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educational psychology. They were published as L.R. rather than Lorrie because the publisher
felt a female author would not be as accepted as a male, so initials were used. The educational
research text became the best-selling book of its kind and her publisher estimates that 1 out of
every 2 students in the field has used this text.

The recipients of this award walk in the shadow of someone who cared for every student, and
fought to make our course in educational research the best of its kind because she knew this was
the way to best serve students. If you have taken the course you know what it requires and as you
realize the skills you have attained through her efforts, you appreciate her efforts to this day,
years after her passing.

It is anticipated that one award will be presented annually to the student whose research best
exemplifies Lorrie’s high standards. In the case of multiple authors for the same paper, multiple
awards will be bestowed.

The awards are determined based upon papers submitted for presentation at the South Florida
Education Research Conference. Award decisions are determined by the judgment of the faculty
members serving as the L. R. Gay Award Sub-Committee.
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Barnes & Noble Best Faculty-Student Paper Award

The purpose of the award is to acknowledge, in the name of Barnes and Noble, outstanding
scholarship on a paper written by a faculty-student(s) team and presented at the Annual South
Florida Education Research Conference.

It is anticipated that one award will be presented annually to a faculty-student team. In the case
of multiple authors for the same paper, multiple awards will be bestowed.

The awards are determined based upon papers submitted for presentation at the South Florida
Education Research Conference. Award decisions are determined by a panel of faculty and
students serving as the Barnes & Noble Award Sub-Committee.
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The Lynn University Outstanding Poster Presentation Award

The purpose of this award is to acknowledge, in the name of Lynn University, outstanding
scholarship on a poster created by a student and presented at the Annual South Florida Education
Research Conference.

It is anticipated that one award will be presented annually to a student presenter who, based upon
the quality of his or her poster and presentation as a whole, meets all specified award criteria as
determined by the South Florida Education Research Conference award committee.

Criteria for this award include, but is not limited to, organization, visual appeal, definition and
clarity of the problem, clarity of research methods, interpretation and discussion of the results,
and overall verbal presentation of the poster.
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Queer Theory or Queer Choice of Identification?

Jennifer Kross
Florida International University, USA

Abstract: The word queer has been used to identify gay, lesbian, bisexual people.
Queer theory came from the roots of the gay and lesbian rights movement, but
became synonymous with gender identity issues. Queer and queer theory are no
longer appropriate identifiers for gay, lesbian and bisexual people. They are
counterproductive to assimilation into mainstream society.

The term queer, as it is used in queer theory within the academic circles of education, is
polarizing and a misnomer that complicates the integration and normalization of same sex
relationships into mainstream society. This integration into mainstream society is necessary in
order to secure the rights and responsibilities accessible to all recognized members of society.
To enable this integration, the use of the word queer and queer theory as an academic platform
must be halted or redefined to remove the stigmatizing effects on gay, lesbian , bisexual people
as they gain equal rights in society. The term sexual minority, though inadequate due to its
exclusive identification of people based on their sexual behavior, is more appropriate to use for
gay, lesbian and bisexual people. This is due to the lack of gender issues that are intrinsically the
issues that transgendered, hermaphrodites, pansexual, two spirit, and other gender conflicted
people must deal with in our society.

Queer is defined as odd and outside the norms of heterosexual society. Queer was used as
a derogatory word to describe gay, lesbian and bisexual people for many generations. In more
recent years, the word queer has been used to describe not only gay, lesbian and bisexual people,
but also people with gender identity issues such as transgendered, hermaphrodites, pansexual,
two spirit, and other sexually based sociological subgroups. This umbrella term began to include
people who self-identified as having gender identification issues, some of whom were
homosexual and some who identified as heterosexual. “Queer theory in this broader sense now
has so many branches, and has developed in so many disciplines, that it resists synthesis”
(Warner, 2012, p. 1). In the recent past, some gay, lesbian, bisexual people and their supporters
have reclaimed the word queer much in the way that some Black Americans have chosen to
reclaim the “n” word (Sheared & Sissel, 2001). Historically, the reclamation or reappropriation
of a derogatory word has taken away the negative sting of the insult and has been intended to
empower the people who were oppressed by the negative use of the word. In the early history of
the fight for gay, lesbian and bisexual rights, it was important to reclaim the word queer in an
effort to defuse the power of the word to define separateness, differences and the inference that
being queer was somehow a perversion of nature as defined by mainstream heterosexual society.
As Boyd (2011) observed,

Anyone who has studied queer theory immediately gets how this framework is useful

beyond analyses of sexuality, yet those who haven’t been trained as such see two scary

words: queer and theory. ... either word can prompt a serious phobia (para. 4).

