Own Language: A Counter-Argument,” Zorn 

begins with a “but I’m not racist,” statement when he informs readers that he “learned to teach English at 

a Historically Black College in Alabama under the guidance of no-nonsense African American women” 

(Zorn 150). Furthermore, Zorn states that while “defending street talk, the authors [of the resolution] write 

the English farthest distant from street talk, because street talk never suffices for intellectual complexity 
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and careful policy argumentation” (155). He also makes claims that the resolution clumps people into 

homogenous groups and that it shames English teachers for “first-rate professional work” (159). The 

work Zorn refers to is the violent literacy education that Stuckey warns readers about. Zorn claims that 

following the resolution is “to welcome miscommunication, cultural isolation, political fragmentation, 

and strict limits on students’ achievements in school and beyond” (159). Zorn, who I find to be a racist 

compositionist, seems to want students to follow a literacy that is Western and white, and any effort from 

teachers to preserve the culture of those students, he argues, will only set them up for failure—failure in a 

system that favors the literacies of cis-het white men. Unlike Zorn, I believe following the resolution will 

allow students to reclaim their often-dismissed cultures and languages and develop their own writing 

processes, all while combating Western white cis-normative social violence. 

Allen N. Smith continues the rejection of the resolution in his piece, “No One Has a Right to His 

Own Language.” Even though the CCCC committee chose for the title of the resolution to be genderless, 

Smith decides to include the word “his” in his title instead of the genderless “students” and “their” from 

the resolution, which speaks volume to women and genderqueer students. Smith claims that “writing is 

not a form of self-expression, and anyone who teaches that it is is doomed to failure from the start” (163). 

Smith only argues that writing is not a form of self-expression because he wishes to conform to the belief 

that writing and teaching writing should be objective, while not acknowledging that being a teacher is 

never objective, not only because of the content of the course, but because of the identities of the 

instructor, the identities of the students, and the systems of oppression in which both are found. To 

perpetuate this myth of objectivity when it comes to teaching writing is to engage in violent literacy 

education. Smith states that even if students had a right to their own language, “if [they want] to get a job 

better than that of [their] parents and peers, [they] had better at some point, for purely practical reasons, 

learn to speak and write in a manner acceptable to those who guard the entry points to passageways to 

upward mobility” (164). Smith, as a teacher, seems to be interested in continuing an oppressive system of 

literacy rather than attempting to change it. This pedagogical strategy is simply asking students to 

conform to a racist-classist society. Smith wants students to acknowledge that their own languages are 
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inferior in America and that they must learn to adopt the literacies that will lead to success. This form of 

literacy education is exactly what Stuckey argues in her text. To expand upon Smith’s beliefs as a teacher, 

he believes “you can teach a writing course about almost any subject under the sun, but you have to have 

a subject. You can’t teach students to write about nothing. Nor can you teach them to write about 

themselves, because this violates the whole purpose of writing, which is to tell others something” (166). 

This perspective within composition studies is also heavily debated and parallels the belief that education 

should not be subjective or political. Additionally, this socially violent style of instruction helps destroy 

the individualism of students so that they can conform to Western white literacies. 

The politics of the field of rhetoricians and compositionists harbors some heavily debated 

ideologies and pedagogies—process theory, literature professors teaching composition, objectivity with 

writing, student language rights, and even contact zones. Patricia Bizzell discusses contact zones in 

“Contact Zones and English Studies” which address pedagogical strategies of English departments. 

Bizzell recognizes that teachers have their own specialties and prefer to teach within those designated 

literary periods or critical methods such as medieval literature, eighteenth-century poetry, or feminist 

studies, but Bizzell also calls for a “radically new system to organize English studies, and [she] proposes 

that we develop it in response to the materials with which we are now working” (Bizzell 460). Bizzell 

quotes Mary Louise Pratt’s concept of contact zone: “social spaces where cultures meet, clash, and 

grapple with each other, often in contexts of highly asymmetrical relations of power, such as colonialism, 

slavery, or their aftermaths as they are lived out in many parts of the world today” (462). Bizzell states 

that we should “organize English studies not in terms of literary or chronological periods, nor 

essentialized racial or gender categories, but rather in terms of historically defined contact zones, 

moments when different groups within the society contend for the power to interpret what is going on” 

(463). Additionally, she states that “people’s areas of focus would be determined by the kinds of 

rhetorical problems in which they were interested” (465). Because many instructors are not willing to 

adopt their pedagogies, because they view classrooms as a place for students to change and not them, this 

style of teaching will likely not be accepted by many departments.  
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Min-Zhan Lu delivers a different kind of contact zone in “Professing Multiculturalism: The 

Politics of Style in the Contact Zone” where she discusses the difference in teaching ideas versus errors. 

Lu argues that writing professors can perpetuate the divide between composition and other English 

studies “by approaching the writings of ‘beginners’ or ‘outsiders’ in a manner different from the approach 

we take to the writings of ‘experts’” (468). Lu asks “Why is it that in spite of our developing ability to 

acknowledge the political need and right of ‘real’ writers to experiment with ‘style,’ we continue to cling 

to the belief that such a need and right does not belong to ‘student writers’?...why do we assume…that 

until one can prove one’s ability to produce ‘error-free’ prose, one has not earned the right to innovative 

‘style’?” (471). Lu reveals the hypocrisy some compositionists have with their differentiation between 

student writers and “expert” writers. The belief that student writers cannot have innovative style is yet 

another example of the violence of American literacy education. Lu claims that “an approach to student 

writing that treats students as real writers would undo such binaries and thus assert the right and ability of 

writing teachers and students to fully participate in a truly multicultural curriculum” (472). The 

curriculum that Lu and I request would be a literacy allowing students to maintain the right to their own 

language, which would be a nonviolent composition pedagogy.  

And even though “English education acts as gatekeeper…closes down opportunities, especially 

for minorities and untraditional students…narrows rather than opens the possibilities of social meaning 

and social action,” compositionists and literacy teachers still continue to perpetuate the violent education 

(Stuckey 97). Most of the social violence comes from the instructor’s inability to address that literacy is 

violent. Instructors may feel that to address the violence of literacy might be “too political” and some feel 

that their teaching should remain objective and apolitical and should solely teach students how to write 

grammatically correct to the current literacy standards in America. However, I argue that to do this is 

actually practicing violent literacy pedagogies. Instructors giving students the writing tools to conform 

and accept their place in a society that deems different cultures and languages as inferior is simply 

instructors perpetuating systems of white supremacy and capitalism. Instructors who operate with a 

philosophy of conforming to literacy to succeed only help continue the systems that hurts poor students, 
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students of color, and other marginalized students. Racist, classist, and heteronormative social violence 

will not be dismantled by pedagogies that restrict students’ cultures, languages, individual writing 

processes, and their identities. Only anti-racist and anti-capitalist will help dismantle a violent literacy 

education founded on white-supremacist-capitalist-heteropatriarchy.  

Teaching Philosophy 

I believe learning at the collegiate level is realized in a relationship between a mentor and a pupil. 

In higher education, students truly begin to master their skills in critical thinking and problem-solving 

while also learning about themselves and becoming members of their societies. Additionally, at this level, 

learning becomes more than just memorization and reproduction—it becomes a process in which students 

are given information and guided to make their own discoveries, and when they do make their own 

discoveries; this is what I consider an educational breakthrough.  I value a higher education learning 

where students demonstrate a process of questioning, and where learning is reciprocal between instructor 

and students. As an instructor, I learn from my students, as this is what helps improve my own teaching. I 

believe teaching is a process of presenting information and ideas as well as helping guide students with 

their own ideas so that they accomplish their own intellectual pursuits. My goal as an instructor is not for 

students to be able recite information or to develop the same ideas that I hold, but to be able to think 

critically about information given, to question the information that they consume, and to apply those 

critical thinking skills to not only problem-solving but also to effective communication of their ideas. 

As an instructor, my goal is to center myself as someone who is willing to adapt my own 

pedagogies as much as I expect my students to adapt their learning methods. I do not believe in a one-

size-fits-all style of teaching, especially concerning student writing. A foundational component of my 

first-year writing philosophy is to make sure my students are aware of the systems of power in which they 

must situate themselves. I explain that while writing is a skill wielding both socioeconomical and political 

power, it also is utilized to create a system to deny people rights because of their genders, race, class, and 

other identities. For example, I have developed an assignment where students write about their own 

literacies and how the literacies impact their own lives. This assignment highlights that the students’ 
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literacies and languages are completely valid while also teaching them how to improve their writing skills 

for specific systems that overwhelmingly favor the writing of Western cis-het able-bodied white men. I 

will also have them interact with readings about the violence that literacies can do while also reading 

from communities not normally found in academic discourses—people of color, women, queer/trans 

people, disabled people, etc. I frame my class to make sure that students know that there is nothing wrong 

with their own languages, but that there is something wrong with social systems which relegate certain 

people to a lower social status. Additionally, my pedagogical strategy for student writing is to stress the 

importance of students having their own individual writing processes—while echoing that writing is a 

process, not product. My assignments focus on identifying each student’s writing process and working 

towards how to improve that specific process for that student while still maintaining the process theory of 

composition. Assignments with writing processes will be discussion-oriented so that students can learn 

how to improve their own processes, learn that their processes might be similar to their peers, and also 

learn that everyone has a different process. In explaining the concepts of grammar(s), I do so within the 

context of language rights, since as a Black academic, I understand the space of academic discourse while 

also understanding that Black English is not inferior to standard English, just different. I emphasize this 

philosophy by assigning reading assignments written in Black English with discussion on how the writing 

is effective, even in a different form of English. I gravitate towards a pedagogy of studying and teaching 

English from “contact zones” since I am dually interested in literature and rhetoric/composition. For 

example, I have plans for a course entitled, “Black Women’s Writing,” which not only would be reading 

literature about Black women and written by Black women, but also discussing the rhetorical tradition 

and situation and compositional tools Black women use when writing. One last strategy I employ as an 

instructor is the acknowledgement that the humanities are not apolitical, and my instruction will also not 

be apolitical based on factors such as my own identity as a southern Black queer scholar who might 

potentially be teaching students who already have their opinions about my several identities. Furthermore, 

I strive to ensure my instruction is not, nor claims to be, apolitical. Concerning literature, I will be 

teaching content of African American literature, queer theory, Marxist criticism, gender studies, 
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postcolonial studies, language rights, political rhetoric, political satire, and other social justice themed 

courses, so objectivity will not be possible for me as an instructor, nor will I strive to be neutral, and this 

will help me as a mentor for students who have been silenced and marginalized.  

Too many students go through college only to be taught by white men and be prepared to learn 

and work in a society that favors that demographic. I went through K-12 and college never being taught 

by an openly Black queer teacher, but at least I was able to be taught by some college professors who 

guided me in my academic interests in communities that are too often silenced. My justification for 

teaching is what I believe is best utilizing my skills to dismantle white supremacy, heteropatriarchy, and 

capitalism. Academia can be a space that excludes vastly large portions of the population and I want to 

disrupt that space to make sure that students work from diverse populations and that queer students, 

students of color, and disabled students feel as if their writing and study spaces are safe and inclusive. I 

do not want generations of students to graduate thinking that they absolutely must write from a literacy 

that is Western, white, cisgender, heterosexual, able-bodied, and male. Instead, I want students to 

graduate with the confidence to write from their own languages in order to continue helping dismantle 

violent literacies. 
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Appendix: Mini Lessons for Summer First-Year Writing Course 

1. Pre-Course/Post-Course Survey: This survey can gage not only the misconceptions your 

students have coming from high school English to ENG101 and also survey how they feel 

ENG101 helped them as students and writers.  

a. What are some things you learned about writing from high school? 

b. What did your high school English suggest college composition would be like? 

c. What are your expectations for ENG101? 

i. What are some things your learned about writing from ENG101? 

ii. How do you feel about your skills as a writer after ENG101? 

iii. How did ENG101 differ from your expectations? 

2. Literacies Assignment: This assignment is to reaffirm to students that while we all have different 

literacies, we can still have some similarities. Instructor should divide students into groups and 

write 4-5 literacies on the board. (Example: media literacy, political literacy, information literacy, 

financial literacy, cultural literacy). Students will write down how they identify with those 

literacy and then as a group discuss what they have in common regarding those literacies. This 

assignment works will in conjunction with a literacy narrative report.  

3. Writing Process Assignment: This assignment will help identify students’ own writing 

processes and think of ways to improve that process. Instructor should write 3 fictional scenarios 

of writers describing their writing process with some elements not working and some being 

beneficial. (Example: one writer discusses how he has trouble planning what to write, another has 

trouble with starting to write, and another has trouble with revising). Students should individually 

read through each scenario and record what they think works and what they think can be 

improved. Come back as a class and discuss the different processes from the scenarios and how 

they relate to their own processes.  

4. How to identify and talk about a rhetorical strategy: This assignment explains what the 

different rhetorical strategies are (ethos, logos, pathos, Kairos) and provides them with three 

different commercials and asks them:  

a. What rhetorical strategy is mainly being used in this commercial? 

b. How or why is it effective? 

The 3 different commercials should all be one different strategy. After identifying the rhetorical 

strategies from the commercials, students should explain specific examples in which they 

encountered all 4 rhetorical strategies in the real world.  

5. What is peer review and why should I care: This assignment teaches students the importance 

of peer review and prepares them to peer review their own peers’ essays. Before starting the 

lesson on peer review have students answer these 3 pre-reading questions: 

a. What are your experiences with peer reviews? Were they positive/negative? Why? 

b. What are your biggest pet peeves? What doesn’t work for you? 

c. What do you wish it would be like? What does work for you? 

The next part of the assignment should be either a lecture or reading explaining exactly what a 

peer review is, how it can help both the peer and reviewer, and why it is important. After the 

reading/lecture, have students answer this post-reading question: What class expectations should 

we have for peer reviews? Record all of the student response for expectations and make it 

available for all students to refer back to when they complete peer reviews. 

6. Global versus Local concerns: This lesson should explain to students the difference in revision 

between global and local concerns. Instructor should explain the difference between the two 

concerns and give them a list of strategies to consider when they are revising. For example: 

a. Global 

i. How to identify and talk about a rhetorical strategy: This assignment explains 

what the different rhetorical strategies are (ethos, logos, pathos, Kairos) and 

provides them with three different commercials and asks them:  
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ii. What rhetorical strategy is mainly being used in this commercial? 

iii. How or why is it effective? 

iv. The 3 different commercials should all be one different strategy. After 

identifying the rhetorical strategies from the commercials, students should 

explain specific examples in which they encountered all 4 rhetorical strategies in 

the real world.  

b. Local 

i. How to identify and talk about a rhetorical strategy: This assignment explains 

what the different rhetorical strategies are (ethos, logos, pathos, Kairos) and 

provides them with three different commercials and asks them:  

ii. What rhetorical strategy is mainly being used in this commercial? 

iii. How or why is it effective? 

iv. The 3 different commercials should all be one different strategy. After 

identifying the rhetorical strategies from the commercials, students should 

explain specific examples in which they encountered all 4 rhetorical strategies in 

the real world.  

After explaining the difference between global and local concerns and the importance of knowing 

the difference, let students apply what they learned by providing them with a short text—a rough 

draft and a final draft. I provided my personal statement for graduate school applications and then 

ask students to point out at least 3 global level revisions made from the rough draft to the final 

draft and why they work. Also have them point out 5 local level revisions. 
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The Imposter Syndrome Effect in African Americans in Higher Education by Jameka Greer 
 

 

Abstract 

Sherman (2013) defines imposter syndrome as a person who doesn’t feel good enough, is unsure 

of what they are doing, and feels as if they can’t live up to others expectations. This research will explore 

the data from qualitative interviews conducted with African Americans at a southern university about 

imposter syndrome.  

Introduction 

Sherman (2013) defines imposter syndrome as a person who doesn’t feel good enough, is unsure 

of what they are doing, and feels as if they can’t live up to others expectations. This research will explore 

the data from qualitative interviews conducted with African Americans at a southern university about 

imposter syndrome. Clance & Imes (1978) found that “self-declared impostors fear that eventually some 

significant person will discover that they are indeed intellectual impostors” (p.156). Neville et al. (2004) 

finding stated (as cited in Bernard et al., 2017) African American students attending PWIs may be 

particularly aware of their minority status and face myriad race-related stressors (Neville, Heppner, Ji, & 

Thye, 2004; Smith, Allen, & Danley, 2007). In considering these experiences, it is not surprising that 

African American students report feelings of alienation, isolation, and anxiety related to academic 

perceptions and performance (Levin, van Laar, & Sidanius, 2003).  

Methodology 

The first step to getting the research started consisted of choosing a topic. The topic that was 

chosen was the Imposter Syndrome Affect in African Americans in Higher Education. A qualitative study 

was conducted. To begin the study, African American faculty and students were recruited. Each 

participant was recruited through word of mouth. After reading through and discussing the informed 

consent with participants; a one-on-one interview was scheduled. Each interview lasted between 20-40 

minutes. The following questions were asked: “What has your experience been concerning imposter 

syndrome?”, “Do you feel responsible for any negative situations related to imposter syndrome while you 
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were in college?”, “What is/was your number one reason for feeling like an imposter in higher 

education?”, and “How did/do you overcome it?”. The interviews were audio recorded and sent to a 

transcription service to be transcribed. Each transcript was individually coded. Then participants' 

responses to questions asked were collected for data analysis. The following step consisted of searching 

for scholarly articles using the Carmichael’s Library databases by searching for the phrases “imposter 

syndrome,” “African American or black,” and “higher education.”  

Results 

The results of this qualitative study consisted of 4 sections: What has your experience been 

concerning imposter syndrome?, Do you feel responsible for any negative situations related to imposter 

syndrome while you were in college?, What is/was your number one reason for feeling like an imposter in 

higher education?, and How did/do you overcome it? What has your experience been concerning imposter 

syndrome? 

When asked about their experience concerning imposter syndrome, five responded yes, one 

responded not as much, and another one responded no that they did not have any experience concerning 

imposter syndrome. The five that responded yes, stated that they felt like an imposter based on their race, 

attending a primarily white institution (PWI), being the only minority in their department, and 

questioning their capability after their first F on an assignment. The one participant that did not 

experience imposter syndrome stated that they were already acquainted with campus through the summer 

residency programs that help transitions high- schoolers into college. 

Do you feel responsible for any negative situations related to imposter syndrome while you were in 

college? 

When asked do you feel responsible for any negative situations related to imposter syndrome, 

some participants were confused about the question and asked for more clarity. After more clarity, four 

participants stated yes that they felt responsible. One participant stated no, they did not feel responsible 

nor do they feel anyone else is to blame. Another participant stated that they do but don’t feel responsible. 

The last participant stated no to the experience. When asked to explain further on the experience each 
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participant listed their reason to why or why not they felt responsible. In this data collection each 

participant's reasoning is as followed: “No blame on self or others, just the hands I was dealt,” “I'm really 

just not giving myself enough credit,” “Responsible in the sense of being a perfectionist,” “ I do but I 

don't, they encourage African American students to prove the system wrong, they encourage African 

American students to “be who God has called them to be," and “maybe could’ve tried harder, the system 

could’ve prepared me more.” These were all of the top reasons why or why not each participant felt 

responsible. 

What is/was your number one reason for feeling like an imposter in higher education? 

Each participant was asked their own reasoning for feeling like an imposter and only one 

participant had no reason to why they felt like an imposter. In regards to another participant who did 

experience imposter syndrome at all. The following participants who did identify with imposter syndrome 

reasoning are as follows: “Not a lot of black students or professors and PWI regret,” “Having to prove my 

qualifications,” “Sometimes didn't push themselves or would give up,” ”I'm not seeing people like me, 

“No black professors in my major,” and “No one's talking about the issues that affect me.”  “How did/do 

you overcome it?” 

When asked this question six participants had positive feedback on how to overcome it while 

 one participant stated they didn't. Two participants mentioned not to take regards to the negative feeling 

that comes with feeling like an imposter. As quoted by one participant, “Just keep moving forward!” 

“Negative feelings don't last long.” The other participant stated, “Negative thoughts have no basis, stay 

positive.” Another participant stated, “Be very gracious with myself” when asked how to overcome it. 

Two others stated “Believe you belong there, make space for myself.” While the other stated “Remain 

consistent.” The one participant who stated that they didn't stated “Didn’t overcome it, slid through,” 

“Kept telling self, I just need to graduate.” 

Discussion 

Although these results were from a small sample, some common themes emerged. One of the 

most common themes related to being, or feeling, like an outsider at school. This feeling seemed to be 
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related mostly to being one of the only minorities in class or among peers. Also, it was a feeling that the 

people around them were not talking or did not understand the issues that an African American person 

might go through in this country. 

Another theme among this sample was the lack of blame assigned to anyone else regarding 

feeling like an imposter. Most participants stated that was just something to be dealt with, but not 

something to blame on or take action about; other than simply trying to deal with it on their own.  

Overall, the feeling of being an imposter is real. According to Bernard et. al (2017) “individuals 

may internalize experiences of discrimination as evidence of their self-perceived incompetence, which, in 

turn, may work to reinforce self-deprecating cognitions that promote negative mental health outcomes.” 

As stated by Ramsey & Brown (2017),"The negative effects of imposter syndrome are many and varied. 

Brown and Ramsey noted that imposter syndrome stymies momentum out of a fear of failure (2015). Out 

of this fear “imposters” tend to either overwork, spending more time than necessary on assignments, or 

underperform out of a sense of the inevitability of failure. Students with imposter syndrome also suffer 

from a fear of being discovered, identified as fraudulently admitted to university, and/or unable to fulfill 

classroom expectations. 
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Dual-Generation Swim Program’s Effect on Rural Parents’ Swimming Ability by Nadarria Inge 
 

 

Abstract 

Purpose: To investigate the impact of Dive into Thrive, a community-based dual-generation swim 

program, to improve water safety and swimming ability of rural parents. Methods: Seven African-

American women (mean ± SD; age = 36 ± 4 years) participated in a dual-generation swim program. For 

three weeks, participants completed American Red Cross baseline swim assessments. Prior to COVID-19, 

it was planned that participants would complete a 15-minute American Red Cross water safety discussion 

and swim instruction based on their baseline swimming ability each week. Due to COVID-19, the 

program came to abrupt end. Interviews were conducted by phone calls after the program’s end. Results: 

As defined by the American Red Cross Swim Assessment, three participants had a baseline of the 

Preschool Aquatics Level 1 and four had a baseline of Learn-to-Swim Level 1. Participants noted that 

they enjoyed the program and would like the opportunity to participate again in the program once 

reinstated. Mothers felt that the concept was new and different and a great way to encourage parents to 

allow their children opportunities to engage in swim lessons. Conclusion: Dual-generation swim 

programs may be an efficient way to improve swimming ability and water safety in rural parents.  

Introduction 

 In the United States, there is a disproportionate number of drownings in the African American 

community. Currently, drowning is the fifth leading cause of unintentional deaths with an average of ten 

deaths per day.1 Of those ten deaths, two are children aged one to 14 years old who are five times more 

likely to be African American.1-2 Further, an African American child, 11 to 12 years of age, is 10 times 

more likely to encounter a fatal drowning incident than their White counterpart.2  

 The high rates of fatal drowning in African Americans can be linked to the lack of swimming 

ability and knowledge of water safety. With the history of America, race has always played a major role 

in most situations and swimming is no different. Swimming discrimination was not exclusively seen in 

the South; northern states were also known for the discrimination and segregation of swimming pools. In 
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cities like Chicago and Milwaukee, access to swimming pools was a way of dividing economic classes. 3 

Cities, such as the two previously stated, even created laws to help keep African Americans and other 

minority groups out of swimming pools and public waters. 3 Race has played, has still plays, an enormous 

role in the disparities between Whites and African Americans.  

Under the umbrella of racial discrimination, barriers which have led to the lack of ability and 

knowledge can be identified when examining location, resources, and role models. As stated before, the 

South was not the only place that discriminated on the basis of color when looking at swimming policies. 

In cities across the country, swimming disparities are largely connected to the area in which African 

American people live. Most African Americans that are in lower economic classes live in “swimming 

pool deserts.” 4 Most of these areas include urban, inner-city communities which lack resources which 

would help to counter the above-mentioned lack of swimming ability.4-5 While it may seem simple to 

install swimming pools within inner-city communities, financial burden is often cited as a major barrier. 2 

The cost of clearing space, building and filling the pool, cleaning and maintenance, and hiring lifeguards 

often cannot be afforded by low-income communities. 2 In addition to location and finances, the lack of 

role models and career opportunities for those who swim are also factors in the lack of swimming ability 

in African Americans. During the 2008 Beijing Olympics, only 1% of water sport athletes were African 

American. It wasn’t until 1988 that an African American won an Olympic Gold Medal in a swimming 

event, 6 and for most youth today, they may only recognize the name “Simone Manuel,” the first African 

American woman to win an individual Olympic Gold Medal in a swimming event.7  

Parental support also plays an important role in swimming and swimming ability. Because of the 

long history of swimming discrimination, a majority of older African Americans cannot swim. Parents 

who never learned to swim could not teach their children these important life-saving skills and the pattern 

continues on to today. Many parents are not willing to let their youth participate in a skill that they cannot 

do and have a lack of knowledge of.8 Parents play a crucial role in teaching skills or influencing their 

youth to learn new skills. In both urban and rural communities, lack of swimming knowledge and the 

inability to swim, reduces most parents’ self-efficacy to teach or seek lessons for their children.8 Most 
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parents fear large bodies of water and presume that their child will drown in it, which discourages them 

from allowing their youth to participate in swim lessons or other swimming activities.5  

With parents having such a large influence on their child’s activities, it is proposed that dual 

generation swim programs be implemented to reduce the number of drownings in vulnerable 

communities. Therefore, the UM and the Thrive Together initiative partnered to develop the community-

based, dual-generation, swim program. Dive into Thrive was designed to allow both parents and their 

youth the opportunity to gain water safety knowledge and improve swimming ability.  

Methods 

Recruitment and participants 

Recruitment for the program included three visits at weekly Thrive Together Parenting Education 

classes in Alabaster, Alabama. During each meeting, the swim program was explained to the parents by 

student research assistants (University of Montevallo Exercise Science students). Following each 

discussion, parents were asked if they had any questions; interested parents recorded their name, youth’s 

ages, phone number, and email address on a program interest log. Seven African-American women 

participated in a dual-generation swim program. The study was approved by the University of 

Montevallo’s Institutional Review Board. 

Protocol 

Before beginning the swim program, a familiarization session was held to ensure parents would 

have the opportunity to locate the swim facility and understand program procedures. Initially, the swim 

program was scheduled to be held weekly from February 27, 2020 through April 23, 2020, with no 

classes meeting the week of March 22nd due to Spring Break. Due to COVID-19, the last session was held 

on March 12th, which only allowed three sessions to be completed. 

During the first session of the swim program, participants were instructed to complete a 

participant information sheet, consent form, and waiver for Montevallo’s Student Activity Center (SAC). 

After all forms were completed, participants received swimwear, goggles, swim cap, towel, and a 
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drawstring bag as incentives to eliminate common barriers associated with swimming. Next, parents 

conducted baseline swim assessments (American Red Cross) within the pool.  

For the baseline swimming assessment, participants were paired with two University of 

Montevallo swim athletes. One athlete was in the pool with the parent to help demonstrate and guide them 

through various skill components of the assessment. The second athlete remained outside of the pool and 

was responsible for making sure that all assessments items assessed appropriately. For parents to 

complete a level, all exit requirements had to be mastered. There were three sessions held for participants 

to complete their baseline assessment. Following baseline assessments, pre-Covid-19 plans were to have 

parents participate in six weekly, 15-minute American Red Cross water safety discussions and swim 

instruction based on their baseline swimming ability. Each participant would have worked with a swim 

athlete to complete the necessary requirements to move to the next swimming level. 

Additionally, participants of the program were provided punch cards which could be used for free 

open-swim sessions at the university pool on either Saturdays or Sundays while participating in the 

program. This would allow them additional time to be in the pool, but due to the COVID-19 outbreak, 

only one weekend session was able to be completed. Following the program, post-program interviews 

were conducted (Table 1). 

Results 

All participants were African American women with a median age range of 36 ± 4 years old. As 

defined by the American Red Cross Swim Assessment, three participants had a baseline of the Preschool 

Aquatics Level 1 and four had a baseline of Learn-to-Swim Level 1.  

Initially, in-person focus groups had been planned to gain feedback about the program from 

participants, but due to COVID-19, phone-call interviews were conducted. Each participant was asked 

eight opinion-based questions related to the program. When asked if they felt the program worked well 

with having both parent and child or should it have been conducted for children and parents separately, all 

participants felt that the program worked well with having the parent and child learning together. As a 

follow-up to that question, participants were asked what they thought was most helpful about the 
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program, and what was the best part for them? While each participant had various answers, overall, they 

felt that being able to watch their child learn alongside them was very enjoyable and they felt more 

comfortable with their child being in the water while they were in the pool. Similar to the previous 

questions, the other questions asked during the interview had positive responses. When asked about their 

overall opinion of the program, participants expressed that they loved the concept and the program. The 

only negative comment given was related to the length of the program due to the COVID-19, but the 

participants understood why the program had to end abruptly.  

Discussion 

 The primary purpose of this study was to investigate the impact of a dual-generation swim 

program to improve water safety and swimming ability of parents in rural areas. As hypothesized, a dual-

generation swim program seems as though it would lead to swimming ability and water safety 

improvements for rural parents. This format allowed parents to feel more comfortable around and, in the 

water, and made them more willing to allow their child (or children) to participate in a swim program.  

 Based on our data, dual-generation swim programs are efficient due the encouragement it gives 

parents to become more involved. In most traditional swim programs, parents are not involved in the 

teaching process, nor are they given information regarding water safety. A dual-generation program 

allows parents the opportunity to explore the pool with their child, which can improve skill levels of both 

parent and child. In also, it provides parents the ability to bond with their child while learning together. 

 Despite a long history of swimming inability in the African American community, the 

implementation of more swim programs could allow for more parents and youth to learn the life-saving 

skill of swimming. Programs such as this dual-generation program, allow for a more comforting 

environment to learn and prosper. It also gives the parent and child a bonding experience that is also life-

saving. Bringing programs into more communities would help future generations to learn the skill and 

may lead to more participation in the sport. Though the short-term impact may not seem to be of large 

significance, it opens the door for parents and youth to enjoy an activity that their ancestors were not 

allowed to participate in. 
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Table 1. Post-Program Interview Questions 

 

1. So, what did you think about the program as a whole?  
 

2. Do you think that the program worked well with having both parent and child or should it 

have been conducted for children and parents separately? 
 

3. What do you think was most helpful about the program? What was the best part about it? 
 

4. What did you think was maybe not as helpful for you? What did you think was maybe not 

as helpful for other participants? 
 

5. What did you learn from the program? 
 

6. What could we do to remove barriers for people to participate in the parent/child swim 

program? 
 

7. What changes would you like to see to the Dive into Thrive swim program? 
 

8. Is there any other information that you would like to share with me? 
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Gender Perception within Francophone Cultures by Marcos Lopez Acosta 
 

 

Abstract 

Previously conducted research has studied the effect of gender stereotypes in several contexts 

(Sadker, Sadker, & Zittleman, 2009; Lips, 2016; Ellemers, 2018; Merchant, 2012). These studies have 

identified the consequences that stereotyping has on an individual as a result of either abiding to and/or 

not abiding to societal expectations. However, few studies have looked at the connection amongst 

communication, gender, and culture. The current study aimed to identify current views of gender within 

Francophone cultures, analyze the accuracy of gender stereotypes, as well as examine gendered 

communication patterns. To understand the complex nature of gender, a semi-structured interview design 

was employed. Interviews were conducted in French utilizing TalkAbroad. Results revealed themes 

associated with current views of gender, gender stereotypes, and gendered communication patterns. 

Exemplar statements were provided to highlight these themes. Several limitations were observed such as 

unforeseen translation issues. Ultimately, this pilot study serves as a foundation for future in-depth studies 

concerning gender and Francophone cultures. (Keywords: gender, gender socialization, gender 

stereotyping, nonverbal communication, gendered speech styles, Francophone cultures) 

Introduction  

 The term gender has come to be used synonymously with the term sex. While sex and gender are 

related, they are conceptually distinct. Sex is based strictly on an individual’s biological makeup whereas 

gender is a social construct through which a given culture attaches meaning to biological sex. Culture can 

be defined as the structures and communication practices shared by a large group of individuals (Fixmer-

Oraiz & Wood, 2018). Each culture has socially acceptable gendered performances; however, the 

fundamental principles of gender remain the same. We learn to mimic the socially acceptable, gendered 

behaviors from our parents. Throughout this process, we also play an important role in shaping our 

gendered performance. Becoming gendered is a complicated process enforced through stereotypes as well 

as the strict adherence to a particular speech community, e.g. masculine or feminine. For this research, I 
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will be focusing on Francophone cultures, i.e. any culture with significant linguistic, political, and 

historical ties to France. In this present study, I will be identifying current views of gender within 

Francophone cultures, analyzing the accuracy of gender stereotypes, and examining gendered speech as a 

mechanism for achieving concrete goals and/or maintaining relationships. Thus, I advance the following 

research questions:  

RQ1: What viewpoints concerning gender, if any, do Francophone speakers share?  

RQ2a: What perspectives do the French have on communication stereotypes? 

RQ2b: What perspectives do Canadians have on communication stereotypes? 

RQ2c: What perspectives do Francophone Africans have on communication stereotypes? 

RQ3a: What perspectives do the French have on gendered communication practices? 

RQ3b: What perspectives do Canadians have on gendered communication practices? 

RQ3c: What perspectives do Francophone Africans have on gendered communication practices? 

Literature Review and Rationale 

Defining Sex and Gender  

Sex refers to biological differences between individuals such as genetic composition, hormone 

levels, reproductive potential, and anatomical features (Pierce, 2019; Philips, 2005). The genetic 

combination of X and Y chromosomes determines sex with XX denoting a biological female and XY 

denoting a biological male. However, the existence of chromosomal variations, e.g. XO, XXX, XXY, or 

XYY, as well as the existence of intersex individuals creates additional complexities in this binary 

classification of sex (Fixmer-Oraiz & Wood, 2018).  

In contrast, gender refers to the social, cultural, and psychological meanings assigned to the roles, 

behaviors, activities, and attributes that a given society associates with masculinity and femininity (Wood 

& Eagly, 2002). To be masculine in is to be strong, successful, individualistic, rational, and emotionally 

controlled whereas to be feminine is to be physically attractive, nurturing, emotionally expressive, and 

concerned with relationships (Fixmer-Oraiz & Wood, 2018; Pierce, 2019). Communication is the process 

by which meaning is assigned to these various gendered roles, behaviors, activities, and attributes. As a 
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result, gender is always lurking in our daily interactions (Deutsch, 2007). According to scholars, gender is 

not something we are born with but rather something we do, i.e. a performance (West & Zimmerman, 

1987; Butler, 1990). From an early age, we learn to adopt a gendered persona by mimicking the actions 

and behaviors of adult role models. In the following section, four fundamental principles associated with 

gender are discussed. 

Fundamental Principles of Gender  

 First, gender is learned and enforced (Fixmer-Oraiz & Wood, 2018; Eckert & McConnell-Ginet, 

2013). Starting in early childhood, we are encouraged to embody one of two socially acceptable genders, 

e.g. man or woman. Young girls are encouraged to be nice and take care of others whereas young boys 

are encouraged to embody the following traits: strength, success, and independence (Pierce, 2019). Any 

divergence from what is traditionally considered masculine or feminine is met with disapproval. It is 

important to note that the social meanings and expectations assigned to biological sex vary from culture to 

culture (Fixmer-Oraiz & Wood, 2018). Many non-Western cultures view gender as a spectrum where 

third-gender, non-gendered, and transgender individuals are welcomed in society (Clements, 2019; 

Fixmer-Oraiz & Wood, 2018).  

Second, gender is collaborative (Eckert & McConnell-Ginet, 2013). During early childhood, we 

are socialized to be masculine or feminine via our observations of other individuals performing gendered 

behaviors and activities.  

Third, gender is performative (Eckert & McConnell-Ginet, 2013). According to Butler’s (1990) 

theory of gender performativity, gender is constructed through the regular, repeated performance of 

certain actions or behaviors, e.g. rituals, that affect an individual’s view of being masculine or feminine. 

As individuals grow up, these gendered performances become second nature. For example, a child 

brought up in an environment where masculine behaviors such as playing sports, drinking, and swearing 

are common would adopt a similar masculine performance.  

Finally, gender is relational, i.e. asymmetrical (Fixmer-Oraiz & Wood, 2018; Eckert & 

McConnell-Ginet, 2013). When gender is taken as a relational concept, masculinity and femininity are 
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defined in relation to one another. In other words, when the social meaning of one gender changes, the 

social meaning of the other gender must also change. This process results in the development of 

inequalities to the rights, responsibilities, and privileges allocated to women and men by society. In the 

following section, gender socialization will be discussed. 

Becoming Gendered 

 Gender socialization begins at birth, continues in early childhood, and intensifies during 

adolescence. According to John, Stoebenau, Ritter, Edmeades, and Balvin (2017), gender socialization is 

the “process by which individuals develop, refine and learn to ‘do’ gender through internalizing gender 

norms and roles as they interact with key agents of socialization…” (p, 6). Considering that socialization 

occurs throughout one’s life, there are two distinct periods of socialization characterized by the agents of 

socialization present. Dufoix (2017) states that “la première période de socialisation…a lieu durant 

l’enfance” [the first period of socialization…takes place during childhood] where the main agents of 

socialization are family members (p. 6). The second period of socialization is characterized by “diffèrent 

milieux sociaux que va fréquenter l’individu (sports, activités extraprofessionnelles, groupes de pairs…)” 

[various social environments that the individual will frequent (sports, extra-professional activities, peer 

groups…] (Dufoix, 2017, p. 6). In her book, Helgeson argues that gender socialization is stricter for boys 

than for girls (as cited in Fixmer-Oraiz & Wood, 2018). Essentially, boys are pushed to be masculine and 

reprimanded for exhibiting behaviors or characteristics deemed overly feminine whereas it is perfectly 

acceptable for a girl to exhibit masculine behaviors or characteristics.   

Theories of gender development. Children’s realization that they are male or female tends to 

occur during early childhood. Two psychological theories that help to explain the influence that parental 

communication has in shaping a child’s gender identity are: (1) social learning theory and (2) cognitive 

development theory. Social learning theory involves children learning “to be masculine and feminine by 

imitating others and getting” positive and negative reinforcements for their various behaviors (Fixmer-

Oraiz & Wood, 2018, p. 41). In contrast, cognitive development theory “assumes that children play active 
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roles in developing their gender identities…by picking models of competent masculine or feminine 

behavior” (Fixmer-Oraiz & Wood, 2018, p. 42).  

These two theories view parents as role models in their children’s gender socialization; modeling 

is accomplished through the clothing and activities that parents allow for their children as well as the 

interactions and descriptions provided to children (Fixmer-Oraiz & Wood, 2018; Marmion & Lundberg-

Love, 2004). Boys are rewarded for the following traits: competitiveness, independence, and assertiveness 

whereas girls are rewarded for being cooperative, nurturing and friendly (Pierce, 2019). A further 

emphasis of these particular traits as a result of socialization can be seen in development of gender 

stereotypes in various contexts. The following section will define what a gender stereotype is as well as 

discuss the various contexts influenced by these stereotypes.  

Gender Stereotypes 

  As previously mentioned, gender socialization occurs at a fairly young age. Given that gender is 

learned, collaborative, and relational, gender stereotypes play an important role in a child’s socialization. 

These stereotypical notions of what it means to be masculine and/or feminine influence the way we judge 

the abilities of individuals in educational, personal, and professional contexts as well creates societal 

pressure on individuals to abide by gendered rules. According to Cusack (2013), a gender stereotype can 

be defined as “a [generalized] preconception about the attributes, or characteristics, that are or ought to be 

possessed by women and men or about the roles that are or should be performed by men and women” (p. 

8). Ultimately, these oversimplified views of reality can harm young children’s self-image as well as lead 

to gender inequalities that limit the opportunities of women in adulthood. Gender stereotypes related to 

educational, personal, and professional contexts are discussed below in greater detail.  

 Educational context. All children encounter gender stereotypes in the classroom. In observations 

of public and private school classrooms, researchers determined that teachers provided less feedback to 

female students and were less likely to ask female students questions compared to male students (Sadker 

& Zittleman, 2009). One possible explanation for this unconscious stereotyping could be due to female 

students being more likely to be praised by teachers for being well-behaved whereas male students are 
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praised for their ideas and understanding (Lips, 2016). In addition, gender stereotyping causes female 

students to be seen as less talented in particular fields such as science and technology (Leslie, Cimpian, 

Meyer, & Freeland, 2015, as cited in Ellemers, 2018).  

 Personal context. In our daily interactions, gendered stereotypes inform our gendered 

expectations. Women are judged based off their appearance and/or past performances whereas men are 

judged based off their accomplishments and/or their potential. Stereotypical male characteristics include 

being dominant, forceful, aggressive, rational, emotionally controlled, and self-confident (Pierce, 2019; 

Schneider, 2005, as cited in Merchant, 2012). Stereotypical characteristics such as being affectionate, 

friendly, compassionate, sensitive, and sentimental are associated with females (Pierce, 2019; Schneider, 

2005, as cited in Merchant, 2012). In addition, the emotions expressed by women and men can be used to 

communicate and reinforce gender stereotypes despite both genders sharing similar emotional 

experiences (Ellemers, 2018). Lastly, nonverbal communication can also be used to communicate and 

reinforce gender stereotypes. For example, “in public situations, men and women tend to adopt different 

body postures, with men displaying more expansive and open postures (arms and legs spread up or out, 

taking up physical space), whereas women are more likely to show closed and contractive postures 

(crossed arms and legs, squeezing in)” (Ellemers, 2018, p. 285). 

 Professional context. In the workplace, stereotypical associations can negatively impact female 

professionals. For example, viewing a female professional as a sex object devalues her as an individual as 

a greater emphasis is placed on her sexual attractiveness than her job performance and qualifications 

(Fixmer-Oraiz & Wood, 2018). Additionally, gender stereotypes influence the careers of men and women 

as men are more likely to be selected for promotions compared to women (Ellemers. 2018). According to 

Fixmer-Oraiz & Wood (2018), stereotypical men are viewed as sturdy oaks, fighters, and breadwinners. 

The sturdy oak stereotype discourages men from being reliant on others as doing so is seen as a sign of 

weakness. In a professional context, masculine traits such as strength and independence hinder a 

masculine individual’s ability to consult others for advice or assistance.  
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Gendered Communication Practices  

 In general, individuals adopt one of two distinct styles of speech. The feminine style of speech 

emphasizes the establishment and maintenance of relationships with others. Whereas, the masculine style 

of speech emphasizes particular outcomes such as preserving independence or entertaining others.  

Masculine communication. Individuals who utilize a masculine speech style tend to regard 

communication as a mechanism for achieving concrete goals, increasing status, and maintaining personal 

autonomy (Fixmer-Oraiz & Wood, 2018). It is important to note that although the majority of men are 

socialized to be masculine speakers, some women also adopt a masculine style of communication. This 

particular speech community exhibits five major characteristics. A hallmark of masculine speech is the 

attempt to denote authority and status through the affirmation of one’s beliefs, the use of jokes and 

narratives, or the confrontation of others (Fixmer-Oraiz & Wood, 2018). Second, masculine speakers 

accomplish instrumental objectives such as discovering facts, suggesting solutions, and/or engaging in 

problem-solving efforts to acquire information (Fixmer-Oraiz & Wood, 2018). A third feature of 

masculine speech is maintaining conversational command (Fixmer-Oraiz & Wood, 2018). Fourth, the 

masculine speech community utilizes an abstract style (Fixmer-Oraiz & Wood, 2018). Last, masculine 

communication tends to have a tendency to be less emotionally responsive as it lacks self-disclosures as 

well as expressed sympathy and understanding (Fixmer-Oraiz & Wood, 2018).  

Feminine communication. Individuals who utilize a feminine speech style tend to regard 

communication as a mechanism for establishing and sustaining relationships with others (Fixmer-Oraiz & 

Wood, 2018). It is important to note that although the majority of women are socialized to be feminine 

speakers, some men also adopt a feminine style of communication. Unlike masculine communication, this 

particular speech community also exhibits six major characteristics. First, feminine speech uses language 

to promote connection, support, closeness, and understanding (Ye & Palomares, 2013, as cited in Fixmer-

Oraiz & Wood, 2018). Another feature of feminine communication is establishing equality between 

people (Fixmer-Oraiz & Wood, 2018). Next, demonstrating support for others through intensive adverbs 

or emotions is a hallmark of the feminine speech style (Fixmer-Oraiz & Wood, 2018). Fourth, the 
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feminine speech community utilizes conversational maintenance work, i.e. involves efforts to sustain 

conversation with other individuals (Fixmer-Oraiz & Wood, 2018). Next, feminine speakers show 

responsiveness through eye contact, nodding, or encouraging elaboration during conversations (Fixmer-

Oraiz & Wood, 2018). Lastly, the feminine speech community utilizes personal, concrete style – e.g. 

details, personal disclosures, and concrete reasoning (Fixmer-Oraiz & Wood, 2018).   

Methods 

The current study is centered in the interpretive paradigm. Interpretive scholars work to 

understand what human action means to individuals (Baxter & Babbie, 2004). Centering this study in the 

interpretive paradigm allowed me to gain a deeper understanding of the experiences of my participants. In 

this study, I analyzed the accuracy of interpersonal and nonverbal gender stereotypes, examined gendered 

speech as a mechanism for achieving concrete goals and/or maintaining relationships, and identified 

current views of gender. By approaching my study from the interpretive paradigm, I was able to ask for 

more extensive contextual information and interpretation from Francophones, contextualize and interpret 

their messages, and derive themes from their gender experiences within their cultures.  

Participants  

I chose participants who met the following criteria: participants had to be at least 18 years old and 

originate from a Francophone country. Francophone countries are characterized by their use of French as 

the common language as well as their historical, cultural, and/or political ties to France. All participation 

in this study was voluntary. Informed consent was secured verbally. Participants were recruited via 

convenience sampling, utilizing TalkAbroad, approved by the university’s institutional review board 

(IRB). TalkAbroad is an online platform that utilizes online video conferencing to connect non-native 

speakers to native speakers of a particular language. Interviews were conducted until theoretical 

saturation was reached instead of relying on a set number of interviewees. Researchers reach theoretical 

saturation when all categories are well-developed and further interviews add little to the existing 

conceptualization (Corbin & Strauss, 2008). Theoretical saturation was achieved within the first 14 
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interviews; however, a further six interviews were conducted to ensure a stronger analysis and credible 

data set.  

I interviewed a total of 20 individuals from the following Francophone countries: France, Canada, 

Morocco, and Tunisia. Individuals averaged 26.05 years of age with a median of 27 years of age and a 

range of 22-37 years of age. 13 individuals identified as female and 7 identified as male. Eight individuals 

originated from France, four individuals originated from Canada, and eight individuals originated from 

Francophone Africa (three from Morocco as well as five from Tunisia). Figure 1 illustrates the gender 

identification of participants based on their country-of-origin. 