Our society has chosen to separate people into several categories of sexual orientation.
The primary separations have been designated gay or straight. Gay is generally considered
inclusive of leshians and gay men; homosexual people, and the term straight exclusively
indicates heterosexual people. The label of queer was used in a derogatory manner meant to



indicate a “less than” position in society, which was reflected in discriminatory laws and
practices. However, it was later in the gay rights movement that gender identity issues, separate
from hetero/homosexual issues, became lumped under the label of queer.

In the 1990s, a movement named queer theory developed to draw attention to the need
for inclusive writings, teachings and respect toward sexual minority people. “W/e [queers] are
often not represented in real or meaningful ways in curricula and instruction in exclusionary
mainstream learning circles” (Sheared & Sissel, 2001, p. 265). It was thought that educators
could use the word queer to open dialogues about sexual orientations as well as draw attention to
the need for civil rights for people who identified themselves as gay, lesbian or bisexual (Green,
2007).

This small minority of intellectuals, sociologists and educators were able to stress the
need for recognition of gay, lesbian and bisexual orientations as a legitimate, naturally occurring
phenomenon that deserved respect, dignity and legally protected rights in our society. Their
thinking was that destabilizing the norm present at that time in our history meant the full
recognition of gay, lesbian and bisexual people as citizens with the same rights as heterosexually
identifying people. This was necessary because homosexual and bisexual people were being
discriminated against in employment, housing, lending and other areas that decreased the quality
and safety of their lives.

Teresa de Lauretis (1991), recognized as the founder of queer theory, first applied the
term queer, in “Queer Theory: Lesbian and Gay Sexualities.” Her reappropriation of the word
gueer was an attempt to empower gay, lesbian and bisexual people. The social activist group
Queer Nation was formed in 1990 to make a political statement, fight homophobia and the
discrimination against gay, lesbian and bisexual people. Queer theory was born of these roots.

This paper examines the need to remove the word queer as an identifier for gay, lesbian
and bisexual people and the phrase queer theory to describe the study of these people. The
conflagration of gender and sexual orientation, the importance of naming a community and the
impact on social justice will be explored. This will support the conclusion that the word queer as
defined in queer theory is incorrect nomenclature and damaging to the very people it seeks to
support.

Queer Conflates Gender and Sexual Orientation

Queer theory came from the roots of the gay and lesbian equal rights movement, but soon
became synonymous with gender identity issues. “queer focuses on mismatches between sex,
gender and desire” (Jagose, 1996, p. 3). Jagose (1996) even went so far as to as to state that the
word queer has been associated with leshian and gay topics and people, but also includes topics
such as cross-dressing, hermaphroditism, gender ambiguity and gender-corrective surgery. It
even questions the definitions of apparently unproblematic terms such as “man” and “woman.”

Within the queer theory movement, there began a discussion of gender, gender roles,
and gender preference in relationship to the gay, lesbian and bisexual orientation of people. One
of the founders of the queer theory movement defined gender as the “fully and dichotomized
social production and reproduction of male and female identities and behaviors” (Sedgwick,
1990, p. 28). The inference of this was that sexuality cannot be separated from gender in
discussing gay, lesbian or bisexual orientations. However, this same discussion does not often
take place surrounding heterosexual orientations and gender roles. Although there may be issues
for some people regardless of their sexual orientation such as gender fluidity or the dichotomy of
physical gender versus gender roles, these are not typically described as queer (Posocco, 2009).



Queer theory suggests that cross-gendered identification is common to all people. “How
normative gender does not always line up with normative sexuality and how cross-gendered
identification is not the aberration, but the very condition of gender norms” (Butler, 1999, p.18).
This statement by Butler seems to suggest that there are gender identity issues in all people; this
is not true. This is unfounded and limiting, because most people who are bisexual, gay or leshian
do not have gender identification issues. Furthermore, it is disrespectful to people who are
dealing with gender identity issues who, when they are able to live in their self-identified
“normal” gender state, actually endeavor to be recognized as heterosexual. The issue arises
when people hear the word transgendered and think it means another type of gay; however, not
all transgender people are gay (Herman, 2011). Studies conducted to study transgendered and
bisexual people in the same study illustrate the basic lack of understanding of the characteristics
of these two groups of people (Ferguson, 2013). This further illustrates that even within the
context of queer theory; there is significant disagreement of the definition of queer and the
consequent importance of naming these groups.

Itis All in a Name

The importance of naming a community cannot be overestimated. Community has been
identified as “a group of people with diverse characteristics who are linked by social ties, share
common perspectives, and engage in joint action” (MacQueen, McLellan, & Trotter, 2001, p.
1929). The social ties, common beliefs and actions of a community affect their political, social
and even financial relationships. Belonging to a community means that the members of that
community will be treated as a group instead of as individuals. Community affects the way that
society interacts with us. Community is also a recognition and celebration of our common
culture and experience. When the community is defined as queer, the results affect civil rights,
laws and privileges that members of that community can participate in within mainstream
society. It may seem on the surface of this definition that gays, lesbians and bisexuals share a
common community with people dealing with gender issues such as transgendered and other
gender identity sub groups, but in reality, there are no gender issues at work in most gay, lesbian
and bisexual people. There is a historical context to the word queer as an identifier that grouped
people with sexual behavior outside the heteronorm of our society together. This nomenclature
has outlived its correctness and usefulness and the word queer has become a barrier to the
necessary integration into mainstream society that gay, lesbian and bisexual people demand and
deserve (Grace, 2004). The reclaiming of the word queer and the evolution of queer theory has
become an unintentional, but heavy yoke around the necks of gay, lesbian and bisexual people at
this time in our history.

Queer theory was originally intended to provide greater inclusivity in regards to
heterosexually based writings and teachings and to specify who was included in these groups.
Queer theory has made the serious and simplistic error of identifying people simply by whom
they chose to have physical sex with and then suggesting that this indicates that gay, lesbian and
bisexual people have gender identity issues. It has also drawn the incorrect conclusion that
having sex with a person who is of the same sex as you indicates that you are dealing with
gender issues. This affects society’s acceptance of gays, lesbians and bisexuals as equal members
of society and affects the laws that govern rights and behaviors. It affects social justice.

Social Justice
In our heterosexually dominated culture, gay, lesbian and bisexual people have been
pigeonholed by the perspective that same sex relationships indicate gender identity issues. “It is
important to understand that LGBTQ persons who reclaim queer and use it as a descriptor are



doing so to remind other people that some words have histories connected to stereotypes that
defile and dismiss those named” (Grace, 2004, para. 3). Additionally, as gay, lesbian and
bisexual people begin to claim and exercise their rightful place in society with the full rights due
them as human beings, they cease to be “marginalized” members of society. A good example of
this is the United States Armed Forces policy of Don’t Ask, Don’t Tell. This policy established
in 1992 as a response to the original Uniform Code of Justice banning homosexuals from serving
in the United States military, was meant to hide the identity of gay, lesbian and bisexual people,
thereby limiting the resulting discrimination in our military. This policy proved to be destructive
and hurtful not only to military personnel, but to families and society as a whole. In December
2011, this policy was repealed and gay, lesbian and bisexual members of the United States
military are now able to serve openly while enjoying the same legal rights as heterosexual
members of the military. To use the word queer to describe these soldiers would place a barrier
in the road of some heterosexual members of our society in their endeavor to understand that
gay, lesbian and bisexual people share the same hopes, dreams, and fears as other soldiers. Queer
does not promote assimilation, but rather separateness. If the word queer incorrectly implies that
these people have gender identity issues, it becomes more confusing for mainstream society to
gain the necessary understanding of gay, lesbian and bisexual people as people who have sexual
and intimate relationships with people the same sex as themselves, but who in most other aspects
of their lives are themselves quite mainstream.