 

Of the 20 participants, 19 individuals shared the same country-of-origin as both of their parents 

and one individual did not share the same country-of-origin as their parents. Besides French, six 

individuals spoke one other language fluently and 14 individuals spoke more than two languages fluently. 

Data Collection  

 Each interview lasted approximately 30 minutes and was scheduled based on the availability of 

both the researcher as well as the participant. All interviews were conducted in the French language. Prior 

to the interview date, I messaged participants on TalkAbroad with the interview questions and the 

informed consent form. Following the conclusion of each interview, participants were assigned a 

pseudonym rather than using their real names to ensure confidentiality. In this study, I used in-depth, 

semi-structured interviews to obtain information concerning the reliability of gender stereotypes, the 

features of gendered communication practices, and the views of gender in French-speaking countries. In 
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these interviews, I encouraged participants to describe and explain their gendered cultural experiences 

using their own words and phrases. Although an interview protocol guided the interview process, the use 

of follow-up questions provided a sense of flexibility from the protocol in order to probe unforeseen 

insights that contributed to depicting a fuller picture of gender perceptions within Francophone cultures 

(Rubin & Rubin, 2005). From these interviews, I derived meaning and themes related to my three 

research questions.  

 The interview protocol was based off Rubin and Rubin’s (2005) guidelines and partially utilized 

open-ended questions to capture an accurate representation of gender perception within French-speaking 

countries. Additionally, closed-ended questions were utilized in the form of statements (modified from 

Fixmer-Oraiz & Wood, 2018; Graham, 2013) that aimed to assess the accuracy of gender stereotypes and 

the characteristics of masculine/feminine speech. Participants had to choose from two answer options. 

Despite the use of these closed-ended statements, participants were asked to justify their opinions with 

real-life examples regardless of their answer. Demographic questions such as age, gender identification, 

and participants’ country-of-origin were asked. In addition, I asked participants to describe for me what 

the term gender meant to them. Following each interview, I noted the answer choices of participants to 

the closed-ended statements as well as transcribed responses, in French, to the open-ended questions.  

Data Analysis  

Upon the completion of a given interview, an Excel spreadsheet was utilized to input participants’ 

demographic information. Using Smith’s (1995) qualitative thematic analysis guidelines, I identified 

emerging themes while developing short-hand notes for all 20 interviews. Additionally, a mindmap was 

utilized that included detailed explanations of emerging themes in various Francophone cultures and 

counts for repetition in all 20 interviews. I listened to the audio twice: first to ensure my comprehension 

of the responses that I received from participants and subsequently to note emerging themes involving 

current views of gender, interpersonal and nonverbal gender stereotypes, and gendered speech as well as 

to translate exemplar statements from French to English  
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 Themes that recurred, repeated, and were forceful were derived based on Owen’s (1984) method 

of interpretation. Themes were defined as recurrent when “at least two parts of [the audio] had the same 

thread of meaning, even though different wording indicated such a meaning” (Owen, 1984, p. 275). 

Repetitive themes were defined as those that had “repeated use of the same wording” (Owen, 1984, p. 

275). Last, forceful themes had “vocal inflection, volume, or dramatic pauses” which distinguished it 

from “other locutions” (Owen, 1984, p. 275). Utilizing these three identifiers, I grouped themes into 

categories that addressed the research questions. Once themes were identified, I created a list of themes 

and matched each theme with direct, translated quotes from interviewees that captured the essence of each 

theme.  

Verification  

 Several common validation strategies were employed to meet interpretive paradigmatic 

conventions. First, TalkAbroad provided audio recordings of each interview that I then utilized to create 

short-hand notes. Second, I continued conducting interviews and analyzing data beyond theoretical 

saturation. Last, I provided evidence for my findings through extensive direct quotes pulled from the 

interviews.  

Results 

In this section, I define common themes that serve to answer the research questions outlined in 

the introduction. For easier comprehension, exemplar statements were utilized to highlight current gender 

perceptions within French-speaking countries, e.g. France, Canada, Morocco, and Tunisia. 

 In response to RQ1, I identified two main viewpoints related to the meaning of the term “gender” 

among Francophone participants. These themes included viewpoints involving (a) gender as 

corresponding to biological sex and (b) gender as a nuanced label. With regards to RQ1, at least one of 

these themes were present in all 20 interviews. In response to RQ2, I identified one stereotype related to 

interpersonal and nonverbal communication. This theme involves the stereotype associated with an 

individual’s talkative nature. Last, in response to RQ3, I identified one feature of gendered speech. This 

theme involves communication as a mechanism for showing support. With regards to RQ2 and RQ3, 
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themes are organized based on the following categories: France, Canada, and Francophone Africa 

(Morocco and Tunisia). These themes were consistent for all participants interviewed. Each theme is 

discussed in turn in the following sections.  

Gender Viewpoints  

 Gender corresponds to biological sex. Individuals who hold traditional beliefs on sex and 

gender believe that there are two sexes, e.g. male and female, and that these two sexes align with two 

genders, e.g. man and woman. The vast majority of individuals develop a gender identity that perfectly 

matches their biological sex. For instance, an individual identifying as a biological female will likely have 

a feminine gender, i.e. identify as a woman, based on this traditional model of gender. Aceline, a 31-year-

old Canadian female, when describing what the term gender means to her, supports this viewpoint:  

Est-ce qu’on est un homme ou une femme? C’est ça que signifie [le mot « genre »] pour 

moi…comme exemple, je suis une femme, je m’assume en tant que femme…je n’ai pas envie 

d’être un homme, je suis une femme et l’homme, c’est l’homme…on assume le sexe que nous 

sommes. 

 

Are we a man or a woman? That’s what [the term “gender”] means to me…as an example, I’m a 

woman, I assume myself as a woman…I don’t want to be a man, I’m a woman and a man is a 

man…we assume the sex that we are. 

 

When describing the term “gender,” Aceline mentioned that we learn to identify with the sex that we are. 

She further elaborates on this traditional concept of gender when describing what growing up feminine in 

the 21st century entails. For her, growing up feminine involves accepting everything that comes with 

identifying as a female and as a woman such as makeup and clothing. In other words, individuals learn to 

engage in appropriate gendered behaviors that correspond to their biological sex. It is important to note 

that Aceline acknowledges that her own ideas of what growing up feminine in the 21st century differ from 

the ideas of the larger Canadian society.  

Likewise, Navarre, 28-year-old French male states that: “le genre ce sont les idées que l’on 

associe de façon vraiment directe quand on voit un homme et une femme,” that is, “gender is the idea that 

you associate very directly when you see a man or a woman.” He further elaborates by stating that there 

are certain things socially expected from a man and vice versa. Similarly, Ynez, a 26-year-old Moroccan 
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male, believes that gender is an either/or scenario, i.e. one is either male or female. When describing what 

the term gender means to him, Ynez states the following:  

Pour moi… le mot genre signifie deux choses: soit masculin ou soit féminine…je ne considère 

pas qu’il y a eu un autre genre qui est les homosexuels ou les transsexuels. Je pense qu’il y a 

toujours deux genres qui existaient depuis [le début de] l’existence.  

 

For me ... the term gender means two things: either masculine or feminine ... I do not consider 

that there is another gender, which is homosexuals or transsexuals. I think there are still two 

genders that have existed since [the beginning of] existence. 

 

Ynez’s viewpoint reflects a more traditional model of gender; however, it is important to acknowledge the 

complexities of this particular model as a result of culture. For example, Moroccan culture exhibits 

features of both a masculine culture and a feminine culture; thus, traditional views of gender exist 

alongside a more contemporary approach to gender.  

 Gender as a nuanced label. Individuals who hold contemporary beliefs on sex and gender 

believe that gender is not an either/or scenario defined at birth. Instead, gender is viewed as a nuanced 

label where an individual may identify as masculine, feminine, both, neither, or anywhere along the 

gender spectrum. For instance, an individual identifying as a biological male may choose to express a 

masculine gender; however, this biological male could also identify with a feminine gender, a nonbinary 

gender, etc. Elaine, a 22-year-old Canadian female, when describing what the term gender means to her, 

supports this viewpoint:  

Je crois que pour moi, le mot « genre » s’associe à… l’identité. Pour moi, le genre n’est pas 

nécessairement binaire donc homme ou femme. Je crois que le genre c’est une catégorie à 

laquelle une personne s’associe…avec des caractéristiques physique, psychologique, ou ses 

convictions mais je crois que c’est de pas binaire…c’est plus comme un continuum pour moi. 

 

I think for me the term "gender" is associated with ... identity. For me, gender is not necessarily 

binary, so male or female. I believe that gender is a category that a person associates with ... with 

physical, psychological characteristics, or beliefs but I believe that it is not binary ... it is more 

like a continuum for me. 

 

As Elaine mentioned gender lies on a continuum and is not necessarily strictly masculine or feminine. 

Similarly, Karesi, a 27-year-old Moroccan female supports this viewpoint: 

Le mot « genre » c’est très flou…je ne crois pas à l’existence d’homme ou de femme… le genre, 

je pense que c’est un label. Ça peut aussi être juste la partie génitale – le côté physique – mais 

c’est surtout aussi [le côté] mental et quand je parle [du côté] mental, c’est très…nuancé. On peut 
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être 20% homme mais aussi 40% femme ou zéro-zéro ou autre chose…. Le genre, c’est un terme 

très… grand… 

 

The term “gender” is very vague… I don’t believe in the existence of a man or a woman… 

Gender, I think it's a label. It can also be just the genitals - the physical side - but it's mostly also 

[the] mental [side] and when I talk about [the] mental [side], it's very…  nuanced. We can be 20% 

male but also 40% female or zero-zero or something else…. Gender, it’s a very… big term... 

 

The concept of gender is extremely fluid and is shaped by specific behaviors and characteristics such as 

an individual’s clothing, mannerisms, interests and activities, e.g. gender expression. An example of this 

fluidity when it comes to behaviors and/or characteristics comes from Karesi:  

Par exemple, c’est vrai que je m’identifie comme femme mais pas vraiment, je m’identifie 

comme quelqu’un qui s’occupe de maquillage, de vernis… je m’identifie aussi comme homme 

vis-à-vis les jeux-vidéo [et] la façon de m’habiller par exemple. 

 

For example, it's true that I identify myself as a woman but not really, I identify myself as 

someone who takes care of make-up, varnish… I also identify myself as a man vis-à-vis games-

video [and] how I dress, for example. 

 

Others perceive an individual’s gender through these behaviors and characteristics. At any given instance, 

an individual may choose to express strictly masculine behaviors, strictly feminine behaviors, or a blend 

of both behaviors. Naturally, a variety of consequences can result from breaking social expectations 

associated with a traditional masculine or feminine gender.  

Communication Gender Stereotypes 

 Talkativeness. Generally, women are viewed as the chattier gender. This reputation is likely due 

to differences in gender socialization as women are socialized to be more comfortable talking about their 

emotions and to form interpersonal connections with others (Fixmer-Oraiz & Wood, 2018). In contrast, 

men are socialized to be dominant and take charge (Fixmer-Oraiz & Wood, 2018). In the following 

sections, this theme will be analyzed based on the country-of-origin provided by Francophone 

participants.  

 France. One predominant idea amongst French participants was that women were inherently 

more talkative than men during conversations. One male participant who agreed with this perspective was 

Navarre who provided the following response when questioned if men talked more than women during 

conversations: 
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Alors, je réponds non, je ne pense pas. Je pense que les femmes parlent plus que les hommes dans 

la conversation. Notamment parce qu’elles aiment détailler précisément leurs idées et convaincre 

[les autres], je pense. 

 

So, I answer no, I don't think so. I think women speak more than men in conversation. Partly 

because they like to detail their ideas and convince [others], I think. 

 

Navarre’s response aligns with the common stereotype that women talk more than men due to their 

socialization. Furthermore, Eamon, a 35-year-old male, describes how men differ from women when it 

comes to talkativeness: “J’ai l’impression que… les hommes…. sont plus objectifs. Ils parlent… moins 

de sentiments… [Ils sont] plus directs,” that is, “I feel like…men are more objective. They speak less 

[about] feelings… [They are] more direct.” In other words, men are socialized to be direct during 

conversations; thus, serving as a possible explanation for their lack of talkativeness. Based on the 

experiences of French participants, men talk less than women in a variety of contexts ranging from 

telephone conversations to some professional settings.  

 Canada. One predominant theme that emerged amongst Canadian participants was that one 

gender is not inherently more talkative than the other. This statement is supported by Aceline, a female: 

Ça dépend de l’homme et de la femme… parce qu’il y a des femmes qui parlent beaucoup et des 

hommes qui parlent beaucoup aussi. De mon expérience 50%-50%, ça dépend de la personnalité 

parce qu’il y a des hommes qui sont introvertis et des femmes qui sont introverties...  

 

It depends on the man and the woman ... because there are women who talk a lot and men who 

talk a lot too. From my experience 50%-50%, it depends on the personality because there are men 

who are introverted and women who are introverted… 

 

This perspective takes into account other factors affecting an individual’s talkativeness besides gender. A 

lot of times it depends on a particular situation, e.g. whether an individual is introverted or extroverted, 

and/or a given context, e.g. social versus professional. 

 Francophone Africa. Similar to France, the majority of Francophone African participants viewed 

women as more talkative than men during conversations. One female Tunisian participant who agreed 

with this perspective was Laverna, a 27-year-old, who provided the following response when questioned 

if men talked more than women during conversations: 
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Non, au contraire… Je pense, en général [que] les femmes sont [bavardes]… les hommes ont 

tendance de transférer un message de dire ce qu’il faut mais les femmes ont l’habitude de dire le 

message, le pourquoi, le parce que, et le comment… 

 

No, on the contrary… I think, in general [that] women are [talkative]… men tend to transfer a 

message to say what is necessary but woman have the habit of saying the message, the why, the 

because, and the how… 

 

According to Laverna, women spend more time on the minute details of a conversation whereas men are 

more direct in the conversational style. Although this reputation may come across as stereotypical, it 

somewhat accurately describes the feminine gender as women are socialized to be talkative in a variety of 

contexts such as family-related conversations, etc. 

Gendered Communication Practices 

 Feminine communication. Men and women adopt distinct interpersonal communication styles. 

For this particular theme, focus was given to feminine communication. Feminine communication tends to 

regard communication as a mechanism for establishing and sustaining relationships with others (Fixmer-

Oraiz & Wood, 2018). This theme will be explored below based on the country-of-origin provided by 

Francophone participants.  

 France. Among French participants, one major belief emerged that women tend to show support 

for others by expressing emotions to show understanding of another’s situation or feelings. This belief is 

illustrated in the following statement provided by Navarre: 

Alors, je pense que c’est plutôt les femmes…[que] expriment plus leurs émotions…la compassion 

[et] la compréhension d’autres…Les femmes cherchent plus à comprendre ce qui se passent [avec 

d’autres personnes]…[Elles posent] des questions sur la situation, pourquoi quelqu’un est pas 

bien, ou qu’est-ce qui se passent dans sa vie.  

 

So, I think it's more women ... [that] express their emotions more ... compassion [and] 

understanding of others ... Women are more interested in understanding what is going on [with 

other people] ... [ They ask] questions about the situation, why someone is not well, or what is 

going on in their life. 

 

Navarre goes on elaborate on a major difference between men and women when it comes to expressing 

emotions and showing understanding. While feminine individuals are emotionally expressive, masculine 

individuals tend to not express as much emotions. For example, instead of questioning an individual who 

is not doing well, masculine speakers prefer to give them space to figure it out. One reason for this 
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difference has to do with one’s education, i.e. socialization, as described by Alisanne, a 24-year-old 

female.  

 Canada. Among Canadian participants, a similar theme emerged where women demonstrate 

support for other individuals’ circumstances and feelings by expressing emotions. When questioned on 

whether masculine or feminine individual engaged in these particular behaviors, Aceline, a female, stated 

the following: 

[Les individus féminins] parce que [les individus féminins] en général on est…plus douces quand 

on parle avec nos amis…[par] exemple, on va toucher l’autre pour dire « je comprends » 

 

[Female individuals] because [female individuals] in general we are ... softer when we talk with 

our friends ... for example, we will touch the other to say "I understand" 

 

Aceline describes feminine individuals as being softer compared to masculine individuals. This softness 

is due the socialization of feminine individuals to demonstrate compassion towards others and to be more 

expressive in their way of speaking.  

 Francophone Africa. Similar to France and Canada, the majority of Francophone African 

participants viewed feminine speakers utilizing communication to express encouragement and a sense of 

understanding for another individual’s situation. One male Moroccan participant who agreed with this 

perspective was Iven, a 25-year-old, who provided the following response when questioned on who tends 

to show support for others by expressing emotions: “Evidemment…c’est féminin parce que [les individus 

masculins] ont tendance à cacher leurs sentiments pour montrer qu’ils sont forts,” that is, 

“Obviously…it’s feminine because [masculine individuals] tend to hide their feelings to show that they 

are strong.” Iven provides an example involving the different approaches taken by a masculine and 

feminine individual to the COVID-19 pandemic. In his country, the minister of health who is a masculine 

speaker responded in a very cold and logical manner. In contrast, the representative to the minister of 

health who is a feminine speaker responded with understanding and compassion. As a result, individuals 

gravitated towards the feminine individual during the pandemic.  
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Discussion 

The primary goal of this present study was to identify current views of gender within various 

Francophone cultures, e.g. France, Canada, and Francophone Africa (Morocco and Tunisia). In addition, 

this study aimed to analyze the accuracy of interpersonal and nonverbal gender stereotypes outlined in 

Graham (2013). Last, the current research aimed to examine some features of gendered speech. More 

specifically, this study looked at how gendered speech communities viewed the process of 

communication, e.g. either to achieve concrete goals and/or to maintain relationships with others. Overall, 

my findings provide a foundation for further investigation into gender, culture, and communication. More 

specifically, in-depth research into gender perceptions, gender stereotypes, and gendered speech present 

within Francophone cultures. Based on participant responses, two main viewpoints concerning gender 

were identified: gender corresponding to biological sex and gender as a nuanced label. In addition, 

participants shared perceptions of talkativeness, i.e. women being stereotypically viewed as the chattier 

gender. Last, participants shared perceptions on which gendered speech community, masculine or 

feminine, utilized communication as a mechanism for showing support. According to one of the 

fundamental principles of gender, gender is learned and enforced (Eckert & McConnell-Ginet, 2013; 

Fixmer-Oraiz & Wood, 2018). Ultimately, a major implication of the present study is centered on the 

varying perceptions of gender found across French-speaking countries.  

Strengths and Contributions of the Present Study  

 The present study functions as a pilot study looking at the intersection between gender, culture, 

and communication. Three important contributions were provided to existing research in the form of 

viewpoints related to the meaning of the term gender, gender stereotypes related to interpersonal and 

nonverbal communication, and features consistent with gendered speech amongst Francophone 

individuals. First, this study highlights two viewpoints associated with the term gender based on what it 

means to grow up masculine or feminine in the 21st century, how gender is portrayed in participants’ day-

to-day life, etc. The results of my study provide a foundation for understanding viewpoints of gender, i.e. 

a traditional and a contemporary viewpoint, among Francophone cultures. Second, the present study 
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offers a unique look at the accuracy of interpersonal and nonverbal gender stereotypes. In particular, the 

talkativeness associated with masculine and feminine genders. Participants in my study determined which 

gender was more facially expressive, likely to interrupt during conversations, adopt an animated speaking 

style, and tend to smile more, etc. These responses add to the body of knowledge because it sheds light on 

how different Francophone cultures interpret gender stereotypes. Last, the present study contributes 

results that deepened the understanding of gendered communication practices. In short, the findings from 

the present study contribute to exigent research dealing with gender, culture, and communication. 

Limitations of the Present Study and Future Directions 

 Although the present study makes various contributions to exigent research, it is not without its 

limitations. One limitation of the present study is that it does not consider the possibility of participants 

having lived in a different country than their country-of-origin as well as being influenced by other 

cultures other than their own culture. For example, one participant from France stated that they were 

currently living in Argentina. As a result, during the interview, this individual kept utilizing a mix of 

examples from both France and Argentina when assessing the accuracy of gender stereotypes. By 

accounting for these variables, researchers could more accurately determine how accurate interpersonal 

and nonverbal stereotypes are in Francophone cultures.  

 Second, although this study involved multiple participants, a larger sample size is necessary to get 

an accurate representation of gender perceptions among various French-speaking countries. In total 20 

participants were interviewed; however, participants predominantly identified as female. As a result, more 

male participants would need to be recruited for any future studies. This issue became apparent in the 

Canadian participants as all four were females, no male Canadian participants were available to be 

interviewed. Overall, this limitation is a result of the individuals available on the TalkAbroad platform. 

 Third, I noticed that some statements such as “when people hear the default masculine form of a 

word, they respond inclusively,” proved to be difficult as participants interpreted the question in different 

manners. Perhaps, further refining of the question or the creation of a new question could clarify meaning. 

Since the French language uses the masculine plural as a default when referring to a group of mixed 
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gender individuals, the researcher wanted to know if female individuals felt included when the masculine 

form was used. Along the same lines, some statements yielded a different response other than the two 

answer choices provided. For example, when asked if “men talked more than women during 

conversations,” some participants said that it depended on the context, i.e. social or professional, whereas 

other participants believed that the statement was related more to personality than gender.  

 Last, this pilot study would benefit from being three separate studies where researchers could ask 

more in-depth questions concerning assessing the truthfulness of gender stereotypes, defining the term 

gender, and assessing features of communication as being either masculine or feminine. Each of these 

topics has a wealth of research and potential questions that could be explored; however, this study was 

only able to devote roughly 10 minutes to each topic.  

 In conclusion, understanding gender perceptions among Francophone individuals offers a useful 

framework for examining how different cultures define gender, experience gender stereotypes, and to 

determine features of gendered speech. Overall, the nature of my current study provides an extensive 

foundation for communication scholars for continued research on gender, culture, and communication.  
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Does Screen Time Affect Reading Ability? by Bobby Lowery, Jr. 
 

 

Abstract 

Purpose: The objective of this study was to investigate whether there is a relation between screen 

time and the development of reading ability in children. 

Methods: We used a publicly available, de-identified data set provided by the Child Mind 

Institute. This biobank comprises of neuroimaging, phenotypic, & behavioral data of ~2500 children and 

adolescents (ages 5-21) in New York State. We used two measures in this data set: 1) the screen time, 

defined as the amount time reported spent on television and video games, and 2) the Test of Word 

Reading Efficiency (TOWRE) test scores of each participant. The final data set for analysis consist of 

2,007 participants (1,276 males and 731 females). The age range of the participants was from 5.16 to 22.1 

years old. We used the general linear model (GLM) to evaluate the relationship between screen time and 

the development of TOWRE test score.  

Results: Our results showed that the total screen time, including television and video games, did 

not significantly modulate the development of reading ability. However, video game time showed 

significant effects on the development of reading ability. Participants who reported high amounts of video 

games time TOWRE total scaled score test decreased as the participants go older.  

Conclusion: Reading ability has shown that it can be modulated by screen time, but only video 

games showed any significant effects on the development of TOWRE test during our study. 

Background 

Prior Screen Time Research 

Previous studies have said that digital “screens” -- which include computers, mobile phones, 

televisions and tablets -- are a “symbol of our modern age” (Stiglic & Viner, 2017). The younger 

generations, whom one may call digital natives, have grown up in environments that have surrounded 

them with digital information and on-screen entertainment. This constant time spent immersed in a digital 

world has caused on-screen time, or screen time, to become a major part of the contemporary life (Stiglic 
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& Viner, 2017). In fact, according to Straker & et al. (2018), in 2011 52% of homes in the U.S. with 

young children had a mobile touch-screen device. By 2017 that percentage had grown substantially to 

98%. (Tandon, Zhou, Lozano, & Christakis, 2011). 