Gay, lesbian and bisexual people need to be recognized and appreciated not just as
sexual beings, but in the same holistic manner as heterosexuals. When observed holistically, it is
easy to recognize the similarities in heterosexual and homosexual people due to the absence of
gender issues in both of these populations. Same sex relationships are not about gender issues,
but about the sex of one’s partner. Few would suggest that heterosexuals intrinsically have
gender issues, and this is true for gays, lesbians and bisexuals as well. This is not to suggest that
there is anything unacceptable about people with gender identification issues, but to illustrate
that their issues are no less important, but very different from gay, lesbian and bisexual issues.

Gay, lesbian and bisexual people were in a very different place politically and as an
accepted group in society in 1990 when queer theory was formed, than they are in 2014. Having
moved ahead to full citizenship in many places in the world and continuing to gain ground in
civil rights in other parts of the world; gay, lesbian and bisexual people are becoming fully
participating, protected members of society. As a result, many gay, lesbian and bisexual people
no longer identify themselves as queer. The word queer has come to represent a different- ness
and resulting separation from mainstream society that most gays, lesbians and gays wish to avoid
(Rivera, 2013). Queer has become a term that suggests conflict and resistance to mainstream
society. This does not reflect the significant changes that have occurred in our society and the
resulting integration into the dominant society. As society becomes more aware of gay rights as
equal rights, it is crucial that similarities to heterosexual culture be emphasized to help eliminate
prejudice. There is still a need to celebrate our cultural differences, but gays, lesbians and
bisexuals need to integrate into mainstream culture and law. It is only in self- identification as
people instead of “queers” and the consequent acceptance of heterosexual society to that fact,
that gays, lesbians and bisexuals will be able to enjoy the same freedoms and rights as all people.

Conclusion
Queer theory once provided an important function even in its inadequacy and inaccuracy,
but is a concept that has outlived its time and usefulness. It called for action and change at a
time when gay, lesbian and bisexual people were being actively discriminated against in society



for being who they were. In scholars attempts to be just and inclusive, the word queer and the
resulting queer theory took on meanings that were broad and inaccurate. There is no room for a
theory that suggests that simply being gay, lesbian or bisexual means that people are by
definition dealing with gender identity issues. It is important to note that queer theory has only
been utilized as an academic theory and has not significantly impacted daily lives. There is no
discussion of queer theory by politicians or lawmakers. It has stimulated important discussion
and writings in academic circles, but this has not significantly impacted the struggle for social
justice.

Future research may prove that most lesbian, gay and bisexual people do not identify
themselves as queer, that the inaccurate suggestions of gender identification issues have defeated
the purpose of reclamation of the word queer. Research may also show that most people consider
the word queer disrespectful and that it has become a barrier to equal rights and protection under
the law. This research needs to be pursued and could result in gaining an appreciation and
understanding of the human characteristics we all share.

It is important to thank the scholars who worked so hard in previous years to draw
attention to the issues of gay, lesbian, bisexual, transgendered, genderqueer, intersex, asexual,
two-spirited and other sexual minority peoples. As gay, lesbian and bisexual people continue to
move toward recognition, respect, assimilation and normalization of sexual orientation
identification for all people, it is also essential to respectfully support the people dealing with
gender identification issues and their efforts of dealing with their own unique issues and their
right to label themselves in whatever way they choose.
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Bottom Identity: Matters of Learning and Development
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Abstract: Bottoms—gay men who prefer to be penetrated, sexually—are more
stigmatized than other gay men, and may develop and experience identities
differently than other gay, bisexual, or heterosexual men. This paper explores
intimate, interpersonal, and social issues and contexts in which bottoms perform
and embody psychosocial and sexual identities.

Sexuality is one of the most complicated, yet understudied aspects of human behavior.
Despite sexuality being “the source of our most profound private emotional and physical
experiences” (Edwards & Brooks, 1999, p. 49), the subject “has remained un-discussable in
everyday life” (p. 55) and as an area of interest and investigation. In contexts where dialogue about
sexuality is considered appropriate, a number of dynamics tend to shape discussion, such as power,
vulnerability, control, dominance, submission, and intimacy (Kippax & Smith, 2001). Many of
these dynamics are the same or similar to those dynamics dictating the development of individuals’
identities, both sexual and non-sexual. However, conversations about sexuality rarely move
beyond our most basic understandings of orientations (such as heterosexual, bisexual, and
homosexual), temperaments (such as conservative/traditional or progressive/nontraditional) or
morality and/or religion.