Researchers have reported that excessive screen time has caused “growing concerns” about 

negative health effects on children and young people (Stiglic & Viner, 2017). Domingues-Montanari 

(2017) reported evidence that claims excessive screen time can lead to adverse health effects such as 

“irritability, low mood and delay in cognitive and socioemotional development.” These health effects 

have been proven to negatively affect young people’s classroom performance. This evidence reported by 

Domingues-Montanari, has led the researcher of this study to question how excessive screen time effects 

specifically the reading abilities of children and young people. Previous studies have also stated that 

preschoolers’ average amount of screen time exceeds what is recommended by researchers and pediatric 

clinicians who are uniquely positioned to encourage families to discuss amounts of screen time with their 

children’s caregivers (Tandon, Zhou, Lozano, & Christakis, 2011).  

Current Study 

Although excessive screen time seems to have an adverse effect on children development, what is 

not known is how young people’s reading is specifically affected by the amount of screen time they use. 

We therefore sought out to investigate whether the development of reading ability is modulated by the 

total screen time per day. To answer this question, we analyze that the relationship between the Test of 

Word Reading Efficiency (TOWRE) test score and screen time using a data set provided by the Child 

Mind Institute. Based on prior research, we hypothesized that there is an inverse relationship between 

children's reading scores and screen time. 

Methods 

To test our hypothesis, we used a publicly available, de-identified data set provided by the Child 

Mind Institute (CMI). This biobank comprises of neuroimaging, phenotypic, & behavioral data of ~2500 

children and adolescents (ages 5-21) in New York State. We used two measures in this data set: 1) Screen 

time: The information about the participants’ TV time and computer game time per day or week were 
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provided by participants’ parents in a pre-study interview. Parents were asked, how much time does your 

child spend on the following activities during his/her free time? We took the responses given for both TV 

and game time and added them together as an estimate of screen time. 2) We used the Test of Word 

Reading Efficiency – II (TOWRE), a standardized test of fluency and accuracy of printed word reading 

from 6-25 years old, as a measure of reading ability. TOWRE is widely used for early identification, 

diagnosis of reading disabilities, and research. The CMI administrated the TOWRE test for 2,007 

participants (1,276 males and 731 females) from 5.16 to 22.10 years old. We used the general linear 

model (GLM) to evaluate the relationship between screen time and the development of TOWRE test 

score. In the GLM, TOWRE test scores were the independent variable, and the independent variables 

included sex, age, quadric age screen time and screen time x age and screen time x quadric age 

interactions. The statistical significance of the beta estimates of the interaction terms were evaluated using 

t-tests and the threshold of significance was set as p<0.05. The same GLM analyses were also conducted 

for TV and computer game times separately.  

Results 

Our results showed that the effect of screen time on developmental trajectories of TOWRE scaled 

scores was not statistically significant. When we conducted the statistical analysis using TV and game 

times separately, game time significantly modulates the developmental trajectories of TOWRE scores, 

while TV time alone did not.  

Figure 1 illustrates the developmental trajectories of TOWRE scores in children with screen time 

less than 0-1 hours per day (red line) and those with more than 6 hours screen time per day (blue line). 

The average of the scores where around 100 for both high and low screen time groups. The greatest 

difference between the two groups in TOWRE scores were during 16-24 years of old.  

The video games only scatter plot (Figure 2) showed that the average scores were also around 

100. At around 16 years old, the scores of the participants with less than 2 hours (red) and large than 2 

hours (blue) started to diverge.  
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- Figure 1. The scatter plot of TOWRE scaled scores (y-axis) with age (x-axis). The red line is a 

second order polynomial trendline of TOWRE scores from participants with the least amount of 

hours of screen time (0-1 hours per day). The blue line is a second order polynomial trendline of 

TOWRE scores participants with more than 6 hours screen time per day.   

 

 

 

Figure 2. The scatter plot of TOWRE scaled scores (y-axis) with age (x-axis). The red line is a 

second order polynomial trendline of TOWRE scores from participants with less than 2 hours 

computer game time per day. The blue line is a second order polynomial trendline of TOWRE 

scores participants with more than 2 hours screen time per day. 
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Discussion & Conclusion 

This study showed that screen time can modulate developmental reading abilities, but only game 

time significantly modulated the developmental trajectories of TOWRE scores. We speculate that 

television and video games have different effects on the brain. It is possible that the television can be 

more educational than video games.  The data set we used did not specify whether the screen time 

(television and videos games) the participants reported was for specifically entertainment or for 

educational purposes. How individuals use their screen may make a difference on how it effects reading 

ability. Some may use the screen to gain information and learn new things. Screen time can have different 

effects on children depending on how they use it.  
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Creating Sound Sculpture Installation for Children by Katharine Murray 
 

 

I was asked to build an interactive music wall for the Child’s Study Center at the University of 

Montevallo. The ask and objective were straightforward, but the process unclear. How can one create a 

piece of art that is also a sustainable piece of playground equipment? How can one make art that is not 

only for children, but is also an interactive instrument? What would an artist do? These initial questions 

guided my research.  This cross-disciplinary project is made with equal parts environmental installation 

art, sound, and music-making, and it serves as a tool for early childhood education and play.   

I began to look at artists who made “Sound Sculpture.” That exact phrasing flagged articles about 

Nam June Paik and John Cage. Nam June Paik’s first solo exhibition in 1963 at the Galerie Parnass in 

Wuppertal was titled The Exposition of Music-Electronic Television;1 it displayed sound making art 

pieces. This exhibition was a shocking display of expensive broken pianos rigged with random objects 

such as photographs and clocks. The artist called them prepared pianos, and they were not meant to serve 

as visual art – they were meant to be played. In this exhibition, Paik also debuted his room of altered 

television sets that showed the visualization of sound. Paik went to school to become a composer; his 

passion for music and sound is evident in his work, even if it is not immediately obvious. The display of 

tampered with pianos looked like a lot of broken very expensive things, but to stop there in the 

assessment of the work is oversimplifying it.2 Paik’s early works were about the embodiment and 

visualization of sound.  Paik was influenced by the composer John Cage, and when thinking about 

making musical instruments out of ordinary everyday objects, it is hard to not think about John Cage’s 

Water Walk. John Cage’s brand of music was all about chance and the sound of life – common sounds we 

                                                      
1 Paik, Nam June. “Nam June Paik. Nam June Paik's Prepared Piano at His Exposition of Music – Electronic 

Television, Galerie Parnass, Wuppertal, March 11-20, 1963. 1963: MoMA.” The Museum of Modern Art, n.d. 

https://www.moma.org/collection/works/128270. 

 
2 Gates on January 4, Jeff, on July 9, on July 7, on June 30, on June 20, and on June 19. “Nam June Paik: Because 

Almost All of the Audience Is Uninvited.” Smithsonian American Art Museum, January 4, 2013. 

https://americanart.si.edu/blog/eye-level/2013/04/654/nam-june-paik-because-almost-all-audience-uninvited. 
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hear, such as random coughs on the street, cars racing by and droplets of rain on a tin roof are all music. 

This avant-garde approach to composing was demonstrated by Cage on television in 1960 on a then-

popular show called “I Got A Secret.” Cage’s Water walk is a demonstration of a thought-out 

composition using a piano, water and everyday objects.3 He has a stopwatch to ensure everything sounds 

off in time as he walks around and interacts with things. There is water in a bathtub water in a pitcher 

water in a pot on a hot plate. There is water in ice form and water in a glass. One can hear the sound of 

water as it changes from container to container and from liquid to gaseous state. Cage also beats and tips 

over radios that are not plugged into outlets. The viewer listens as the impact is made as they hit the 

ground and pieces break off. There are toys placed in the piano at different times: one a fish, one a rubber 

duck, and then the piano is played. These concepts sound absurd, and the audience in this video is 

laughing hysterically, but this is a serious piece. As John Cage explores his environment, I am taught how 

to appreciate the ordinary through his work. In the process of creating a composition, I like to find the 

meaning in materials. Found objects have this essence of everyday rituals fixed in their shape. I am 

motivated to take things from a domestic space and flip them on their head. It is like creating metaphors 

that are unique to the people who view them. I do not assign specific meaning to my art that has been 

abstracted and changed from its original presentation as a consumer item, but I do like that every person 

who comes to the piece leaves with their own ideas about it. Have you ever watched how different people 

pick up a guitar? No one plays the same song, but each person does indeed play. I can see how life, the 

day-to-day, is made up of chance art and music.  

There is something alluring about installations with things we see on the daily in a fine art setting. 

I look to artists who are working with found objects, such Nancy Rubins and Sarah Sze, on how to tell a 

story through the materials. I watched an interview with Nancy Rubins where she recalled a conversation 

                                                      
3 in Music, Television | December 30th. “John Cage Performs Water Walk on ‘I've Got a Secret’ (1960).” Open 

Culture, December 30, 2011. 

http://www.openculture.com/2011/12/john_cage_performs_iwater_walki_on_ive_got_a_secret_1960_.html. 
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with her husband about how his canoe looked like the airplane parts which she had worked with before. 

Through this conversation, she finds out that the canoe and airplane parts are made by the same 

company.4 Information changes depending on the perspective of the consumer. It is as if there is thread 

linking everything together. Following that thread of familiarity or connection to an objects origin you 

can find the truth of the material you’re working with. This doesn’t mean you have to trace an object back 

to the manufacturer to find its “truth.” Thinking about the “life” of a material is an exercise of thought. 

How many transformations have taken place with this thing? Rubins explains that aluminum is reused 

frequently because it’s cheaper to recycle than mine. She made a series of sculptures titled Our Friend 

Fluid Metal and, in this work, she discusses the recycling and rebirth of material.5 The abstract sculptures 

are made from cast aluminum carousel horses and children’s springy rides. These weird and beautiful 

iconic 1950s era playground equipment were made from scrap airplane parts from the war. The airplanes 

were melted down and cast as wonderful, whimsical rockets and animals for the enjoyment of children. It 

is hard for me to ignore the poetics of what the objects have been and will be in the future. Art can be a 

way to recycle unwanted tossed objects.  It can lead viewers to wonder about history and the thumbprint 

of experiences of individuals who have had owned pieces that make up the art. It leads the people who 

interact with sculpture imaginative ideas about their mundane essential-to-life items. These kinds of items 

are what I’m incorporating in my installation. The items gathered for this project are mini bundt cake 

pans, cookie tins, grill grates, pots, pans, colanders, ladles, cake or casserole pans, tin coffee cups and the 

backs to stadium seating. Everything excluding the stadium chair backs had a common theme of being 

used in cooking or eating. The idea of the objects former life revolving around sustenance and the kitchen 

makes me mindful of the people whose lives were formerly occupied by these things. The residue of use 

and memory are left with the object even after it’s replaced with a newer model and is deemed obsolete.  

                                                      
4 “Nancy Rubins.” LANDMARKS, January 21, 2015. https://landmarks.utexas.edu/artist/nancy-rubins. 

 
5 “Nancy Rubins: Our Friend Fluid Metal, West 21st Street, New York, July 17–September 13, 2014.” Gagosian, 

April 12, 2018. https://gagosian.com/exhibitions/2014/nancy-rubins-our-friend-fluid-metal/. 

 



2020 TRIO MCNAIR SCHOLARS RESEARCH JOURNAL 

117 

When the boundaries of reality and art are blurred, viewers bring their own unique experience to 

a piece of art. What do the objects collected for the music wall mean? What is it to be a pot or a pan? 

Warm, cooking, love, dinner, vessel, community, metal—all of these words flood my mind. My own 

personal connotations from my life and experiences influence what I bring to this work. My life has also 

led me to a basic understanding of what something like a grill grate or Bundt pan has gone through while 

in that state of being. It is in a store, then it is bought, and the amount of hands it has been exchanged 

through cannot be counted. Eventually, it finds a space to occupy for a while, and as time would have it, 

the object is used less frequently and becomes something that is more of matter than function. However, 

the object still exists as a form as a vessel; it still exists after it has served its purpose. Looking at a 

utilitarian object as an art form brings me to the Dada artist Duchamp and his readymade The Fountain, a 

urinal turned on its side.6 We cannot always look at things literally; one must close their eyes, and upon 

opening them, we have to choose to really look at the object. We must throw out any preconceived ideas 

about what we know about the thing we are looking at and take note of what we see: the shapes, lines, the 

form. Everyone brings something to art like this from their individual experiences.  

How does one design for children? When first facing this, I was hesitant of the authenticity of 

making art — something personal for me — to be played with by children. My last sculptural installation 

titled Full Circle had many elements that made it desirable to be touched, such as the hanging broken 

cymbals on an architectural inspired structure that occupied space. When looking at this, it was difficult to 

not be aware of the scale and how the body was in relation to it. A critique I received repeatedly was that 

it should make sound and the viewer sound be invited to interact with it. At that point, I was just 

beginning to experiment with forms abstraction and the occupying of space. I was not ready to take on the 

task of making something structurally safe enough for people to be able to touch. It really was not until 

the framing of making this music wall that I even considered attempting public work. So, who has made 

sculptures that are also part of playgrounds? The podcast 99 percent invisible had an episode about Isamu 

                                                      
6 Howarth, Sophie, and Jennifer Mundy. “'Fountain', Marcel Duchamp, 1917, Replica 1964.” Tate, August 2015. 

https://www.tate.org.uk/art/artworks/duchamp-fountain-t07573. 
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Noguchi and his idea for Play Mountain.7 I was familiar with Noguchi being a groundbreaking Avant 

Garde sculptor of the twentieth century, but I did not know that he had big dreams of designing a 

playground. Noguchi believed that sculpture should not be in galleries but should be art that lived in the 

world. I think Noguchi wanted to create a world that children wanted to be a part of, and that was how he 

was going to make a lasting impact on the world with his talent. When he was a child, he lived in a lonely 

village with a view of Mt. Fuji. Noguchi wanted to take this negative experience of his childhood and 

reinvent it as a positive inviting playscape for children. Play Mountain would be this inventive landscape 

that would provoke children to be creative. He wanted children to be able to imagine new realities and 

grow up to be creative open-minded adults. Noguchi had this idea of non-directive play; children do not 

need instructions to play, but if children are given abstract landscapes, they can imagine it however they 

desire.   

Noguchi’s playground design and philosophy on freedom to play greatly influenced architects 

and designers. The concept of abstract playgrounds began to emerge in the 1950 and ‘60s, but quickly fell 

out of favor. Why does every playground share so many similarities, including the post and deck layout? 

In the 1980s, the Consumer Product Safety Commission published the handbook for Playground safety. 

This rulebook makes it hard for playground designers to design around the parameters that must be met.8 

There are a few designers that are reemerging Noguchi’s ideas into their work, such as Dan Schreibman 

and his company Free Play. Schreibman defines his architecturally influenced playground equipment as 

instruments for unstructured play.9 Unstructured play is one and the same with non-directive play setting 

up a space for kids to run free and be imaginative. Children are often told how to play and are presented 

with toys or playground equipment with specific designed function. It is structured and leaves little to the 

                                                      
7 Roach, Jackson Wiley. “Play Mountain.” 99% Invisible, January 1, 1970. 

https://99percentinvisible.org/episode/play-mountain/. 

 
8 Roach, Jackson Wiley. “Play Mountain.” 99% Invisible, January 1, 1970. 

https://99percentinvisible.org/episode/play-mountain/. 

 
9 Stinson, Liz. “An Abstract Playground Designed to Fuel Kids' Creativity.” Wired. Conde Nast, June 3, 2017. 

https://www.wired.com/2014/02/freeplay/. 
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imagination or interpretation. In her book The Design of Childhood, Alexandra Lange discusses how each 

stage of childhood brings opportunities for encounters with larger, complex environments that children 

can exist in, manipulate and create. 10 

The way touch affects us changes as we get older. Touch and movement guide us in how we 

articulate form. If we were to put a child in a room with a few objects, such as pots and pans, the way 

anything is interpreted and touched is full of endless possibilities. The way the child responds to each 

object differs from an adult’s reaction when placed in the same environment. Sometimes, I think 

experience can fix us in a way that makes seeing imaginatively harder. A child will play with the spoon 

and pan with no regard or care for their actual purpose. Maybe they make a noise and that is interesting to 

the child. The round shape of the pot becomes a steering wheel for a car. The form is interesting because 

it rolls. Children are so imaginative when it comes to seeing the world. I think an adult in the same 

situation would acknowledge the objects as what they are, but without being prompted, would there be 

any further investigation? I am trying to let go of all the constructs and compartments I have learned so I 

can see these objects in a different unbiased way. As an artist, I think it is easier to break down forms past 

their potential.  

How do the pots and pans make sounds? What different tones are possible with these objects? I 

experimented with hitting each pot and pan, and I noticed that when they are held in different ways, 

different notes sound off when struck. I put myself in a state of wonder and discovery as I tried to 

experience what it would be like to be a child playing with these things. I ran the ladle across the grill 

grate and really played with different things. I think this project deals a lot with letting go of what we 

know to learn in a different way. The way public sculpture is set up the product of interaction is left up to 

chance. I am not a musician, so for me to understand how to go about making instruments out of things, I 

had to reframe it and reference John Cage. Sound is music, so create something that makes varied sounds. 

There is no sound that is better valued than another sound. I had to get it out of my head that I was going 

                                                      
10 Lange, Alexandra. The Design of Childhood: How the Material World Shapes Independent Kids. New York: 

Bloomsbury Publishing, 2020. 
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to do tackle the art installation wrong; in this practice, there is not one single “right” way to do it. Ros 

Bandt, a female composer and sound artist, writes about making sound sculpture and the problem it 

solves by breaking the listener from the relationship with sound being stationary and inanimate.11 Sound 

sculpture invites the viewer to play and be a part of the creative act of making music while exploring the 

concept of play as an art theme.  

This experience for me was about discovering things and trying to establish relationships across 

mediums and disciplines. Its shape allows it to have naturally acoustic properties, and when struck by 

utensils or other objects, it becomes something of an instrument as it makes different noises and tones. Its 

familiarity shifts to something not as recognizable as it was before, but the residue of the object’s time in 

an individual’s life is still there living on in a different way with new purpose. I am finding the beauty and 

usefulness in the obsolete. Objects lend themselves to nostalgia, and the use of them brings to mind 

specific memories. In my work, I like the concept of fragmentation.  The recognizable is shifted when 

something like a pan is displayed on a wall. I feel as though I am channeling Noguchi by making a site-

specific work that will be enjoyed by children.   

The importance of a music wall is about providing an aesthetic tool for children to be able to 

creatively explore their environment. This wall is a composition of various pots pans and “things” 

arranged in a way that provokes children to strike pluck and play. I have taken inspiration from artists like 

Nancy Rubins to create a wall to be played with while making an art installation out of found objects. 

This wall installation is a way to create a unique object of non-directive play. Non-directive play is 

beneficial for children allowing them the freedom and expression to play how they want to. The Child 

Study Center will be able to enjoy something that is equal part function and art.  

  

                                                      
11 Worrall, David. “Ros Bandt, Sound Sculpture. Intersections in Sound and Sculpture in Australian Artworks. 

Craftsman House, Sydney 2001. ISBN 1877004-02-2.” Organised Sound 8, no. 2 (2003): 229–29. 

https://doi.org/10.1017/s1355771803220136. 
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Who are the Real Monsters?: Monstrosity in Mary Shelley’s Frankenstein and Disney’s Beauty and 

the Beast by Kelli Sellers 
 

 

Abstract 

 In a literary text or a film, a monster is traditionally determined by their unhuman-like appearance 

and qualities. Scholar Jeffrey Jerome Cohen proposes seven aspects of monstrosity in “Monster Culture 

(Seven Theses).” When considering Cohen’s theses, the Creature from Mary Shelley’s Frankenstein and 

Beast from Disney’s Beauty and the Beast (both the 1991 animated and the 2017 live-action films) are 

typically perceived as the “ideal monsters” of their works; however, the characters’ human counterparts, 

Victor Frankenstein and Gaston, tend to align more with Cohen’s theses. Based on Cohen’s theses, I raise 

the question, who are the real monsters in Frankenstein and Beauty and the Beast: the Creature and Beast 

or Victor and Gaston? 

 To analyze this question in more depth, I will use Shelley’s 1818 novel and the 2017 live-action 

Disney adaptation of Beauty and the Beast for my primary research, analyzing how the Creature, Beast, 

Victor, and Gaston accord with the selected theses of monstrosity to better grasp what it means to be 

human as well as to be a monster. To further expand upon this research, I will provide background 

information to explore the connections between Frankenstein and Beauty and the Beast, including the 

possibility that Shelley was familiar with the story of Beauty and the Beast and other animal spouse 

stories as well as some of the many adaptations12 examine how monstrosity is being interrogated in these 

texts. From my research, I hope to not only to work through how these two stories say about the human 

versus the monster, but also consider how theories of monstrosity help us see beyond monstrous 

appearances to the monstrous qualities that lie beneath the human skin. 

 

 

                                                      
12Other adaptations that I will analyze include James Whale’s Frankenstein (Universal Studios Classic Monster 

Collection), Kenneth Branagh’s Mary Shelley’s Frankenstein, and Danny Boyle’s Frankenstein (performed at the 

National Theatre). 
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Introduction 

 “[Beast is] not a monster, Gaston. You are!” (Condon). In both the 1991 animated film (directed 

by Gary Trousdale and Kirk Wise) and 2017 live-action remake (directed by Bill Condon) of Beauty and 

the Beast, Belle is given this film-changing line that not only exposes Gaston as a villain (if the audience 

had not figured it out by then) but also raises a question for the audience to consider: How do we define 

someone or something as a “monster” or as “monstrous?” Jeffrey Jerome Cohen, editor of Monster 

Theory: Reading Culture, notes in “Preface: In a Time of Monsters” that “the monster is best understood 

as an embodiment of difference, a breaker of category, and a resistant Other known only through process 

and movement, never through dissection-table analysis” (Cohen X). In his essay, “Monster Culture 

(Seven Theses),” he provides seven theses, or characteristics, of monstrosity that serves as “a sketch of a 

new modus legendi: a method of reading cultures from the monsters they engender” (Cohen 3). In other 

words, Cohen not only defines common traits of the monster but also analyzes how audiences perceive 

the monstrous characters in literary texts and feature-length films to explore what the monsters expose 

about the culture surrounding the works in question. Two qualifying works include Mary Shelley’s 

Frankenstein and Disney’s Beauty and the Beast. 

Of course, audiences traditionally select the Creature and Beast as the “monstrous” characters of 

these works, but why are they considered “monstrous”? Normally, the answer lies on the surface: their 

horrid appearances; however, what happens when the audience looks beyond the surface and examines 

these characters as if they are examining a human? Now, consider this: On the surface, Victor 

Frankenstein and Gaston are considered notable men in their respective societies as Frankenstein is an 

intelligent young man on the verge of scientific discovery while Gaston is “a man among men” and is 

held on a pedestal in a quiet village; however, as each of these “gentlemen” pursue their one desire in life 

(the Creature and marrying Belle), the audience recognizes monstrous traits that Cohen discusses in his 

theses, revealing their monstrous side (Condon). With all this said, how do we distinguish who the real 

monsters are within literary texts and films, especially if the real monsters are disguised as humans? Jerry 

Griswold, author of The Meanings of “Beauty and the Beast,” writes that “...the subject of this book is 
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not only the meanings that can be discovered in ‘Beauty and the Beast,’ but also the meanings that have 

been imposed upon ‘Beauty and the Beast’...My hope is that by reading this story in multiple translations, 

the reader will suddenly…‘get’ what ‘Beauty and the Beast’ is about: that through a growing 

understanding of the story, something will finally ‘click,’ and the reader will intuit the experience 

described there” (Griswold 11). With this and Cohen’s seven theses of monstrosity in mind, I argue that 

the Creature and the Beast shows more signs of humanity while Victor and Gaston become more 

monstrous as these narratives progress. When discussing Frankenstein and Beauty and the Beast, I will 

use Mary Shelley’s 1818 edition novel and Disney’s 2017 live-action remake to draw examples about the 

Creature, Victor, Beast, and Gaston when discussing monstrosity while growing a better understanding of 

tales as old as time. 