The diverse sexualities of gay men remain underexplored. Gay men may exhibit several
different sexual role preferences that are as much a part of their identities as being gay itself
(Hoppe, 2011). For example, some gay men identify as tops (generally prefer to penetrate during
anal and/or oral intercourse), some identify as bottoms (generally prefer to be penetrated), some
identify as versatile (generally exhibit no particular preference for penetrating/being penetrated),
and some do not subscribe to any of these labels. The complexity of the meanings and connotations
of penetration among gay men “is muddled by stereotypes, preconceived notions, exaggerated
scenarios...and the inadequacy of the language we use to address [the] issue” (Underwood, 2003,
pp. 13-14). However, this does not negate the need to continue to study the significance and
consequence of the labels gay men use and to which they subscribe. Thinking about bottomhood as
an identity is a particularly compelling place to begin because of the stigmatization often
experienced by these gay men, both within and outside of communities of other gay men (Hoppe,
2011). Men and women of all sexual orientations still believe men compromise their masculinity
when they allow penetration. Thus, “bottoms are judged on an entirely separate scale” and are
often “more severely stigmatized because” penetration “is considered feminizing and shameful”
(Underwood, 2003, p. 3). Men who identify as bottoms and allow penetration by other men may be
likely to develop and experience their identities differently than other gay men and certainly
heterosexual or bisexual men. The purpose of this paper is to explore the intrinsic dispositions and
extrinsic motivations that may lead some gay men to perform and embody “bottom identities” in
intimate, interpersonal, and social contexts. In the remainder of this paper, we discuss how sexual
preferences and behaviors are scripted and enacted in gay men’s lives; the sexual, emotional, and
physical dynamics of gay men’s sexuality; and the implications for adult learning and education as
a field that may be more inclusive of gay men’s experiences constructing, negotiating, and
performing their identities.



The Scripting of Gay Bottom Identities

Sexual scripting (Simon & Gagnon, 1973) considers sexuality “as a social process rather
than a biological imperative” (Irvine, 2003, p. 490). Sexual scripting involves the embodiment and
perpetuation, often unconscious, of codes that have become the baseline for human behavior
(Simon & Gagnon, 1973). Such scripting processes might include when some men hold doors
open for women, and in turn, some women may learn to expect or desire this behavior in male
partners. Both the man’s holding doors open and the woman’s reaction are part of the social script
of chivalry, in which men and women learn how to interact with one another in a particular manner
and may reproduce the script by performing it in both sexual and non-sexual contexts. Even such
heteronormative scripts can have an impact on gay men’s interactions and sexual behaviors. For
example, because of the assumed and stereotyped passivity of being penetrated, bottoms may be
viewed as “the woman” in intimate relationships. Their roles and the way they are treated by the
partner who is “the man” might mirror or be likened to interaction seen in heterosexual couples.
Sexual scripts also become a way of understanding and interpreting sexual behaviors (Simon &
Gagnon, 1973). Scripts occur on three levels: intrapsychic scripts (e.g., those experienced by an
individual, “I am a bottom, so that means | am passive”), interpersonal scripts (e.g., those
experienced between people, “We are both bottoms, so we are sexually incompatible™), and
cultural scenarios (e.g., socially-constructed expectations, “You are a bottom, so | expect you to let
me, as a top, be in charge”). However, “script” is not a direct synonym for “learned action”—all
scripts occur in some way on each of the three levels, and identical actions in different social
settings indicate different meaning by taking consciousness of actions into consideration.

Feminist theories are also helpful in understanding the social location of gay men who
bottom. Because of their subverted sexual position, gay men do not enjoy the same benefits of the
patriarchy, and thus, feminist theory can be a lens through which to understand their experiences.
In “Thinking Sex,” Rubin (1984) introduced the charmed circle to describe sexualities that have
society’s seal of approval: heterosexual, married, monogamous, procreative, intra-generational,
intra-racial, etc. Bottoming is often considered shameful because of its association with the anus
(Guss, 2010) and because it is thought of as “femininizing” (Morin, 2010, p. 107). Although still
judged for having sex with men, people can more easily understand the role of a man who
penetrates. The concept of masculinity is one with which gay men must grapple and negotiate.