Background Information 

 Taking time to explore the history (and significance) of both Beauty and the Beast and 

Frankenstein allows the reader to make connections leading to the possibility that Shelley was familiar 

with the Beauty and the Beast story. In addition, exploring other adaptations of the works and analyzing 

the most important theses in Cohen’s articles not only provides a better understanding of these texts as 

individuals but also together in relation to monstrosity. 

While the first tale with the recognizable title and main plot of Beauty and the Beast first appears 

French author Gabrielle-Suzanne Barbot de Villeneuve’s 1740 novel La Belle et la Bête was written first, 

author Jeanne-Mare Le Prince de Beaumont wrote a short story version of Villeneuve’s novel in 1756 

with the same name; however, the concept of an animal spouse husband traces back to stories going as far 

back to ancient Greece with stories emerging from different nations and cultures while sharing both 

common plot elements and themes. In an animal spouse story called “King Pig,” a prince, cursed by 

fairies to have a pig-like appearance prior to his birth, grows up being perceived as a beast. Once he 

becomes of age, the pig prince enters two different marriages, each ending in him murdering his brides on 

their wedding nights after overhearing their plots to kill him. After the pig prince’s marriage to Meldina 

(who, unlike her now deceased sisters, accepts the pig prince for who he is despite his appearance), he 
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reveals that beneath the “foul and dirty skin of a pig,” he is “a handsome and well-proportioned young 

man” (Tatar 58). Like Beauty and the Beast, both Beast and the pig prince have an animal-like 

appearance that others around him, such as Meldina’s sisters and the townsfolk in Belle’s village, find 

horrifying and ugly that can only be removed once the princes find and receives love in return; likewise, 

these stories (along with other animal spouse stories) reveal the theme of finding beauty within one’s 

character and heart despite their appearance and beastly conduct (whether a beast, a pig, etc.). From these 

stories, the world not only gains these romantic fairy tales we read as children or teens, but also stories 

that teach us the importance of not judging others on appearance and other valuable life lessons that stay 

with us for a lifetime. Although the Disney films (along with other film adaptations) bring the story of 

Beauty and the Beast and its themes to life by making it a lesson Beast must learn to become human 

again, reading or at least being knowledgeable about other animal spouse stories allows the audience to 

grasp a better understanding of the lessons they present and watching these plot elements unfold on the 

big screen as well as understanding the Beauty and the Beast’s literary history in order for viewers to see 

how film adaptations, such as Disney’s, deviates from the original source material to add to the moral 

(and even educational) dimension of the story since Disney uses the prince’s transformation into a beast 

as punishment for judging by one’s appearance, while de Beaumont’s version does not provide a reason 

for why the prince is cursed by a fairy. In addition, the murders committed by the pig prince and the 

Creature also reveal the sympathetic element for these characters within these narratives because the 

audience witnesses the prejudice and mistreatment (both verbal and physical) faced prior to the murders. 

While I am not justifying murder, giving the reader access to the characters’ perspectives allows for the 

better understanding of these characters’ motives, which creates a more in-depth story for each character 

involved by allowing them to learn that beauty is found within, not by appearances. 

With Villeneuve’s novel and Beaumont’s short story published in the mid—1700s, Shelley’s first 

publication of Frankenstein in 1818 (and revised publication in 1831) leaves open the possibility that 

Shelley was familiar with the Beauty and the Beast tale or, at the least, other animal spouse stories? While 

her personal reading list (provided by Romantic Circle’s website) does not show Beauty and the Beast, an 
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author that appears on the list may be able to make a possible connection: essayist Charles Lamb. In 1811, 

William Godwin (Mary Shelley’s father) commissioned Lamb to compose a verse poem of Beauty and 

the Beast for his publishing company and bookstore. While this (and the other connections) does not 

prove that Shelley read or heard of Beauty and the Beast prior to writing Frankenstein, these connections 

lead to the possibility that she may have. 

 Like a majority of novels, Shelley’s novel inspired several adaptations about the dilemma of 

humanity and monstrosity, including James Whale’s 1931 Frankenstein (Universal Studios Classic 

Monster Collection), Kenneth Branagh’s 1994 Mary Shelley’s Frankenstein, and Danny Boyle’s 

Frankenstein (performed at the National Theatre) as fundamental works of Frankenstein as their 

diversion from and execution of the novel. Whale’s film provides an image of the Creature we all know 

today: slick-backed hair, the two bolts sticking out the side of his neck, etc.; however, unlike Shelley, 

Whale not only chooses to remove the Creature’s voice to tell his story to Victor and those around him, 

but also alters his story (overall) to make him out to be a monstrous being that he appears to be. James A. 

W. Heffernan, author of “Looking at the Monster: ‘Frankenstein’ and Film,” focuses on how “film 

versions of Frankenstein prompt us to rethink his monstrosity in terms of visualization: how do we see 

the monster, what does he see, and how does he want to be” (Heffernan 136). For example, Shelley has 

the Creature saving a little girl from drowning while Whale’s film sets the Creature to throw Maria (the 

little girl in the film) in the water and, unfortunately, drowns after the two bonded over throwing 

flowers...into the water. Heffernan notes that this scene “...was scripted as an innocent gesture prompted 

by [the Creature’s] assumption that [Maria] would float like a flower” (Heffernan 145). Although he was 

mimicking what the two were doing and drowns her accidentally, this moment with Maria changes how 

the audience sympathizes with the Creature since he not only panics and runs off after realizing what he 

has done, taking his role as a “hero” the novel makes him out to be, but also since he has no voice and 

therefore cannot defend himself from this tragic accident. As for Victor Frankenstein, Whale’s film 

characterizes him (as the novel portrays) as a man in pure pursuit of scientific success and ignores 

everyone in his life until the chaos is both momentarily and eventually resolved. Kenneth Branagh’s Mary 
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Shelley’s Frankenstein, on the other hand, not only brings out the monstrous traits that Victor possesses in 

bizarre and extreme ways that are not present in Shelley’s novel (the notion of using Justine’s body as the 

Creature’s companion, Victor’s use of Justine’s body to bring Elizabeth back to life, etc.), but also a more 

sympathetic side to him as his pursuit for his scientific advancement is inspired by his mother’s death 

during childbirth. Although the passion for his work is honorable, his execution and treatment of the 

people who care about him and vice versa are put on the back burner and ignores all concerns and 

affection from them with the dream of achieving the impossible, creating chaos for his society, his family, 

and himself as he becomes a monstrous character. In addition, he learns from his mistakes and shares his 

story with Captain Walton to prevent him from making similar choices, a similar choice Shelley makes in 

her novel. 

 A production full of twists and turns, the National Theatre’s Frankenstein not only pulls out all 

the stops for a heart-wrenching and breathtaking performance but also shows the underlying themes of 

monstrosity the original story presents. To “enhance” the production, actors Benedict Cumberbatch and 

Jonny Lee Miller exchange the roles of Victor Frankenstein and the Creature each night (Boyle). In an 

interview, director Danny Boyle notes that “It’s very satisfying for people who see [the production] once. 

I guess most people will just see it once. For those who see it twice, it’s really interesting [for people 

because they] can think in their mind the way that different things were brought out in the different 

performances” (Boyle). Miller continues to note, “The whole point of this really is to have the characters 

fusing—the relationship between father and son, master and slave, creature and creator” (Miller). With 

the idea of “fusing” these characters, I thought about what if the production is also fusing another type of 

relationship: the relationship between human and monster? This is evident in the production as both 

characters struggle being human and monstrous beings through their actions. In the end (without trying to 

spoil the ending), the two come to terms of who they want to become in terms of being a monster or 

human. Thinking about this, I asked myself, “Can Disney’s Beauty and the Beast be working with this 

concept as well?” This research (I hope) will shed some perspective on this idea. 
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Cohen’s “Monster Culture (Seven Theses)” not only puts a name to monster theory but also helps 

us define the concept of monstrosity and serves as a road map for future scholars, including myself, to 

explore different works revolving around monstrosity. Below is a chart with Cohen’s theses and what 

each thesis explores: 

Cohen’s Seven Theses of Monstrosity 

Thesis Cohen’s Definition 

Thesis #1:  

The Monster's Body Is a 

Cultural Body 

“The monster is born only at this metaphoric crossroads, as an 

embodiment of a certain cultural moment—of a time, a feeling, and 

a place. The monster's body quite literally incorporates fear, desire, 

anxiety, and fantasy (ataractic or incendiary), giving them life and 

an uncanny independence. The monstrous body is pure 

culture...Like a letter on the page, the monster signifies something 

other than itself: it is always a displacement, always inhabits the gap 

between the time of upheaval that created it and the moment into 

which it is received, to be born again…” (Cohen 4). 

Thesis #2:  

The Monster Always Escapes 

“...the monster itself turns immaterial and vanishes, to reappear 

someplace else…The monster's body is both corporal and 

incorporeal; its threat is its propensity to shift.. Monsters must be 

examined within the intricate matrix of relations (social, cultural, 

and literary-historical) that generate them…” (Cohen 4-5). 

Thesis #3: 

The Monster Is the Harbinger 

of Category Crisis 

“The monster always escapes because it refuses easy 

categorization...This refusal to participate in the classincatory ‘order 

of things’ is true of monsters generally: they are disturbing hybrids 

whose externally incoherent bodies resist attempts to include them 

in any systematic structuration. And so the monster is dangerous, a 

form suspended between forms that threatens to smash distinctions. 

Because of its ontological liminality, the monster notoriously 

appears at times of crisis as a kind of third term that problematizes 

the clash of extremes…” (Cohen 6). 

Thesis #4: 

The Monster Dwells at the 

Gates of Difference 

“The monster is difference made flesh, come to dwell among us. In 

its function as dialectical Other or third-term supplement, the 

monster is an incorporation of the Outside, the Beyond—of all 

those loci that are rhetorically placed as distant and distinct but 

originate Within. Any kind of alterity can be inscribed across 

(constructed through) the monstrous body, but for the most part 

monstrous difference tends to be cultural, political, racial, 

economic, sexual” (Cohen 7). 

Thesis #5:  

The Monster Polices the 

Borders of the Possible 

“From its position at the limits of knowing, the monster stands as a 

warning against exploration of its uncertain demesnes… The 

monster prevents mobility (intellectual, geographic, or sexual), 

delimiting the social spaces through which private bodies may 
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move. To step outside this official geography is to risk attack by 

some monstrous border patrol or (worse) to become monstrous 

oneself...Whereas monsters born of political expedience and self-

justifying nationalism function as living invitations to action, 

usually military (invasions, usurpations, colonizations), the monster 

of prohibition polices the borders of the possible, interdicting 

through its grotesque body some behaviors and actions, envaluing 

others...” (Cohen 12-13). 

Thesis #6: 

 Fear of the Monster Is Really a 

Kind of Desire 

“The monster is continually linked to forbidden practices, in order 

to normalize and to enforce. The monster also attracts. The same 

creatures who terrify and interdict can evoke potent escapist 

fantasies; the linking of monstrosity with the forbidden makes the 

monster all the more appealing as a temporary egress from 

constraint…Through the body of the monster fantasies of 

aggression, domination, and inversion are allowed safe expression 

in a clearly delimited and permanently liminal space. Escapist 

delight gives way to horror only when the monster threatens to 

overstep these boundaries, to destroy or deconstruct the thin walls 

of category and culture. When contained by geographic, generic, or 

epistemic marginalization, the monster can function as an alter ego, 

as an alluring projection of (an Other) self. The monster awakens 

one to the pleasures of the body, to the simple and fleeting joys of 

being frightened, or frightening—to the experience of mortality and 

corporality...The monster is the abjected fragment that enables the 

formation of all kinds of identities—personal, national, cultural, 

economic, sexual, psychological, universal, particular (even if that 

"particular" identity is an embrace of the power/status/knowledge of 

abjection itself); as such it reveals their partiality, their contiguity...” 

(Cohen 16-17; 19-20).  

Thesis #7:  

The Monster Stands at the 

Threshold...of Becoming 

“Monsters are our children. They can be pushed to the farthest 

margins of geography and discourse, hidden away at the edges of 

the world and in the forbidden recesses of our mind, but they 

always return. And when they come back, they bring not just a 

fuller knowledge of our place in history and the history of knowing 

our place, but they bear self-knowledge, human knowledge—and a 

discourse all the more sacred as it arises from the Outside. These 

monsters ask us how we perceive the world, and how we have 

misrepresented what we have attempted to place. They ask us to 

reevaluate our cultural assumptions about race, gender, sexuality, 

our perception of difference, our tolerance toward its expression. 

They ask us why we have created them” (Cohen 20). 

Chart Adapted From: 

Cohen, Jeffery Jerome. “Monster Culture (Seven Theses).” Monster Theory: Reading Culture, University 

of Minnesota Press, 1996. 

 

While it would be a huge feat to discuss every thesis in detail in relation to these two works plus their 

adaptations and some of the theses are irrelevant to the topic of this paper, I will refer to Cohen’s theses 
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as needed in order to explore how Shelley, Disney, and others have incorporated them within their works 

as well as how the works contribute to the discussion of monstrosity. 

The Creature and the Beast 

 To start, I will explore the monster-turned-human characters (the Creature and the Beast) and 

how they step out of the shadows of monstrosity and progress towards their figurative and/or physical 

transformations. Volume Two of Frankenstein becomes the center stage for the Creature as he shares his 

story with Victor; however, prior to learning more about his story, the only things the audience knows 

about the Creature is based on Victor’s account. He describes that “breathless horror and disgust filled 

[his] heart” upon seeing his creation (Shelley 36). In other words, he is introduced to the audience as a 

monster-character. When the audience begins to learn about the Creature’s story in his own words, they 

learn that he had the potential of becoming “human” as he is given, as described by Cohen in Thesis One, 

“life and an uncanny independence” prior to his monstrous turn (Cohen 4). This perspective comes to life 

as the audience of Boyle’s theatrical production Frankenstein as the audience first meets the Creature as 

he (literally) comes to life rather than starting with Victor and his childhood upbringing. Because of this 

choice, the audience is given access into the Creature’s early phases of life in new ways that the novel 

does not focus on. For instance, the audience witnesses the Creature experiencing fire, rain, nature, 

literature, and speech as well as watching him learning to walk. In contrast to Shelley’s novel, allowing 

the audience to meet the Creature first not only generates more sympathy for him through his 

mistreatment by the society he wants to be a part of but also builds a sense of credibility between the 

audience and him rather than him sharing his narrative after the events have occurred. The Creature 

shares that once he fled from Victor’s home, he stumbled upon the De Lacey family where he desires to 

become a part of their community. His first “forbidden practice” (as discussed in Thesis Six), which is 

“[bringing] home firing sufficient for the consumption of several days,”, works toward giving to others 

without being given any credit; however, when he finally gains the courage to seek the family’s 

acceptance, he is denied acceptance as Felix tackles him to “the ground and struck [him] violently with a 

stick” (Cohen 16; Shelley 77, 94). The Creature notes that “[he] could have torn him limb from limb, ... 
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but [his] heart sank within [him] as with bitter sickness, and [he] refrained,” He first resists this violent act 

because he is trying to prove himself worthy of being acceptable within their family and assume the 

gentle traits he has learned from the De Laceys (Shelley 94-95). In Boyle’s production, the Creature not 

only helps Felix and Agatha (Shelley creates Felix and Agatha as siblings while the play has the two as a 

young married couple) but establishes a bond with Mr. De Lacey who even teaches him to read and 

speak. Unfortunately, the Creature and Mr. De Lacey’s friendship comes to an end when Felix sees the 

Creature with his father, beats him, and chases him off. As tragic as this sounds, this event (in the play) 

will eventually become the Creature’s turning point from rejection to revenge (which I will explore a bit 

more later). 

In the novel, his other charitable “forbidden” act comes when he risks his life saving a little girl 

from drowning only for a man to “[aim] a gun, which he carried, at [the creature’s] body and fired. [The 

Creature] sank to the ground, and [his] injurer, with increased swiftness, escaped into the wood” (Cohen 

16; Shelley 99). While these acts are to better the lives of others, they are labeled as “forbidden” and 

performed secretively by the Creature because he is perceived as monstrous based on his appearance 

rather than his character, in which none of the human characters he has interacted with up until this point 

has taken the time to get to know him personally with the exception of Mr. De Lacey until he realizes he 

is talking to a “monster.” By contrast, in Whale’s Frankenstein, this heroic deed of saving the little girl 

becomes a tragedy when the Creature and Maria, the “little girl” character of the film, are tossing flowers 

together into the water. Sadly, when the two run out of flowers, the Creature, not realizing the 

consequences to his actions, tosses Maria into the water and accidentally drowns her. The novel presents 

the Creature as sympathetic for the drowning girl while the Creature in Whale’s film is presented as a 

childlike being that does not understand what he did to Maria. From Thesis One, the audience sees how 

the Creature wants to live a life of “independence” amongst the people he desires to interact with, but the 

Creature’s “body quite literally incorporates fear” in the eyes of the humans around him that hinder him 

from achieving his desire while Thesis Six shows how the Creature’s continual rejections foreshadow 

how his “forbidden” acts turn deadly when he commits his first murder against William Frankenstein 
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(Cohen 16, 4). Because he experiences torment and cruelty from every human he has interacted with, he 

hopes that the “little creature was unprejudiced” so that he could “educate him as [his] companion and 

friend” (Shelley 100). His longing and desire to be a part of the human world eventually becomes so 

infectious that he eventually accepts the fact that he is perceived as a monster in the eyes of humans and 

cannot achieve anything more than that; therefore, he kills little William as revenge towards Victor as a 

“forbidden” yet expected act (Cohen 4). The Creature’s rejection and exclusion from society on the 

premise of his monstrous exterior not only leads him to a life of isolation but also a life of isolation with 

these thoughts about life...and revenge. 

The Beast also has the potential to be figuratively more human prior to his physical 

transformation into a monster. The audience is told by Mrs. Potts that the prince, or the Beast throughout 

the majority of the film, “lost his mother and his cruel father took that sweet, innocent lad and twisted him 

up to be just like him,” inferring that his mother was raising him to be a loving and caring individual 

(Condon); however, he was raised to be “selfish and unkind” despite having “everything his heart 

desired” (Condon). Based on Thesis One and Six, his upbringing shows how his overwhelming trait of 

“desire” and his “forbidden” acts towards others for his personal gain, such as “[taxing] the village to fill 

his castle with the most beautiful objects (Cohen 4, 20). And his parties with the most beautiful people” 

shows that he has internally become a monster through his selfish traits that leads to his physical 

transformation when he dismisses a woman away because of “her haggard appearance” when she was 

truly a “beautiful enchantress” (Condon). 

While the Creature and the Beast are embodied in their monstrous forms, they both are both 

forgotten but later reemerge into the eyes of human society with their own perspective of the world that 

they are only able to learn from their own experiences. When the Creature meets with Victor, he shares 

what he learns while he was away, including how “the human senses are insurmountable barriers to our 

union,” and tries to compromise that if he cannot be a part of human society, he sets his eyes on a new 

desire: to have a female companion so that they can live their lives in happiness together away from 

human contact (Shelley 102). Because his desire for a companion replaces the strong desire of 
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acceptance, he is just as determined to be sure that his promise is kept as he “shall watch their progress 

with unutterable anxiety” (Shelley 104). While Whale’s version of Frankenstein does not include the 

female companion subplot, Boyle’s version includes this with its own alterations from Shelley’s original 

storyline: The Creature is in the room when Victor destroys his companion. Branagh’s film, on the other 

hand, shows a complete extreme of the female companion subplot: The Creature wants Victor to use 

Justine’s body to create his companion and Victor refuses; however, when the Creature kills Elizabeth, 

Victor decides to revive Elizabeth by using the same methodology to create the Creature and use Justine’s 

body to do so. After successfully doing so, Victor and the Creature go back and forth calling her to them 

before she sees her creature-like appearance and ultimately sets herself on fire, rejecting both Victor and 

the Creature as well as her life as a creature. When the Creature sees Victor disassemble his companion in 

Shelley’s novel, he becomes enraged and continues to act monstrous towards Victor and the people in his 

life. By reflecting on Thesis Seven, the audience notes how the Creature learns about the human world, 

such as the concepts of prejudice and companionship, upon his return as a means of better understanding 

their place in it. Knowing that he will not receive companionship through human relations, he longs for a 

companion of his species; however, he is forbidden from this aspect of human because of the prejudices 

Victor had about him, one that could lead to destruction. On the other hand, was it ethical for the Creature 

to command Victor to create a female companion for him? Some may say that his promise to leave Victor 

and society alone if he is given a companion is a sign of compromising for the best interest of humanity 

while others may argue that his command is a way of blackmailing Victor or he would continue his acts 

of rage against him and his family. Although it is unsure whether one of these options were Shelley’s 

intentions, thinking about these perspectives allows us to ponder whether the Creature’s command can be 

a monstrous turn in his nature or not. 

In the meantime, the Beast learns what the enchantress wants him to learn as a beast to not only to 

become human again but also how to be a better human being. While Belle and the Beast do not get along 

at first, their attitudes change towards one another after their argument after the wolf attack where Belle 

tells him that he “should learn how to control [his] temper,” the Beast reflects on his mother’s death and 
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how his monstrous traits of being “selfish and unkind” has led up to this moment, and with little time left 

until the last petal falls, he decides to let these monstrous traits go moving forward (Condon). From this 

moment on, the audience watches the Beast truly becoming human again despite his appearance, 

including retraining himself to use table manners, reading and spending time in the library with Belle and 

even having a sense of humor by “making jokes” with her (Condon). From Thesis Seven, the audience 

sees how the Beast is returning to human society more knowledgeable about how to treat people rather 

than educationally and begins to see himself as human again rather than a beast. The defining moment 

where he no longer sees himself as a beast is when he has the opportunity to kill Gaston. When Gaston 

pleads, “Don’t hurt me, Beast,” Beast responds, “I am not a beast,” and lets him go free (Condon). This 

moment shows him stepping away from his previous identity of a monster (and a selfish man) but also 

how he has internally transformed through his character by becoming “kind and gentle” (Condon). 

While the Creature’s ending is not “happily ever after” like the Beast’s, the two “monsters” come 

to terms with their past and end their narratives in a human-like perspective. After fleeing to the Arctic 

with Victor following suit, the audience does not actually see the Creature there until after Victor’s death. 

When he discovers this, the Creature mourns for him, noting that “[he] have devoted [his] creator, the 

select specimen of all that is worthy of love and admiration among,” and in Branagh’s film, he—grieving 

the loss of his creator—decides to allow himself die alongside Victor’s body in the Arctic (Shelley 160). 

While the Creature’s act of mourning might be surprising for the reader to see unfold, the reader 

recognizes that the Creature has not mourned over someone who has died prior to this moment. In his 

past, the attempts he made to help human life were not only successful for those who benefitted from it 

but also ended horribly for him, suffering both verbal and physical abuse from humans and living a life 

where taking the lives of those most important to Victor was somewhat “fulfilling” to him. Seeing Victor 

dead makes the Creature come to terms with an internal “desire” that he has had since the beginning of 

the novel: his desire to be human and the will to do good in the world. While this is a harsh reality for the 

Creature, he realizes that he has “murdered the lovely and the helpless; ...strangled the innocent as they 

slept, and grasped to death his throat who never injured [him] or any other living thing” (Shelley 160). 
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This realization ties back to Cohen’s theses because it reveals the Creature coming to terms of his 

monstrous desires and how he internalizes this human experience and revealing the humanity--his 

humanity--that seemed to be lost. 