Many gay men who have identified as bottoms at one point in time actually choose to
abandon or alter that self-categorization over time, in part due to the overlay of heteronormative
roles into top and bottom labels and in part due to the loaded nature of the term “bottom” itself
(Wegesin & Myer-Bahlburg, 2000). Top, bottom, and versatile are all labels used to discuss the
position preferences of gay men and do not in all cases communicate exclusive preference
(Moskowitz, Eiger, & Foloff, 2008). Bisexual men who enjoy being penetrated may be able to
subvert some of the stigma associated with “bottoming” because they may also have sex with
women. Because of this, bisexual men also seem less likely to identify as bottoms. Tops and
bottoms are assigned roles that go far beyond who penetrates and who is penetrated. Cultural
scripts such as those surrounding passivity, masculinity, power, and intercourse have dictated a
complex web of sex-role associations that leave bottoms highly stigmatized. Much of this
stigmatization may stem from the association of bottoming, or being penetrated, with being a
woman. Similarly, some gay men view themselves as bottoms in sexual situations where they are
more “effeminate, less aggressive, shorter, endowed with a smaller penis, less handsome, or of
lighter skin color” (Carballo-Diéguez et al., 2004, p. 163) than their partner. Each of these in some
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ways indicates the ways in which heterosexual scripts for sex and relationships influence gay
men’s perceptions of topping and bottoming. Bottoms may be associated with shame and
powerlessness (Carballo-Diéguez et al., 2004). Stereotypes and beliefs about what it means to be a
bottom often play out in relationships of gay men.

Sexual, Emotional, and Physical Dynamics

The dynamics of power during male same-sex intercourse have been explored in several
studies (Damon, 2000; de Zwart, van Kerkhof, & Standfort, 1998; Kippax & Smith, 2001). Even in
healthy sexual situations, power is a complex construct that is negotiated between two people
during intercourse (Kippax & Smith, 2001). Power is commonplace in both the rhetoric of sex and
in the act itself as individuals interested in power “seek out opportunities for self-display where
they have an audience for their endeavors, and to value interpersonal encounters in which they play
an active, assertive, or controlling role” (Damon, 2000, p. 16). Contrary to the popular notion that
the top is always the dominant partner, the ways in which power unfolds in sexual settings varies
significantly (Kippax & Smith, 2001). In unpacking such a complex construct, there is an
important distinction to be made between powering domination “where there is no possibility of
resistance from one or other person” (Kippax & Smith, 2001, p. 416) and power dynamics, an
exchange or redistribution of power that “opens up the possibility of intimacy and mutual pleasure
within fantasies of domination and submission” (p. 413). For bottoms who enjoy the thrill of being
“dominated,” it is often a fantasy of being dominated rather than actual domination. Thus, the
illusion of domination is only possible because the bottom has given the top permission to
“dominate.” For some bottoms, work and other life pressures require significant energy and
authority, and it is in sex where they can let somebody else take charge (Damon, 2000). In his
iconic essay “Is the Rectum a Grave?” Bersani (1987) famously argued, “to be penetrated is to
abdicate power” (p. 212). But power can also be constructed in favor of the bottom. By allowing
entry into his body, the bottom holds considerable power and some men identify as power bottoms,
taking pride in controlling the sexual act and the ways in which their “top” partner will be
submissive. Finally, in the sexual “dance,” two men can exchange power, each asserting his
dominance at different moments. However it is constructed or performed, power plays a significant
role for both tops and bottoms (Damon, 2000).

Another construct in bottom identity is intimacy. For some bottoms, it is the feeling of
closeness with a partner rather than the physical sensations that makes sex meaningful. Bottoms
have expressed the emotional sensation of letting one inside (Damon, 2000) and some find
bottoming to be a powerful source of spirituality and connection. Bottoms in a few different studies
have expressed a sense of fusion with their partner in the act of intercourse, involving a temporary
losing of self as two lovers merge into one being (Corbett, 1993). This sentiment has also been
construed as “deep communication” (Underwood, 2003, pp. 57-58). Although intimacy is
sometimes characterized as the opposing polar of domination, the two constructs are not mutually
exclusive.

Submission is an important component of identity for some bottoms (Hoppe, 2011). Powles
(2003) discussed his journey to becoming a bottom and the meaning he ascribed to that identity.
The intricately designed “dance” attracted the “opposite” type of sexual partner, a complex
exchange of power and energy in which the fantasies—rather than physical acts—consumed and
stimulated his sexual arousal. Through the abdication of power, his perceptions about his
experiences changed. Submission, sometimes involving “knowledge of imminent pain or violence”
(Powles, 2003, p. 112) played a key role in the bottoming experience. The desire to be submissive
and the fantasy of being dominated is common, even if it is not always acted out (Morin, 2010). In
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addition to experiencing psychological pleasure by giving partners physical pleasure, bottoms may
experience pleasure by feeling used, being a site for the dispensing of semen, or being
acknowledged as a “good boy” by their partners (Hoppe, 2011).

All of these constructs are important to the ways in which role preferences are scripted with
respect to traditional notions of gender. American heterocentric scripts dictate that women be
passive and that men be active/dominant. In gay sexual culture, these heteronormative scripts have
been reproduced for tops (active/dominant) and bottoms (passive) (Hoppe, 2001). This has
significant ramifications for bottom role identity. Internalized homophobia and “Femiphobia”
(Morin, 2010, p. 107)—fear that females may be considered equals to men—creep into the
collective societal mindset when people must contend with the thought of men being penetrated. In
coming to terms with an uncomfortable proposition, people simplify sexuality and apply the script
of the receptive role equals the female position. Although sex and gender are intimately related,
“sexuality is not a residual category, a subcategory of gender; nor are the theories of gender fully
adequate to account for sexuality” (Vance, 1984, pp. 9-10). Although some bottoms may identify
with women because of the historical association with passivity, being a bottom can be thought of
as “a differently structured masculinity, not a simulated femininity” (Corbett, 1993, p. 345). In
considering the socialization of bottoms, one study found a connection between bottoms and
feminine childhood experiences and adult cross-dressing, but the authors warn that “over-
attribution of femininity to those who engage in receptive sex may exacerbate the negative
stereotype associated with bottoms...and further promote the “closeting’ of men who self-label as
bottoms” (Wegesin & Meyer-Bahlburg, 2000, p. 58).

Because of societal homophobia and heterosexism, there is an emphasis on sexual activity
when thinking about gay men. A lot of assumptions about heterosexual couples may be made
based on societal scripts, but it never has to cross one’s mind what goes where. When people
observe a relationship in which both people are men, the focus tends to be on working out the
details of their sexual lives. Even the most well-intentioned people ask, “Who is the “‘man’ in the
relationship and who is the *‘woman’?”” which assumes that people need to be boxed into one set of
scripts. This apparent need to find heterosexual male/female role equivalents my leave bottoms
feeling feminized due to the social constructions about what it means to be penetrated. This
contributes to the “excess of significance” (Rubin, 1984, p. 139), in which too much significance is
placed on sexual acts of all kinds, but is compounded further for gay men, who are perceived to be
more sexually promiscuous. An additional burden is placed on bottoms because of the sexual
double standard that women face: if they enjoy sex, they are perceived to be “slutty.” Because
bottoms are penetrated, they may be seen as not participating in sex in the proper way.

In terms of gender, bottoms may differ considerably in how they construct their identity
(Damon, 2000; Hoppe, 2011). In one study, some men “...experienced great difficulty in coming
to terms with the pleasure of being anally penetrated, and the difficulty related to what they
regarded as an incompatibility between being masculine and receptive” (Kippax & Smith, 2001, p.
420). Another study revealed that some bottoms enjoy being dominated and overpowered, and
attributed the pleasure of the sexual experience to the masculinity of their partners (Damon, 2000).
The ways in which bottoms situate their gender identity psychologically often has a physiological
manifestation of some kind, especially with respect to how comfortable they are having sex. For
the men who find it troubling to have a man’s penis enter his body, being penetrated may have a
castrating effect. He may find it difficult to maintain an erection and fail to achieve penile orgasm.
A “feminine identification” is often assumed of all men who bottom “via the abdication of phallic
activity, the enactment of castration, and the fantasized experience of the anus as vagina” (Corbett,
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1993, pp. 351-352). However, for other men, the stimulation of the prostate enables the bottom’s
penis to remain a primary source of pleasure during sex, and bottoms are often easily able to
achieve orgasm (Underwood, 2003). Central to a bottom’s sexual experience is how comfortable
he feels with his anus and how active a role it plays in the experience. Could the penetration be
reconstructed as an anus engulfing the top’s penis? If receptive anal intercourse involves losing
oneself in merger, could “that surrender be re-imagined as an expansion, as an urge to consume or
incorporate, to possess the partner?” (Guss, 2010, p. 138). Some bottoms understand their role to
be one of control. A man experiencing penetration may have a “desiring anus” (Dowsett, 1996, p.
208) yet not think of the sexual episode in terms of receptive behavior. Additionally, the
conclusion of a sexual activity may or may not end in a penile climax. For some bottoms, the
satisfaction comes from getting his top to achieve orgasm. Others experience a climax entirely
located in the anus without ejecting semen (Botticelli, 2010; Hoppe, 2011).