Similarly, the Beast faces his own circumstances on the tail end of his experience towards 

becoming human. As a result of gunshot wounds, he also experiences death, telling Belle, “At least I got 

to see you. One last time” before he dies, but as a traditional trademark for Disney, the main male 

protagonist does not face death for long (Condon). After Belle confesses her love for the Beast, Agathe 

(who is the enchantress from the beginning of the film), restores the withered rose and transforms (and 

resurrects) the Beast back into his human form, revealing himself as the Prince. In her article, “‘The Guy 

with the Problem’: Reform Narrative in Disney’s Beauty and the Beast,” Faith Dickens notes that “[the 

Beast’s] physical transformation is a culmination of this gradual character change. Consistent with the 

male reform narrative, the Beast’s inward change is partially manifested in his view and treatment of 

Belle...To be truly transformed, the Beast must desire the person Belle really is” (Dickens 81). Because 

the Prince has learned to love and Belle loves him in return, his physical transformation symbolizes how 

he has changed from his monstrous ways, as proposed by Cohen in Thesis Seven as he “...[brings] not just 

a fuller knowledge of our place in history and the history of knowing our place, but [he bears] self-

knowledge, human knowledge—and a discourse all the more sacred as it arises from the Outside,” not 

only to become the prince he is meant to be but also express his true love and appreciation for Belle 

(Cohen 20). 

Victor and Gaston 

Now turning to discussing the human-turned-monster characters, this analysis reveals how Victor 

and Gaston fall within the parameters of the monster despite their human appearance. When the audience 

is introduced to these “gentle” men, they receive a generalized idea that these characters are considered 

ideal men in their society: Victor Frankenstein is a well-educated man in a well-to-do family and a 

sociable friend group while Gaston is the war veteran that any woman in the village (with the exception of 

Belle) would jump on the opportunity to marry him. While these men appear to very prestigious and very 
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likable to the people around them, these two men have inner desires that festers into their fatal flaws: 

Victor’s desire pursue a secretive and forbidden life to engage in science as a means to “bestow animation 

upon lifeless matter” of “a new species would bless [him] as its creator and source” and Gaston’s desire to 

“woo and marry Belle” (Shelley 33; Condon). As Cohen mentions in Thesis One that “The monster’s 

body quite literally incorporates fear, desire, anxiety, and fantasy (ataractic or incendiary), giving them 

life and an uncanny independence” (Cohen 4), the audience sees this idea in action when these men’s 

plans backfires. For Victor, he flees after he is “unable to endure the aspect of the being I had created” 

(Shelley 35) and falls ill while the Creature runs free in the world, but when he finally recovers, he learns 

that his youngest brother, William, was murdered and the nanny, Justine, was accused and sentenced to 

death for the crime when it was actually the Creature who committed the crime. In her article, “The 

Monstrous Idea in Mary Shelley’s Frankenstein,” Kathleen Béres Rodgers suggests that “Afterwards, 

looking back on his experiment, Victor associates his enthusiasm with ‘frenzy,’ or madness: ‘During my 

first experiment, a kind of enthusiastic frenzy had blinded me to the horror of my employment’ (Shelley 

118)” and explains the connotation she is inferring to when referencing “enthusiasm”: 

“In describing Victor Frankenstein’s unhealthy pursuit of knowledge, Mary Shelley uses 

the word ‘enthusiasm’ eleven times...Since Shelley uses the word so often, it is 

worthwhile to pause and consider its Romantic-era connotations. According to the 

Oxford English Dictionary (OED), ‘enthusiasm’ first meant ‘possession by a god, 

supernatural inspiration, prophetic or poetic frenzy; an occasion or manifestation of 

these’” (Rodgers 359).  

 

From this OED definition, the audience can apply this definition to Cohen’s idea of Thesis Six by the 

“frenzy” obsession that Victor has for his experiment becomes the monstrous “desire” that will eventually 

cause him to go mad. For Gaston, Belle rejects both his constant acts of persuasion (despite his “best” 

efforts) and his marriage proposal, causing him to go to his tavern to wallow in his self-pity with LeFou 

before the entire tavern burst into song about how Gaston’s is “everyone’s favorite guy” (Condon). Thesis 

One allows the audience to know early on that while Victor’s and Gaston’s plans have taken unexpected 

turns, the two are headed towards their “fear[s]” and “desire[s]” that are about to take “life and an 

uncanny independence” (Cohen 4) that their communities would have never expected. 
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With their plots beginning to thicken, Victor and Gaston begin to step into the monsters’ roles 

that they will ultimately become. The “forbidden” that Cohen addresses in Thesis Six comes to play 

through actions that Victor and Gaston take for the sake of their monstrous desires. After hearing the 

Creature’s story since their departure, Victor, filled with “rage that burned within [him]” (Shelley 101), 

hesitantly agrees to the Creature’s request of creating a female companion; however, his monster of fear 

urges him to destroy the promised creation because he considers the horrible yet possible outcomes that 

could “inflict this curse upon everlasting generations” and that would “curse [him] as their pest,” so he 

decides to “[tear] to pieces the thing on which I was engaged” (Shelley 119). Although Victor makes this 

decision for the future generations of humans, he not only makes the decision to live the secretive life he 

desires to excel in but also makes the decision to commit a “forbidden” act of breaking the promise that 

the Creature “depended for happiness” in order to maintain his reputation and his name (Cohen 16; 

Shelley 119). While Branagh’s Victor never begins the process of making the Creature his companion, 

Boyle’s Victor processes the possible consequences of creating another being like the Creature and finds 

all his outcomes concerning “society’s well-being.” Thesis One focuses on how the monster represents 

“an embodiment of a certain cultural moment” and is “pure culture” (Cohen 4). When Victor creates the 

Creature, he becomes a part of the extreme “embodiment” of the cultural movement of science during his 

lifetime to the point where he does not think about the possible effects and consequences of his 

experimentations and thus makes unethical decisions in abandoning his work. In both the novel and 

adaptations, Victor faces the consequences of his extreme engagement with science, causing him to now 

question the possible consequences he faces. He ultimately decides to not only selfishly take away the 

Creature’s last chance of companionship, but, through his decisions, also reveals his fears toward the 

Creature, the female companion (had he made her), and the possible ruining of his name within science 

and within society. 

On the other hand, Gaston’s decision to selfishly grasp the opportunity Maurice (Belle’s father) 

presents to him at the tavern results in a growing list of monstrous, “forbidden” acts as Cohen mentions in 

Thesis Six. Pleading with the villagers to help him save his daughter from a “huge, horrid, monstrous 
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beast” (Condon), Gaston decides to follow along with Maurice not only mock and make a fool out of him 

but also tries to gain Belle’s hand in marriage. His monster of desire emerges when he, obviously 

frustrated with Maurice, tells him, “I am done playing this game of yours! There are no such things as 

beasts,” and reveals his true intentions for his assistance, for which he is again denied for Belle’s hand in 

marriage (Condon). Seeing Maurice as an obstacle “in [his] way,” he knocks Maurice unconscious and 

ties him to a tree to “feed [him] to the wolves” to “finish” him so that “Belle will have no one to take care 

of her but me” (Condon). Because their monsters have taken a life of their own, Victor and Gaston must 

hide their “forbidden” acts from their family and society in an effort for their reputations to stay intact and 

flawless, even if this means breaking a promise and risking the lives of those they love or using extreme 

measures in an effort to get what they want more than anything or anyone (Cohen 16). 

Finally, their monstrous deeds lead to their ultimate downfalls, ones full of madness, destruction, 

and death. After disposing of one of his “forbidden” acts—the female’s body—into the ocean, Victor 

enters a whirlwind of consequences: being lost at sea, accused of murdering his best friend, his newlywed 

murdered, and his father’s death. Full of despair and rage, Victor makes killing the Creature his new 

desire and again acts on his emotions to “vow vengeance” and will never “omit [his] search, until [the 

Creature] or [Victor] perish” rather than letting the Creature run free into the wilderness and taking a 

chance that the Creature is done ruining him (Shelley 147). When he reaches the Arctic, he collapses until 

Captain Walton and his crew rescue him and stays with them until his death. In Boyle’s production, 

Victor’s scientific work leads to madness, which intensifies after the destruction of the female creature, 

the murder of his newly wedded wife, and fleeing after the Creature to the Arctic. His madness intensifies 

to the point that his own father blames himself for the monster he created, the monster being Victor. 

Thesis Six points out that “the linking of monstrosity with the forbidden makes the monster all the more 

appealing as a temporary egress from constraint” (Cohen 17). Because of Victor’s secretive, "forbidden" 

desires, he (unintentionally or intentionally) puts everything and everyone in his life on pause to resolve 

the “errors” of his initial work, taking them for granted while he fully immersed himself into the pursuit 

of science; however, when he unpauses his life, there is hardly anything of it left to return to, leading him 
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to risk his health and his life for the opportunity to face the Creature once more in hopes of ending his 

misery; he dies with no success (Cohen 16). 

As for Gaston, he thinks he got away with his “forbidden” act towards Maurice until he is stunned 

to see Maurice in perfect health standing in the tavern to confront him about his actions. He gains control 

back over the situation when he makes Maurice appear to have “become a danger to [himself] and others” 

and discredits his witnesses (Agatha the beggar woman and LeFou) by downgrading Agathe to a “filthy 

hag” because of her low social status in the community and manipulating LeFou (who has a heavy 

conscience about the entire situation) to lie as a means of saving his own reputation. When Belle comes 

back to save her father, she proves that her father is telling the truth, meaning this automatically discredits 

Gaston; however, after Belle tells him, “He’s not a monster, Gaston. You are,” his monstrous traits 

overtake him as he commits more “forbidden” acts that come back to haunt him (Condon; Cohen 16). He 

locks Maurice and Belle in the asylum cart and leads the mob towards the castle where he ditches LeFou 

to enter “hero time,” but during his confrontation with the beast, he finds his bows missing and turns to 

see Belle snapping them in half (Condon). While Belle is his “prize” if he kills the Beast, he forgets she is 

a woman who is ahead of time through reading and thinking (as all the villagers claim) who is determined 

to stop him. Even though the Beast grants him mercy and gives Gaston the opportunity to leave 

unharmed, Gaston shoots the Beast not only once prior to Belle’s arrival, but twice from behind in front 

of Belle. This act of shooting the Beast alludes to the line from the song, “Gaston,” where he states, 

“Then I shoot from behind...I don’t care” (Condon). His “not caring” to kill any creature backfires on him 

when he is so focused on killing the Beast and reloading his gun, he is unaware that the bridge is 

demolishing underneath him, causing him to fall to his death.  

In Thesis Five, Cohen mentions that “the monster stands as a warning against exploration of its 

uncertain demesnes,” giving the audience a warning about how Gaston’s (and even Victor’s) fatal endings 

were caused by exploring the “uncertain demesnes” (i.e. places they should not go) in a selfish and 

careless manner: They deeply submerge themselves in their forbidden desires that they ignore the people 

around them and how their decisions would negatively impact them (Cohen 12). While the audience 
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should be encouraged to invest in their interests and strive to succeed in their area of expertise, the 

audience should also consider the consequences that fell upon Victor and Gaston when they revolved 

their entire life around their desires and took forbidden measures as a means to achieve what they wanted, 

leading to devastating and fatal endings. From Victor and Gaston’s narratives, the audience recognizes the 

importance to keep a healthy balance between pursuing one’s interests and spending time with the people 

around them, make ethical decisions that not only impact themself but also the people around them, and 

one’s intentions are fueled by the feelings in one’s heart, whether they are good or not. 

 Doubling as “Monster” and “Human” 

In an interview with members of the production of Boyle’s Frankenstein, the concept of 

“doubling” was brought up in terms of Cumberbatch and Miller switching roles as Victor and the 

Creature; however, I found myself lingering on a question about the “doubling” concept in connection to 

this research: If these actors can “fuse” the two characters, can the characters of Frankenstein and Beauty 

and the Beast “double” as human and monstrous characters? My conclusion to this question: Yes. Here’s 

why: Each character is their own being and embraces humanity/monstrosity throughout their respective 

works at various times. The Creature strives for goodness and humanity; however, his continual rejections 

lead him to living out the monstrous life Victor and society perceive him to be, leading the audience to 

feel sympathetic for him because they are witnessing these events unfold before them. Prior to his 

transformation as the Beast, the Prince is monstrous and selfish, leading him to be transformed into a 

monstrous being in both appearance and personality until he meets and falls in love with Belle. After he is 

turned back into a human, the Prince takes his monstrous past as a lesson and becomes more human than 

ever. While Victor is an intellectual and longs for making advances in science and life, his desires lead to 

chaos for his society, his family, and for himself, causing him to push away everyone he cares about and 

becomes monstrous in his pursuit of the Creature. Gaston is the most handsome and admirable man of the 

village, but his pursuit of Belle’s hand in marriage (not love, I argue, because he is not only more 

concerned about what he wants over what Belle wants, but also he perceives her more as his future trophy 

wife rather than a person he truly cares and loves) leads him to do whatever it takes to get her, leading 
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him to put others down and to bring his monstrous being to light when Belle rejects him for the Beast (his 

perceived threat and competitor for his future trophy wife). Each character’s moments of “doubling” as 

human or monster is where they are on a threshold: one side becoming human and the other coming 

monstrous. The moment of being on that threshold is where they decide whether they will strive for a life 

of humanity or find themselves on a path of monstrosity. While each character is flawed in their own 

ways, the threshold serves as point what their ultimate fate will be as the final pages approaches or when 

the credits are about to roll, sealing their choice of becoming (or remaining) human or transforming (or 

remaining) as a monstrous beast. 

Conclusion 

  While it is easy to point to the Creature and the Beast (prior to their tragic ending or happily ever 

after) because of the monstrous appearances and traits that they present at first, these narratives reveal that 

characters, such as Victor and Gaston, can appear in any shape or form. Although more can be said about 

each of these four characters, applying a selection of Cohen’s “Monster Culture (Seven Theses)” helps the 

audience explore these two texts (and adaptations) based on the parallels between monstrosity and ethics 

between Victor and Gaston, the Creature and the Beast, and other works that works through these ideas 

through monstrous characters. All of this to say that each character both take on these monstrous and 

human traits; however, the key to identifying whether these characters (and any character across texts 

dealing with monstrosity) is a human or a monster is not based on their appearance, it is based on their 

intentions and what lies within their hearts 
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The Effect of a High-Intensity Functional Training Warm-Up on Deadlift One-Repetition 

Maximum by Kourtnie Smith 
 

 

Abstract 

The purpose of the study was to investigate the effect of a high-intensity functional training 

(HIFT) warm-up on deadlift one-repetition maximum (1-RM). METHODS: Two men (mean ± SD; 36 ± 

2 years old) completed two general warm-up (GWU) conditions: Traditional and HIFT in a randomized, 

counter-balanced order. The protocol consisted of the participants having two visits at the data collection 

site with the primary investigator and via Zoom with the assisting students. The Traditional GWU 

consisted of 15 minutes of cycling at 55-60% of his maximal heart rate. The HIFT GWU consisted of 

performing as many rounds and reps as possible for 15 minutes of 250-meter row, 5 burpees, 10 kettlebell 

swings (53 lbs), and 15 air squats. RESULTS: There were no statistically significant differences (p = 1) 

between the traditional GWU (455 lbs ± 0) and HIFT (455 lbs ± 0) conditions. CONCLUSION: Based 

on the results of the present investigation, it is possible to conclude the traditional and HIFT GWU did not 

have an effect on the deadlift 1-RM. Both warm-ups were sufficient protocols preceding a deadlift 1-RM, 

but it is not possible to definitely conclude with the current limitations.   

Introduction 

When participating in resistance exercise, warm-ups are a necessity, because a proper warm-up 

before resistance exercise ensures optimal performance and reduces the chance of injury (ACSM, 2018; 

Woods, 2007). Performing a warm-up, may augment performance and decrease risk of injury due to an 

increase of muscle temperature and an increase in elasticity of muscle and connective tissue with greater 

joint range of motion (Lehmann, 1970; Safran 1988). The guideline for measuring muscular strength is 

performing a one-repetition maximum (1-RM) test. Throughout a season or training program, it is best to 

establish a 1-RM to see the baseline of one’s strength and observe progression as the program continues. 

Therefore, because performing a 1-RM requires maximal muscle activation, it is important to identify a 
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proper warm-up preceding a 1-RM test to promote maximal muscular activation, performance, and to 

reduce injury.  

 There have been many studies conducted on the effects of warm-ups before resistance training 

that demonstrate different warm-ups have different effects on the resistance training performance (Abad, 

2011; Barroso, 2013). Many studies have determined that performing both general warm-ups (GWU) and 

specific warm-ups (SWU) are ideal and best for performance when participating in resistance training 

(Abad, 2011; Andrade, 2015; Barnes, 2017; Barroso, 2013). The GWU is performed to increase muscle 

temperature and joint elasticity, whereas the SWU is to prime the muscles and neuromuscular system for 

recruitment and activation while reducing effects of muscle fatigue (Bishop, 2003; Gourgoulis, 2003; 

Shellock, 1985; Young, 1998). A study supporting this is using a combination of GWU and SWU 

improved leg-press 1-RM compared to just a SWU in trained individuals (Abad, 2011). Many other 

studies have reported the combination of a GWU and SWU are necessary for an optimal 1-RM 

performance (Cochrane, 2015; Firat, 2018a). 

Although there is scientific evidence for performing a protocol for the SWU, the effects of 

different types of GWU on 1-RM performance are still unclear (Abad, 2011; Barroso, 2013; Barnes, 

2017). It has been recommended that when performing a 1-RM test to complete a GWU of 5 to 10 

minutes of low-intensity aerobic activity (Brown, 2001). But, in prior studies there have been findings 

demonstrating muscle temperature may not rise significantly until after 15 to 20 minutes of aerobic 

activity (Davies, 1982; Sargeant, 1987). The rise in muscle temperature is dependent on both the intensity 

and the duration of a warm-up (Price, 1997), with there being a positive, linear relationship with both, as 

the majority of the effects of warm-ups have been accredited to temperature-related procedures (Bishop, 

2003). Temperature rise is dependent on both the duration and the intensity of the activity, which would 

most likely affect 1-RM performance (Barroso, 2013). It is credible to say that a longer GWU completed 

at a higher intensity may be better than what the current guidelines state for resistance training. However, 

in testing different intensities and durations of warm-ups preceding a 1-RM, it has been proven that long 
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duration, low-intensity GWU’s seem to improve 1-RM performance in individuals who are resistance 

strength trained more so than other durations and intensities of aerobic activity (Barroso, 2013).  

In an investigation (Price, 1997), the participants cycled for 20 minutes at 60% of their maximal 

heart rate. This time was because it was suggested that muscle temperature increases after 15 to 20 

minutes (Bishop, 2003; Davies, 1982). Afterwards, they completed a SWU for leg press (Abad, 2011). As 

a result, the longer duration low-intensity GWU had the greater effect on 1-RM than a short duration low-

intensity GWU.  

In another study, 16 strength trained men were tested for 1-RM on leg press after four GWU 

conditions preceding the SWU with combinations of short to long duration and low to high intensity 

GWU conditions. Leg press 1-RM was greater after long duration and low-intensity when compared to 

the other conditions (Barroso, 2013). The longer the duration, the more blood flowed to the muscle, 

whereas the moderate intensity created the performance to cause too much blood lactate accumulation 

(Barroso, 2013). Other investigations have manipulated the intensity of single modality, aerobic warm-

ups, using the rowing ergometer on 1-RM performance (Firat, 2018a; Firat, 2018b). These studies 

concluded that a 15-minute low-intensity warm-up with short periods of supramaximal sprints in the last 

five minutes of the warm-up improved 1-RM of bench press and leg press performance (Firat, 2018a; 

Firat, 2018b). Last, a study came to the conclusion that a warm-up of maximal strength may obtain higher 

accumulation of force for the upper and lower limbs (Atlanzio, 2014). These studies possibly suggest that 

that using higher intensities of exercise and resistance exercise in the warmup could create a greater force 

production and output.  

Therefore, a novel 1-RM GWU is being proposed herein; a warm-up that includes full body 

movements, high-intensity, and moderate duration. Reasoning behind this is high intensity exercise has 

proved to release greater epinephrine and norepinephrine than a low and moderate intensity exercise 

(Galbo, 1986; Kraemer, 1987). To explore this concept, the new GWU is being proposed here: a GWU 

that includes full body movements, higher-intensity, and moderate duration (15 minutes) prior the SWU. 

The form of fitness described as high- intensity functional training (HIFT) is a new modality of fitness 
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training that involves performing functional, multi-muscle group movements at a high intensity for 

greater muscle activation than more of an average exercise (Feito, 2018). HIFT can be used as a warm-up 

protocol that could provide a better physiological and neural motivation that a predictable warm up. This 

could improve 1-RM performance because it may provide an improved physiological and neural stimulus 

than a traditional-warm up. When having a high intensity workout, it gets the temperature in the muscles 

heating up, and creates the adrenaline in the body. It builds the level of intensity and elicit grater muscular 

recruitment for performance. When it comes to HIFT, it is used for CrossFit training program because it 

is based on the idea of increased work capacity over time while using a variety of exercise modalities. 

The HIFT can improve limitations of general physical fitness, cardiovascular endurance, strength, body 

composition, flexibility, and performance (Feito, 2018).   

 Hence, the purpose of this study was to examine the effect of a HIFT GWU on 1-RM 

performance on the conventional barbell deadlift exercise. The hypothesis was the HIFT GWU condition 

will demonstrate a greater 1-RM than the traditional GWU on the deadlift exercise because of the 

physiological and neural activation elicited by the warmup.  

Methods 

Participants  

 The participants of the study were recruited by Dr. Curtis Fennell by word of mouth. For the 

study, there were two men, aged 30-39 years, recruited who have one or more year of resistance training 

experience, have engaged in resistance training at least two days per week, including regularly performing 

the deadlift, to be able to lift at least 175% of body weight, and have performed HIFT before.  

Protocol  

The trained personnel from the University of Montevallo, including two students, and a professor, 

collected the data for this investigation. The participants visited the data collection site on two occasions 

and the sessions were randomized, in a counterbalanced order with at least 72 hours apart, but no more 

than seven days apart, and performed at the same time of the day (within 1 hour). Originally, it was 

planned to collect the data in the University of Montevallo human performance laboratory but due to the 
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COVID-19 pandemic, the data collection took place in a basement garage with two members of the 

investigation team assisting electronically (Zoom) and the primary investigator present at the scene of 

data collection. During the first visit, the participants arrived at the data collection site and was asked if 

they met the aforementioned criteria. Once they did, they were given the Human Subjects Institutional 

Review Board document and given as much time as needed to read through and fully understand, while 

being able to ask any questions to the research staff. The participants provided written consent form and 

have no medical concerns (from completing the health history questionnaire), the subjects were approved 

for the study. During these two visits, the participants were asked to stay away from vigorous exercise, 

caffeine, and alcohol for 48 hours before testing. They were asked to keep a diary of their dietary intake 

on the day prior to test and it will be duplicated in the following test. Next, subjects completed a 

questionnaire asking if he had engaged in any physical activities in the prior 48 hours, his perceived 

strength, and his feeling of recovery (Carifo, 2008; Norman, 2010). Next, their height and weight were 

taken and recorded. After all these measurements were recorded, the participants were randomized into 

one of the conditions by choosing a piece of paper with either a number 1 or 2. If 1 was chosen, the 

participant completed condition A on the first visit and Condition B on the second visit. If 2 was chosen, 

the participant completed condition B on the first visit and condition A on the second visit. When this was 

completed on the first visit, data collection commenced.   

 When performing the testing, it was a randomized counterbalanced format. The conditions were 

different GWU but identical SWU and both started with a 5-minute rest where the subjects were laid in a 

supine position. For Condition A, participants performed the traditional GWU, and condition B the novel 

HIFT GWU was performed. Fifteen minutes was used as the duration for both protocols, with no rest 

between the GWU and SWU because of previous research suggesting the benefits of longer duration 

(Barroso et al., 2013; Stewart et al., 2003).  

Below are the two GWU conditions:  

 Condition A (Traditional GWU): 15 minutes of cycling at 55-60% of subject’s maximal heart rate 

then completing the SWU. This GWU prior to a 1-RM test has been supported by some studies 
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(Bishop, 2003; Abel, 2011; ACSM, 2018) and tested by others (Barroso, 2013). Heart rate was 

assessed with a Polar heart rate monitor. 

 Condition B (HIFT GWU): 15 minutes to complete as many rounds and reps as possible of 250-

meter row, 5 burpees, 10 kettlebell swings, and 15 air squats. The burpees were performed with 

the technique such as lowering to the ground, so the chest and hips touch the ground and then 

standing up and jumping in the air with the hands overhead, and trunk, hips, and knees fully 

extended. The kettlebell swings contain swinging a 53- pound kettlebell from between the legs to 

an eye level position with elbows locked in extension. The air squats consisted of the subjects 

raising one’s center of mass from a seated to a standing position, with the hips, trunk, and knees 

completely extended.  

Specific Warm-Up  

(Baechile, T., Earle, R., 2018)  

1. Perform a full body joint mobility routine 

2. Bodyweight warm up 

3. Complete 8-10 comfortable repetitions (light weight) 

4. Rest 1 minute 

5. Approximate a warmup load, doing 4-6 reps, without coming close to maximum failure (being 

able to lift 10x) 

6. Rest 3-5 minutes 

7. Lift 2-3 reps with a heavy weight (about 10% heavier than the last weight) 

8. Rest 3-5 minutes 

9. Make a 5-10% increase for upper body exercises or a 10-20% load increase for lower body 

exercises and lift 1 repetition with that weight 

10. Rest 3-5 minutes 

11. Lift 1 repetition at your max 

If the participant succeeds in the lift, the weight will be increased slightly and re-attempted after 3-5 

minutes of rest 

If the participant fails the lift, the weight will be decreased by 5-10% and re-attempted after 3-5 minutes 

Measurements   

The dependent variables measured included the maximal weight lifted for a 1-RM on the 

conventional deadlift exercise. The 1-RM was assessed based on the maximal weight lifted during the 

deadlift with an Olympic barbell. The technique of the conventional deadlift included lifting the barbell 
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with plates on the ground and the lift is considered completed when trunk, hips, and knees are fully 

extended with the bar in the subject’s hands. This load will be increased until the subject reaches his peak. 

Data was analyzed using SPSS version 23. The test used for measurement was paired samples T-tests due 

to one group of subjects participating in two conditions.  

Results  

The two subjects that were eligible to complete the protocol were subject 01 (34-years old; 

height: 72 inches; weight: 190 pounds) and subject 02 (38-years old; height: 74 inches; weight: 210 

pounds). The means for the physical characteristics is provided in table 1.  The 55-60% maximal heart 

rate for the traditional GWU was 102-112 bpm and 100-109 bpm for subject 01 and 02, respectively. The 

subjects maintained the same diet, subjective recovery, and subjective strength that were measured before 

the subjects completed the warm-up conditions.  

Table 1: Participant’s Height and Weight     

Participant Height (in) Weight (lbs) 

Participant 01 72 190 

Participant 02 74 210 

Mean 73 200 

 

There were no statistical differences (p = 1) in conventional deadlift 1-RM between the 

Traditional GWU (455 lbs) and HIFT GWU (455 lbs) (table 2). Therefore, we accept the null hypothesis 

on the deadlift (table 3).  

Table 2: 1-RM post Traditional and HIFT GWU 

Participant Traditional Warm-Up (lbs) HIFT Warm-Up (lbs) 

Participant 01 475 485 

Participant 02 435 425 

Mean 455 455 
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Table 3: Comparing 1-RM from First Visit to Second Visit  

Participant First Visit (lbs) Second Visit (lbs) 

Participant 01 475  485  

Participant 02 425  435  

Mean 900  920  

Discussion 

 The purpose of this study was to examine the effect of a HIFT GWU on 1-RM performance of the 

conventional barbell deadlift exercise. The warm-up did not affect the deadlift 1-RM as it was 

hypothesized that the HIFT GWU condition would demonstrate a greater 1-RM than the traditional GWU 

on the deadlift exercise because of the physiological and neural activations elicited by the warmup. The 

study differs from other studies because it is the first to compare the HIFT GWU with a traditional 

general GWU on the 1-RM deadlift.  

  In other studies, results have determined that a long-duration, low-intensity GWU is best 

preceding a 1-RM test. In a study, researchers found temperature rise was dependent on both the duration 

and the intensity of the activity, and it resulted in a long duration, low-intensity GWU improved 1-RM 

performance in individuals who were resistance strength trained (Barroso, 2013).  Even with this study 

there have not been many studies that have a clear result on if GWU improves 1-RM outcome. Studies 

have used mostly lower extremity GWU’s such as the cycle ergometer to prepare for a 1-RM, while in 

our study, we performed exercises with lower and upper extremities of the body (i.e., rowing, burpees, 

kettlebell swings, air squats).  In the Price, 1997 investigation, the participants cycled for 20 minutes at 

60% of their maximal heart rate and it was suggested that muscle temperature increases after 15 to 20 

minutes preceding leg press to conclude that the longer duration low-intensity GWU had the greater effect 

on 1-RM outcome than a short duration low-intensity GWU. The present study differed because we are 

the first to use the conventional barbell deadlift as the dependent variable and also used a longer duration, 

high-intensity GWU that used both upper and lower extremities.  
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There may not have been any differences in 1-RM between the two warm-up protocols because 

both participants are athletes and perform HIFT on a regular basis. With having plenty of proficiency with 

deadlifts and resistance training, their neuromuscular system is custom to recruiting neurons to power those 

type of muscles. Hence, it would have not mattered what GWU they performed; their muscles have the 

memory on how to contract to generate output. These athletes are in shape and healthy so they may be able 

to lift heavy weight regardless of the warm-up. That reason that might also explain why they did better the 

second visit too, is their neuromuscular system fired quicker than the first visit because of experience of the 

1-RM of the deadlift. Likewise, it may be that both GWU conditions stimulated blood flow to the working 

muscles, increased adrenaline, and neuromuscular system activity to elicit great force output.  

Although this is a novel study, limitations do exist. Due to the novel COVID-19 virus and 

following proper social distancing guidelines associated with it, we were only able to collect data on two 

subjects. With such a small number of participants, it was not a valid study to assess differences between 

two warm-ups and see which one had the greater affect. Another limitation was not involving units such 

as neuromuscular force with the electromyography machine or the force production using a Tendo unit. 

This would have provided more data on how each warm-up affected the neuromuscular and how much 

force was generated by the muscles. 

Conclusion  

In conclusion, the HIFT and traditional GWU’s did not have an effect on the deadlift 1-RM. Both 

subjects increased their 1-RM on the second visit of the study, even though they performed two different 

conditions on the second visit. It seems as though both warm-ups are sufficient protocols preceding a 

deadlift 1-RM, but it is not possible to definitely conclude with the current limitations.   
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Public Attitudes and Punitiveness in Sentencing by India Stinson 
 

Abstract 

The United States has a long history of racism and discrimination towards minorities in all facets 

of life, including the criminal justice system. Following the Civil Rights Movement, African American 

were characterized as “lawless” and fear of crime spread across the nation. Media coverage of “black 

crime” furthered negative stereotypes of African Americans. In response to societal fear, politicians began 

to campaign on platforms dedicated to anti-crime policies. This “get tough” legislation has resulted in 

mass incarceration and a growing support for harsher sentences. The current study examines the 

relationship between racial attitudes and support for punitive measures. This study aims to review the 

available literature to determine how racial biases affect perceptions of African Americans suspects and 

criminals. These biases are found in regard to media coverage of black suspects as well as black inmates 

serving lengthy sentences and on death row. This research finds that public attitudes and reactions to 

crime are racially charged. (Alexander, 2012; Beckett, 1997; Payne et. al., 2004). Additionally, support 

for punitive policies is highest among individuals who hold racially based stereotypes of Black 

Americans. (Unnever et.al., 2008; Payne et. al., 2004; Barkan & Cohn, 1994; Cohn et. al., 1991; Chiricos 

et. al., 2004). (Keywords: media, politics, punitiveness, race, racism, tough on crime.) 

Introduction 

 Today, the phrase “tough on crime” is commonplace as we have heard its frequent use in political 

communication stemming back to the early 1960s. Demands for law and order policies were in response 

to changing social conditions, most notably the Civil Rights Movement. Many have argued that anxiety 

concerning crime was no more than opposition to racial reform (Beckett, 1997; Fuurstenberg, 1971; 

Alexander, 2012; Bennet & Tuchfarber, 1975; Unnever et. al., 2008; Wacquant, 2005). Civil rights 

activists and protesters were portrayed as lawless individuals and the Civil Rights Movement was 

personified as the breakdown of law and order by both media and politicians (Alexander, 2012; Beckett, 

1997). Richard Nixon’s presidential campaign was full of racialized rhetoric that appealed to the fears and 
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animosities of many Southern whites. Additionally, his use of the Southern strategy in his campaign 

efforts successfully cemented race as a wedge to polarize poor African Americans and poor and working-

class whites (Alexander, 2012).  

In Racism without Racists, Eduardo Bonilla-Silva introduces the concepts of race, racial ideology 

and racial structure. Although race is a socially constructed concept, it bears very real effects on 

individuals. W.I. Thomas’ Thomas theorem states, “[i]f men define situations as real, they are real in their 

consequences” (Thomas & Thomas, 1928). Bonilla-Silva further argues that “the racial ideology of the 

dominant race tend to become the master framework upon which all racial actors ground (for or against) 

their ideological positions” (2003).  Racial ideology generalizes the interests of the dominant race 

(whites) to the entire society, for instance the American Dream.  

Bonilla-Silva defines racial structures as “the totality of the social relations and practices that 

reinforce white privilege” (2003). Examples of these practices include the Constitution of the United 

States and other legislation that ensured white dominance in America. Racial structures, thus explain how 

a socially constructed notion fosters real effects.  

Slavery, convict leasing, and Jim Crow laws are additional illustrations of racial frameworks of 

the past. After the enslavement of African Americans ended in 1865, Southern whites became fearful that 

African Americans lacked the discipline to become members of society without a clearly defined system 

of order (Alexander, 2012). Additionally, the labor of Black people had been keeping their economy 

afloat for centuries. These concerns resulted in the creation of Black Codes - laws that restricted the 

freedoms of newly freed African Americans. These codes included vagrancy laws, making it illegal to be 

unemployed and promoted segregation of the races. Convicted criminals were ordered to pay fines or fees 

that they frequently could not afford, paving the way for the convict leasing system. The 13th 

Amendment had abolished slavery “except as punishment for a crime,” so Southern whites had managed 

to find a solution to concerns about safety as well as the economy (Alexander, 2012).  

 In Slavery by Another Name Douglas Blackmon (2008) depicts the harsh realities faced by 

prisoners in the convict leasing system. Unlike slave owners, farm owners had no regard for the 
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conditions of prisoners, resulting in brutal beatings and extraordinarily high death rates (Blackmon, 

2008).  Following the dismantling of the convict leasing system, the possibility of free roaming African 

Americans was once again a threat to the social order of white Americans. A new racial caste system had 

emerged, Jim Crow laws. Michelle Alexander, in The New Jim Crow explains, “[b]y the turn of the 

twentieth century, every state in the South had laws on the books that disenfranchised blacks and 

discriminated against them in virtually every sphere of life, lending sanction to a racial ostracism that 

extended to schools, churches, housing, homes, morgues, and cemeteries” (2012). This way of life 

continued until President Lyndon B. Johnson signed the Civil Rights Acts of 1964 into law banning 

discrimination and calling for integration in every aspect of life that had previously been segregated. As 

expected, promises of equality for black Americans created uproar amongst white Americans. Public 

concern about crime became a major issue troubling American society.  

In his 1968 presidential campaign, Nixon emphasized “law and order” and made numerous 

promises to crack down on crime. Conservatives attributed lawlessness and poverty to the black 

underclass by way of Daniel Moynihan’s 1965 Moynihan Report. Moynihan cited black culture as the 

cause of crime: 

“a community that allows large numbers of young men to grow up in broken families, 

dominated by women, never acquiring any stable relationships to male authority, never 

acquiring any set of rational expectations about the future - that community asks for and 

gets chaos. Crime, violence, unrest, disorder, are not only to be expected, but they are 

very inevitable” (1965). 

 

Utilization of the Moynihan Report allowed conservatives to openly discuss their opposition to black 

advancement and special programs aimed at creating additional help for minorities, like welfare and 

affirmative action (Alexander, 2012). This modern racism consisted of antiblack coded language and 

political language that communicated messages of resentment towards African Americans all while 

avoiding being explicitly racist. Elites are able to marshal public attitudes and opinions depending on how 

their delivery as well as the manner in which they frame issues. This delivery frequently includes symbols 

and rhetoric that reinforces deep-rooted stereotypes (Beckett, 1997). “Tough on crime” rhetoric, 

racialized imagery of “welfare queens” and violent criminals, and crack media coverage portraying 
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poverty stricken inner-city neighborhoods reaffirmed the public’s perception of the black underclass 

(Alexander, 2012).  

According to Katherine Beckett (1997), responses to crime are dependent upon explanations of 

criminal behavior. Tougher responses to crime are proposed by politicians who hold the view that 

criminals are biologically “prone to evil.” Furthermore, supporters of punitive measures hold the same 

beliefs and attitudes emanating from slavery and the Jim Crow era. The democracy-at-work thesis and the 

constructionist approach are two opposing theories concerning the upsurge of public attitudes about 

crime. The former holding that the push for law and order policies is triggered by anxieties concerning the 

increasing risk of victimization. On the other hand, the constructionist approach argues that the public’s 

attitudes towards crime and drugs are formulated based on public conversation surrounding the topics. 

Beckett asserts that there was no evidence of legislation concerning crime and drugs being a product of 

public concern (1997). Furthermore, neither the risk nor actual experience of criminal victimization is 

consistently correlated with support for punitive measures (Browning & Cao, 1992; Hagan & Albonetti, 

1982).  

Literature Review  

War on Drugs  

 Following a campaign dedicated to the reestablishment of law and order to American society, 

President Nixon continued to propose harsh responses to crime and issues endemic to certain facets of the 

population. In 1971, he declared a War on Drugs citing drugs as the nation’s “public enemy number one.” 

Nixon called for the waging of war on crime and drugs as a final attempt to reduce crime rates that had 

increased throughout his presidency. In reality, the war had less to do with public fears of crime and more 

to do with public anxieties in regard to race (Alexander, 2012). Crime rates proved that no real progress 

had been made despite his tough sounding rhetoric. The combination of racialized language and imagery 

created clarity in who the true enemy was in the “war.” 

Previously, issues of street crime had been the focus of local and state law enforcement; however, 

Nixon pledged to increase the role of the federal government in fighting crime (Alexander, 2012; Beckett, 
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1997). Support for the War on Drugs was most popular among whites in opposition of black progress 

attributable to the Civil Rights Movement and affirmative action (Alexander, 2012). Although Nixon’s 

War on Drugs seemed promising, attention was soon diverted from street crime to criminal activity in the 

White House with respect to the Watergate scandal (Beckett, 1997). 

 Ensuing the campaign and election of President Reagan, crime and drugs were once again at the 

forefront of political discourse. In 1982, Reagan announced his administration's War on Drugs with goals 

of enhancing the drug war of Nixon’s administration (Alexander, 2012; Beckett, 1997; Wacquant, 2005). 

At the time of Regan’s declaration, less than 2% of the population regarded drugs as the most important 

problem of the nation (Alexander, 2012; Beckett, 1997). The execution of Reagan’s promise saw colossal 

increases in budgets of law enforcement at the state level as well as the federal level. Funding for drug 

treatment, prevention, and education failed to share similar fates as budgets saw major decreases (Beckett, 

1997; Alexander, 2012). Beckett (1997, p. 53) argues that, “[b]y 1985, 78% of the funds allocated to the 

drug problem went to law enforcement, while only 22% went to drug treatment and prevention.” 

Increases in public attitudes that crime and drugs were of utmost importance were garnered after the war 

had already been waged. There is no evidence that these sentiments were held before the war. 

Additionally, in 1981, more Americans felt that reducing unemployment was effective in preventing 

crime than reducing drug supply (Beckett, 1997). Regan’s administration successfully created media 

campaigns that further contributed to the hysteria concerning crime and drugs. Drug related stories on the 

news increased as well as stories in newspapers like New York Times and magazines, such as Times 

(Beckett, 1997). Coverage on crack stories and crack-related violence became larger than stories on the 

Vietnam War and Watergate. As media coverage and interest in crack stories continued to grow it was 

erroneously interpreted as a growing public concern about drugs. 

 Racism 

Most sociologists have reached the consensus that racism involves a tenet of racial inferiority that 

engenders racial preeminence and exploitation (Oliver et,al., 2019). Ensuing the Civil Rights Movement, 

contemporary or traditional forms of racism have declined. As a result, there has been an emergence of 
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new forms of racism that are covert in nature and far more subtle (Unnever, et. al., 2008; Alexander, 

2012; Bonilla-Silva, 2003; Kinder & Sanders, 1996; Dovido et. al., 2005; Gilens, 1995). Although 

contemporary racism is expressed subtly, its effects are just as detrimental as those of traditional racism 

(Dovido et. al., 2005; Gilens, 1995). Kinder and Sanders highlight the components of the new racism, 

“A new racism has come to prominence, one that is preoccupied with matters of moral 

character, informed by virtues associated with the traditions of individualism. At its 

center are the contentions that blacks do not try hard enough to overcome the difficulties 

they face and that they take what they have not earned” (1996, p. 105).  

Additionally, in Racism without Racists, Bonilla-Silva reports a recurring belief known as symbolic 

racism held by white Americans that black Americans have personal shortcomings specific to their race 

that result in their inability to overcome prejudice in the same manner that other minorities have. These 

individuals also believe that racism and discrimination are rare in today’s society, so they pose minimal 

threat to African Americans. Furthermore, many white Americans assume that African Americans are too 

demanding and receive special treatment from the government unnecessarily (Bonilla-Silva, 2003; Kinder 

& Sanders, 1996).  

The idea of “undeserving poor” is yet another facet of the new racism (Henderson et. al., 1997). 

In essence, these are individuals who benefit from affirmative action, welfare recipients, and criminals 

(Unnever et. al., 2008). Unnever, Cullen, and Jonson argue that punitiveness is a result of anger and 

hatred towards black Americans stemming from government assistance (2008).  White Americans who 

hold racial resentments towards African Americans are upset by programs designed to provide differential 

aid to blacks and thus form the belief that Black Americans are undeserving.  

Race and Crime  

Race and crime are inextricably linked in the eyes of the public. Race influences the manner in 

which individuals view crime and it also influences responses to crime. Furthermore, race has been 

proven to influence punitive measures, such as the death penalty.  Centuries-old stereotypes of blacks as 

violent have contributed to harsher responses to black crime (Hurwitz & Peffley, 1997). Typically, when 

individuals think about crime, they envision violent crimes rather than white-collar crimes. News 
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networks and politicians actively work together to program heinous acts of crime to be the only types of 

crime that plague society (Hurwitz & Peffley, 1997). Mass media associates crime with African 

Americans further intensifying already negative generalizations (Gilliam & Iyengar, 2000; Hurwitz & 

Peffley, 1997; Beckett, 1997; Tonry, 2001). Gilliam and Iyengar (2000) argue that media coverage of 

crime is composed of a narrative script that further reinforces stereotypes through the use of racialized 

imagery and the constant depiction of violent crime. Additionally, news coverage acts to misconstrue the 

reality of criminal behavior resulting in heightened fear of crime and punitiveness in individuals with the 

lowest risk of victimization. Furthermore, mass media “racializes political discourse by making policy 

opinions increasingly intertwined with questions of race (Gilliam & Iyengar, 2000). Hurwitz and Peffley 

(1997) assert that our beliefs influence our expectations, memories, and our perceptions; “those who 

stereotype blacks as ‘violent’ or ‘hostile’ may expect blacks to engage in criminal behavior, may attend to 

an recall more instances in which crimes are committed by African Americans, and may interpret the 

behavior of blacks as being somehow ‘violent’ or ‘criminal’” (p. 378).  Media plays a pivotal role in the 

demonization and dehumanization of black criminals and African Americans.  

The Role of Stereotypes 

White Americans are able to attribute negative stereotypes to African Americans through the 

process of typification and thus explain less pleasant aspects of society as a result of individual 

shortcomings within black Americans (Chiricos et. al., 2004). Dovido et. al. (2005) argue that stereotypes 

can act as both a cause and consequence of discrimination. Both typification and dispositional attributions 

for black criminals contribute immensely to ongoing stereotypes. Erroneous generalizations have 

disseminated into law enforcement and the criminal justice system resulting in racial profiling, police 

brutality and punitiveness in sentencing among many other affairs. Stereotypical black crime is any crime 

that consists of excessive violence and aggression. These types of crimes are most important in whites' 

evaluation of blacks as criminals. Moreover, African American prisoners are more likely than white 

prisoners to be regarded as incorrigible (Hurwitz & Peffley, 1997). Not only are African Americans 

perceived to be dangerous and criminals, but of those actually convicted of a crime all hope is lost. 
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Stereotypes of blacks as violent criminals impact the sentencing of those convicted of a crime, the 

perception of those accused of crime, and the treatment of African Americans in daily life. Policy 

attitudes and stereotypes are linked when the policy is punitive and when the crime is especially violent 

with no invalidating information about the perpetrator (Hurwitz & Peffley, 1997). White Americans with 

negative racial attitudes automatically evaluate African Americans disparagingly, and when an event 

occurs that seemingly confirms their biases it causes them to support more punitive policies, especially in 

the case of black offenders. 

Maruna and King (2009, p. 2009) indicate that the most punitive individuals are those who 

believe that “crime is a choice and yet that people who choose crime cannot change their ways.” 

Unfortunately, race plays a major role in the redeemability of offenders. The “biologically criminal” 

mindset generated from Black Codes and Jim Crow laws as well as “perceived inferiority, racially biased 

laws, and subsequent racially based punishments all contributed to criminal-type perceptions of Black 

individuals” (Kleider-Offutt, Bond, & Hegerty, 2017, p. 29). The biological criminal mindset is perceived 

as especially indigenous to black men. Eberhardt, Purdie, Goff, and Davies (2004, p. 876) argue that “the 

mere presence of a black man can trigger thoughts that he is violent and criminal.” According to Kleider-

Offutt et. al. (2017, p. 29), “black men with stereotypical features are more likely to be stereotyped as 

aggressive, violent, and criminal…” A growing body of research has found broad noses, thick lips, dark 

skin, dark eye color, and coarse hair to make up the stereotypical black appearance (Eberhardt, Davies, 

Purdie-Vaughns, & Johnson, 2006; Kleider-Offutt et. al., 2017). Stereotypical features play a considerable 

role in racial stereotypes. When individuals are perceived to have a more stereotypically black 

appearance, they are more likely to be stereotyped than individuals with an appearance that is less 

stereotypically black (Eberhardt et. al., 2006; Kleider-Offutt et. al., 2017; Blair, Judd, & Chapleau, 2004). 

Research has shown stereotyping to be automatic based on the presence of physical features (Bargh, 

Chen, & Burrows, 1996; Blair et. al., 2004; Eberhardt et. al., 2004; Eberardt et. al., 2006; Kleider-Offutt 

et. al., 2017). Blair, Judd, Chapleau (2004) argue that people usually are not aware of feature-based 

stereotyping which creates difficulty in attempting to control bias. Moreover, even when individuals are 
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aware of feature-based stereotyping there is still difficulty in managing bias (Kleider-Offutt et. al., 2017).  

This implicit bias is also found in the criminal justice system. Stereotypes based on Afrocentric features 

lead to misidentification, racial profiling, and harsher sentencing practices (Kleider-Offutt et. al., 2017; 

Blair et. al., 2004; Eberhardt et. al., 2006). In terms of capital punishment, race is especially salient. 

Eberhardt, Davies, Purdie-Vaughns, and Johnson (2006) found that in crimes with black defendants and 

white victims, defendants with stereotypically black features were more likely to receive death sentences 

than individuals with less stereotypically black appearances. Feature-based stereotyping is an area that 

requires much more study; however, research proves that the criminal justice system is deserving of 

reform in several different aspects. It is impossible to ignore the prevalence of race in employing “justice 

for all.” 

Race and Welfare 

 Welfare and welfare recipients are perceived negatively much like crime and criminals. The 

overrepresentation of atypical blacks on welfare in discourse contributes to unfavorable attitudes and 

opposition to the welfare system as a whole. The mendacious stereotype of blacks as lazy has 

disseminated thought regarding government assistance and encouraged bitter responses in terms of 

politics. Ronald Reagan’s story of the “welfare queen” who abuses and relies on government assistance 

permeated the public’s perception of black women on welfare and became one of the main talking points 

of debate between liberals and conservatives (Gilens, 1995; Peffley et. al., 1997; Alexander, 2012; 

Beckett, 1997; Gaubatz, 1995). Unfavorable attitudes of the black underclass have created the belief that 

poverty is a result of minimal effort and work ethic. Negative stereotypes produce racial attitudes which 

are “the most important source of opposition to welfare among whites” (Gilens, 1995, p. 994). Thus, like 

crime, welfare has managed to become racialized through precise rhetoric despite being a race-neutral 

topic on its face. 

Racial Disparities in Support for Capital Punishment 

 Capital punishment has been a controversial topic for years among the American public as well as 

amid political debate, even being completely banned in 1972 following the Supreme Court’s decision in 
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Furman v. Georgia (Unnever et. al., 2008). Although the death penalty was reinstated in 1976, many 

states continued to hold the belief that capital punishment was a violation of the Eighth Amendment’s 

protections against “cruel and unusual punishments.”  

Support for death penalty sentences have been far from harmonious with many notable 

differences in support from black and white Americans. As stated previously, race is a socially 

constructed phenomena that bears very real effects on individuals. For African Americans, race is often a 

stigma causing them to endure differential treatment than their white counterparts. Differences in 

experience are one explanation for racial differences in support for the death penalty (Unnever et. al., 

2008). In regard to punitiveness, Unnever et. al. have found both race and racial animus to be two of “the 

most consistent and robust predictors of support for the death penalty (2008). Unnever, Cullen, and 

Johnson (2008) investigated white racism as an additional cause of the racial divide between black and 

white Americans and their support for the death penalty; they found that white racism predicted support 

for the death penalty and also contributed to the racial divide in support for capital punishment. Hurwitz 

and Peffley state that “the tendency to judge and punish blacks more harshly is particularly prominent 

among whites who perceive African Americans most negatively” (1997, p. 379). Moreover, Barkan and 

Cohn (1994) argue that white support for the death penalty is associated with antipathy towards blacks 

and racial stereotyping. 

Sufficient research on criminal justice has proven that black and white Americans do indeed 

differ greatly among law enforcement ideology. For instance, African Americans are less likely than 

whites to support the death penalty (Sandys & McGarrell, 1995), more likely than whites to have 

perceptions of the criminal justice system as unfair (Hagan &Albonetti, 1982), and are generally more 

liberal than whites (Browning & Cao, 1992). Most African Americans see the criminal justice system as 

unjust while the majority of whites believe the system is “racially neutral and reflects the ideal of equal 

treatment before law” (Henderson et. al., 1997, p. 455). Payne et. al. (2004) argues that the driving force 

behind punitive attitudes is quite complex and different demographic groups require different models to 

explain justifications for punitive beliefs. 
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Cohn, Barkan, and Haltman contend that conclusions of seeming racial consensus in public 

attitudes towards crime are sometimes extensive (1991). On the surface it may seem that America is a 

punitive nation, but in reality, common explanations for punitiveness emerge upon the factor of race. 

Black Americans support harsher punishments due to an actual fear of crime and an increased risk of 

victimization. On the other hand, factors of white Americans’ support for punitiveness tend to involve 

conservatism and racial prejudice (Cohn, et. al., 1991). Affirming the initial statement, there is an 

apparent consensus on punitive beliefs, but it is not a true unanimity. 

Unnever, Cullen, and Jonson (2008) highlight the hypothesis of conflict theory which suggests 

that “racial and ethnic minorities pose a social threat to majority group members” (p. 84).  As a result, the 

government attempts to manage and reduce threat through more punitive crime control measures and 

legislation. For example, the criminalization of behaviors considered to be specific to minorities which 

causes certain groups to become the targets of law enforcement (Unnever et. al., 2008). 

Functions of Punishment 

 As the field of criminology has developed, several different criminologists have speculated upon 

society’s rationale in its practice of punishment. Some have argued that punishment serves the purpose of 

deterrence while others suggest that punishment acts to illustrate unacceptable behavior (Payne et. al., 

2004). Today, there is a consensus on five central goals of punishment: specific deterrence, general 

deterrence, retribution, rehabilitation, and incapacitation (Van den Haag, 1981; Payne et. al., 2004). 

Following the War on Drugs, there was an obvious shift in America’s goals of incarceration to solely 

retribution and incapacitation. Emphasis on punitive measures as appropriate responses to crime resulted 

in less support for rehabilitative opportunities for offenders. Although both the media and politicians 

argue for harsher responses to issues of crime, there is no evidence that punitive measures deter crime. 

(Tonry, 2001). Additionally, Dejong (1997) argues that lengthy prison sentences are more likely to be 

ineffective in preventing future offenses. McCorkle (1993, p. 251) maintains that the priorities of the 

American public tend to be to “incarcerate first, then rehabilitate if possible.”  
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Conclusion 

As is, our criminal justice system is ineffective at achieving equality and “justice for all.” The 

aforementioned literature has illustrated that racism still exists, and it is very real in practice. Many 

studies have found white support for punitive measures to be related to racial animus (Barkan & Cohn, 

1994; Unnever et. al., 2008; Cohn et. al., 1991). However, there is no current evidence that suggests that 

punitive measures are effective at preventing crime (Tonry, 2001). Throughout history, race and crime 

have been proven to be inextricably linked. Increased interest in crime has allowed already biased 

individuals to mask their antipathy for African Americans in the form of fear. Additionally, dog-whistle 

politics have played a role in furthering stereotypes regarding African Americans, especially black 

criminals. Antiblack coded language is also responsible for increased racial animus among Americans and 

has been operationalized in the form of opposition towards black advancement. Racsist whites have taken 

interest in maintaining social order over black Americans since slavery, and this ideology is still 

prominent, albeit expressed differently. Implicit biases regarding African Americans affect the way 

people think about black suspects, defendants, and criminals. Racial prejudice is, in turn, responsible for 

racial profiling, police brutality, and punitiveness, among others.  
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The Push for Contraceptives on African American Women and the Effects It Causes  

by Shanya Webb 
 

Introduction 

“The most disrespected woman in America, is the black woman. The most unprotected person in 

America is the black woman. The most neglected person in America, is the black woman” (Malcolm X, 

1962). For centuries, African American women have been the mule of societal hardship. These women 

have been conditioned through the generations to endure any and everything thrown at them and are told 

to just deal with it. In the United States, being an African American woman is an ongoing lose-lose 

situation. History has demonstrated time and time again that African American women are the least cared 

about, especially everyday society and healthcare. 

In 1863, the Emancipation Proclamation was passed to officially put an end to slavery in the 

Confederacy but to further the implementation of said initiative, amendments thirteen through fifteen, 

known as Reconstruction Amendments, were placed in the constitution to ensure rights to newly 

emancipated peoples (National Archives & Landmark Legislation, 2020). As seen in the United States 

Constitution:  

Neither slavery nor involuntary servitude, except as a punishment for crime whereof the party 

shall have been duly convicted, shall exist within the United States, or any place subject to their 

jurisdiction”, “All persons born or naturalized in the United States and subject to the jurisdiction 

thereof, are citizens of the United States and of the State wherein they reside. No State shall make 

or enforce any law which shall abridge the privileges or immunities of citizens of the United 

States; nor shall any State deprive any person of life, liberty, or property, without due process of 

law; nor deny to any person within its jurisdiction the equal protection of the laws”, and “The 

right of citizens of the United States to vote shall not be denied or abridged by the United States 

or by any State on account of race, color, or previous condition of servitude. The Congress shall 
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have power to enforce [these articles] by appropriate legislation.” (U.S. Const. amend. XIII, XIV 

§ 1 & XV) 

With the implementation of federal laws based on these amendments that were intended to secure 

the liberties and freedoms of African Americans, society became creative in other ways to marginalize 

African Americans in the 20th century. These included Jim Crow laws, debt peonage, discriminatory 

crime, housing, and educational policy, etc. For African American women in particular, the healthcare 

system proved to be the most detrimental for them. From the slave era to modern day, history notes 

racially induced medical practices, such as cesarean sections and ovariectomies (surgical removal of one 

or both ovaries), were performed on African American women without their knowledge and consent 

(Washington, 2008). African American women were being systematically denied health rights and 

freedoms, such as but not limited to: freedom from forced sterilization and contraception; freedom from 

torture and coercion when making decisions pertaining to reproductive health; access to quality 

reproductive healthcare, etc. (LSRJ, 2010; Roberts, 2017). A movement, known as the eugenics 

movement, surged through the United States in the 20th century, particularly affecting African American 

women, by advocating for “[the prevention of] the production of defective persons” and the 

cleansing/bettering of the human race (Black, 2012, p. 56).  To further implement this discrimination, 

there were laws, court rulings, and policies put into place to control the reproduction of African American 

women (LSRJ, 2010).  

To further understand these injustices and disparities, this study aims to address the following 

research questions: In what ways does the healthcare system marginalize African American women 

through contraceptives? How do contraceptives affect the mental health of the African American 

community? 

Methods 

Upon a preliminary review of literature, it was found that there is not any pre-existing research 

that analyzes literature in a manner such as this. Many research articles and books pertain to 

understanding the eugenics movement or highlighting the physical/mental side effects of contraceptive 
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usage. Past studies overlook how this plays a part of a bigger issue: the continuance of the systemic 

infringement of civil and health rights in modern day. It was important to find a method that allowed for 

the in-depth exploration of this idea. The primary research method for this study was a detailed review of 

the literature. This method involved the reviewing of books and various literature found in databases 

pertaining to contraceptives and its effects on the African American community. Keywords that were 

used for literature refining are the following: contraceptives/birth control, eugenics/eugenic legislation 

and jurisprudence, sterilization, reproductive health rights, African American women, women 

health/gynecology history, civil rights, race discrimination, sex education in African American 

communities, African American men and birth control/contraception. Based on any information that fit 

into these criteria, the existing literature was refined further by the following categories: history of 

healthcare for African American women, the social perception of birth control in the African American 

community, and the various programs and initiatives that advocate for contraceptives. Any literature that 

fit into this criterion was annotated and analyzed for the purpose of this research.  

Literature Review 

The reviewed literature for this study demonstrates that African American community, 

specifically women, and the healthcare system within the United States has always been an ongoing tug 

of war. Dating back to the institution of slavery up until present day, African American women endured 

countless problems when dealing with healthcare professionals and the system they represent. America 

made it known, from the 1800s, that African American women are merely only viable for scientific 

purposes. At the start of the 20th century, body autonomy became a popular ideology amongst women, 

thus kick starting the modern-day violation of African American women’s reproductive rights and its 

impact on the African American community.  

Reproductive Violations before the 20th Century 

During the 19th century, a few breakthroughs in medicine occurred through the violation of the 

reproductive system of African American women. For example, between the 1820s and 1830s, Dr. 

François Marie Prévost from Louisiana performed and perfected the caesarean surgery on “enslaved black 
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women” (Washington, 2008). Similar to the cesarean, successful surgeries, such as ovariectomies and 

removal of bladder stones, were done through radical and unconsented experimentation on enslaved 

African American women by notable White male physicians (Washington, 2008). When asked about test 

subjects, Dr. James Marion Sims chose to downplay the torture he placed upon enslaved women by 

identifying them as having “indomitable courage” and being “long suffering women” instead of 

mentioning the substance abuse he inflicted upon them to control their behavior so they could not 

consciously oppose being operated upon (Washington, 2008, p. 67). It was a popular notion amongst 

scientists that African Americans were incapable of physical and emotional pain/distress, thus providing 

White male doctors reason to ignore the pain they inflicted (Washington, 2008). Due to this, any 

expression or outcry of pain was described as “fabricated by default” or “malingering”, which wielded the 

infliction of more pain (Dunsenbery, 2019; Washington 2008). Albeit ethically and morally wrong, the 

progressions these surgeries and experimentations brought to medicine held heavier weight than the 

manipulation of Black bodies.  

The Primary Targets for Contraceptive Practices  

The implementation of federal laws to ensure the freedom and liberties of African Americans 

ushered in the 20th century. At the start of the 1900s, an era of contraceptives and feminism was 

introduced to the American public. The most known person during this time was the pioneer Margaret 

Sanger, founder of the birth control movement, because of her overwhelming defense for its importance 

in the late 1920s (Roberts, 2017; Washington, 2008). She dedicated most of her life to the advocacy of 

women being able to have body autonomy via contraception (Roberts, 2017). Around this time, eugenics, 

a notion of pseudoscience that intertwines antiblackness and elements from Nazi racial purity programs, 

became a very popular movement in America as well (Black, 2012; Roberts, 2017). After coming across 

this knowledge, Sanger began to integrate these ideals and operate under the notion that “birth control is 

the same as eugenics and eugenics is birth control” (Black, 2012, p. 140). As a committed eugenist, she 

felt that America needed “more children from the fit” and “less from the unfit” (Black, 2012, p. 131). As 

seen in her handbook What Every Boy and Girl Should Know, Sanger mentions how the only way to stop 
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the repetitive cycle of ignorance and poverty is to “stop breeding these things” (Fleury, 2019, p. 5). It has 

been found that Sanger always viewed those of darker skin to be inferior to those of lighter complexions, 

thus making her target quite obvious (Fleury, 2019).  

Margret Sanger was not the only leader in the reproductive rights movement that was pro-

eugenics, but due to her being noted as the founder of Planned Parenthood (a prominent reproductive 

rights organization in the United States), she was the most renowned (Roberts, 2017). Although disguised 

as science, American eugenicists/pro- eugenic activists saw this as a way of targeting those who were 

“mentally defective, socially unfit, and racially unfit” and preventing them from creating offspring who 

would repeat the cycle (Black, 2012, p. 145).  Before the invention of the birth control pill in the 1950s 

and 1960s, the primary methods of prevention included, but did not limit it to: sterilizations, segregation 

via jail or mental institution, and enforcing eugenic-based legislation (Black, 2012; Larson, 1996). These 

methods had a direct negative effect on African American women and how healthcare providers cared for 

them before and after the birth control pill hit the market. For example, in 1907, Indiana Governor Frank 

Hanly signed into law a bill allowing for the mandatory sterilization for rapists, criminals, and idiots & 

imbeciles in state possession, the first eugenic statue in the United States (IHB, 2007). This law ushered 

in legal precedence for physicians to operate on African American women the state deemed unfit to 

propagate. Shortly after Indiana, other states, began to pursue forced/mandatory sterilization to those 

whom the state deemed deserving (Larson, 1996). Mental hospitals and facilities sprung up in the 1920s 

in the Deep South to commit the “mentally retarded”, but in Alabama, this included any person that was 

confined to “a poor house, jail, an orphanage, or boarding school in the State” (Larson, 1996, p. 84). In 

1927, the United States Supreme Court ruled in Buck v. Bell, a case in which a 17- year old White girl 

named Carrie Buck was approved of sterilization by the Virginia Colony for Epileptics and 

Feebleminded, that a state statute requiring mandatory sterilization for the “unfit” for the health and well-

being of the state did not violate the fourteenth amendment, providing constitutional security for the 

procedures to continue being that the ruling has never been overturned (Holmes & Supreme Court, 1926). 
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Abuse of Power and Government Funds 

After the ruling of the Supreme Court in 1927, most of the sterilization procedures performed on 

African American women were done so at the hands of “doctors paid by the government” who were 

supposed to provide them with proper health care (Roberts, 2017, p. 90). In the 1960s and 1970s, 

government assistance programs in western and southern states were coercing African-American women 

into getting sterilized, primarily those on welfare and a part of government-funded family planning 

initiatives (Roberts, 2017; LSRJ, 2010; Stern, 2005). Also, during this time, medical residents were 

permitted to perform unconsented hysterectomies on underprivileged African American women in 

teaching hospitals (LSRJ, 2010). Fannie Lou Hamer, prominent civil rights leader and known advocate 

against the coerced/involuntary sterilizations, spoke out about her experience in Mississippi (Brown, 

2017). She spoke of needing surgery to remove a cyst in 1961 and how this resulted in a hysterectomy at 

the North Sunflower County Hospital in Mississippi (Brown, 2017). She later mentioned that these 

sterilizations became so normalized in the African American community, she called them “Mississippi 

appendectomies”, mainly because doctors would tell these women that they needed their appendix 

removed as a way to perform tubal ligation surgery (Brown, 2017; Hutchinson, 2011). In 1964, 

Mississippi Senator T. M. Williams introduced a bill to allow the punitive sterilization of women 

(including married couples) with illegitimate children as an alternative to facing jail time, primarily those 

receiving aid from government-funded parent aid programs (Paul, 1968). Although the bill was killed in 

the Senate Public Health Committee, the sterilizations continued to roughly six out of ten African 

American women (Brown, 2017).   

More African American women spoke out against coerced sterilizations, but the Relf sisters 

grabbed national interest in 1973. In June of that year, nurses from the Montgomery Family Planning 

Clinic gave the mother of Minnie Lee and Mary Alice Relf the general notion that she would be 

consenting giving her mentally disabled daughters on birth control (Relf v. Weinberger, 1973).  In 

actuality, the nurses played on her illiteracy and tricked her into signing a consent form for a sterilization 

procedure for her daughters (Relf v. Weinberger, 1973). The Southern Poverty Law Center, for the Relf 
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sisters, filed a lawsuit against the Department of Health, Education, and Welfare which led to the 

uncovering of the sterilization abuse on behalf of government funded agencies (Relf v. Weinberger, 

1973).  

In 1974, the ruling of Relf v. Weinberger concluded that it is illegal for a minor to undergo 

sterilization via a federally-funded program and that the regulations in place for sterilizations be amended 

to prohibit “persons legally capable of consenting from being intimidated or coerced” (Shapiro, 1985, p. 

91).  With these rules and new adjustments in place, there was no definitive way to guarantee compliance 

from every state. Five years prior to the corrected rules, a research group found that seventy percent of 

hospitals still performed sterilizations on Medicaid-covered recipients (Shapiro, 1985). Less than a year 

after the ruling and again years later, it was found that more than half of hospitals were avidly 

noncompliant and about one-third of hospitals were unaware of the regulations (Shapiro, 1985). 

Medicaid-covered recipients were still being pressured into believing their coverage would be lost if they 

did not consent to being sterilized (Shapiro, 1985). Forced consents during labor and the sterilizations of 

minors were still occurring (Shapiro, 1985).  

The Intertwining of Contraceptive Methods and the Drug Epidemic 

Prior to 1980, illegal drug usage had been seen as a national problem in the United States (NRCC, 

1993). Heroin and cocaine were seen as a public enemy number one, until 1980 and the emergence of 

crack cocaine (NRCC, 1993). In the 1980s and 1990s, the nation feared for the rising number of what was 

coined as “crack babies”, or babies exposed to crack cocaine in utero (Barone, 1994).  This fear only 

fueled the foundation of organizations such as C.R.A.C.K (Children Requiring a Caring Kommunity), 

better known as Project Prevention. As seen in their mission statement, their goal was to offer up to $200-

$300 to addicts to be placed on long-term birth control and/or sterilized in order to prevent the increase of 

children in foster care (Project Prevention: Our Mission, 2004). This organization was founded by a white 

woman named Barbara Harris, who before starting the organization, advocated for legislation in 

California that would make it necessary for addicted mothers to be on long-term birth control (Monroe et. 

al, 2005). Once she founded the organization, she required proof or addiction and contraception prior to 
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payment (Monroe, et. al, 2005). Being that the crack era completely ravaged the African American 

community, the intertwining of eugenics and drug treatment was not needed. Programs such as 

C.R.A.C.K pushed the idea that children or potentially born of a drug addicted parent were better off not 

being conceived.  

Contraception and African American Men 

African American women were not the only target for contraceptive methods, African American 

men were victimized as well. As mentioned previously, in 1907 state governments (starting with Indiana) 

signed into law that the state had authority to sterilize prisoners if deemed unfit to bear children (IHB, 

2007). Being that this has not been overturned, countless male prisoners have been subjected to 

unconsented sterilizations (Perry, 2017). In 2002, in Gerver v. Hickman, the courts found that not only do 

prisoners not have the constitutional right to procreate, but the right to produce offspring and the right to 

be free from sterilization were not one in the same (Gerber v. Hickman, 2002). As much as it would be 

ideal to be far removed from this ideology, prisons in the United States still conduct these sterilizations on 

its populations, sometimes offered in exchange for days off an existing prison sentence (Rosenblatt, 

2017). It is possible that this contributes to the reason there are low vasectomy rates amongst African 

American men and their disdain towards invasive contraceptive methods for the overall African American 

community (Eisenberg et. al, 2009; Thorburn, 2007). 

Contraceptives and African American Adolescents/Young Adults 

As seen in studies in 2012, African American women are less likely to use contraceptive 

methods, primarily hormone-based contraceptives, due to their belief that minorities and poor people are 

more likely to be used as lab rats as opposed to white women (Rocca et. al, 2012). This is seen highly in 

African American, low- income communities for adolescents due to the lack of access to “comprehensive, 

age-appropriate, health and contraceptive services” (Meyers et. al, 1995). Due to this insufficiency and 

discrimination, African Americans, ages 14-45, were likely to choose the use less effective contraceptive 

methods, such as withdrawal and condoms, when given a choice (Kossler, 2011).  

 



2020 TRIO MCNAIR SCHOLARS RESEARCH JOURNAL 

179 

Conclusion 

All in all, the literature does a great job on examining and explaining eugenics and how 

contraception was and continues to be forced onto African American women. The major theme discussed 

here⎼abuse of power⎼seemed to reflect the inhumane history between African Americans and 

contraceptive methods and how it played a part in decisions made in recent years. In regards to the 

research questions, contraception has negatively affected the African American women, and the overall 

community, in ways that were not originally sought for prior to the beginning of this study. For many 

years, African American women were viewed as a means to an end, which in turn directly impacted 

African American men and children. This in-depth literature review is one of the first to examine the 

origins for contraception and how negative ideals trickle down and impact an entire community and its 

future generations.  

The only limitation for this literature review was the lack of literature on African American teen 

boys/adolescents and their attitudes on contraception. A future possible study could provide insight into 

their opinion on sterilization, birth control pills/implants, condoms, and family-planning options. The 

research could also go into how the prison-industrial complex and ICE program perpetuates this 

infringement of civil and reproductive rights on minorities (including Native American and Latinx 

communities).  
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