Finally, gay men who bottom face unique wellness issues. Because practices such as anal
sex are considered pathological or immoral, gay men often practice unsafe sexual behavior, lacking
access to information or fearing social stigmatization. Because of the nerve endings in the anus
where a penis is penetrating, bottoms are more likely than tops to contract HIV and other sexually
transmitted infections (Wegesin & Meyer-Bahlburg, 2000) and many studies are focused on HIV
prevention (Carballo-Diéguez et al., 2004; Damon, 2000; de Zwart, van Kerkhof, & Sandfort,
1998; Hart et al., 2003; Moskowitz, Rieger, & Roloff, 2008). Additionally, due to the sensitivity of
the anus, some bottoms experience anodyspareunia (Damon & Rosser, 2005). Similar to
dyspareunia, in which pain is experienced during penile-vaginal intercourse, anodyspareunia
involves severe physical and psychological distress, leading bottoms to abstain from sex,
sometimes abandoning it forever. Further, because the nerve endings in the anus connect with the
brain, studies have found that the psychological affliction actually increases anal tension and pain,
dispelling the myth that it results solely from the physical act of intercourse (Damon & Rosser,
2005). Because of the shame of engaging in anal intercourse and disagreement in the medical
community about its prevalence, it is likely that many cases of anodyspareunia go undiagnosed.

Implications for Adult Learning and Education

The issues bottoms face in constructing, negotiating, and performing their identities
provides a glimpse of the work that still needs to be done in both the research and practice of adult
education. In the following sections, we discuss what the foundations of this paper have to offer
for understanding bottoms’ learning in terms of: (a) communicating relevance to adult education
research and practice, (b) challenging traditional constructions of masculinity, (c) resistant
normative sexual roles and learning related to sex/sexuality, and (d) discussing and learning about
safe sex.

Communicating Relevance to Adult Education Research and Practice

Research in adult learning and education could further investigate alternative models for
identity development and construction. In aspiring to be too comprehensive, most sexual identity
development models fall short. Models that detail stages of development are limited because they
suggest that identity is achieved, progressing in some normal fashion, and that all people identity in
the same way (Bilodeau & Renn, 2005). Bottoms are just one subgroup of gay men; does their
development occur differently than tops, versatilities, or men who subscribe to no such label?
Because these varied identities differ markedly from the heteronormative mainstream, different
theoretical frameworks might be employed to discover these differences. Because “queer is by
definition whatever is at odds with the normal, the legitimate, [or] the dominant” (Halperin, 1997,
p. 62), research employing queer theory (de Lauretis, 1991) may help advance models of gay
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development. In queering identity development, scholars should consider Foucauldian notions of
power, knowledge and pleasure, which “in turn, produce our sense of ourselves and others and the
limitation we put on our own behavior” (Edwards & Brooks, 1999, p. 54). Because most identity
development models have focused on traditional development (Bilodeau & Renn, 2005), models
that apply queer theory may be especially useful in investigating whether men who identify as
bottoms develop in ways that are similar or different than those men and women upon whom other
models are based.

Learning about the sexuality of bottoms should not be geared exclusively to bottoms or
other gay men. In order to improve societal acceptance of anal sex and alternative sexualities, adult
educators should educate about the sexuality of all people. They “have a unique opportunity to
create conversations about sexual identity in the adult classroom. As a site of learning and a site of
difference, sexual identity discussions can enrich our education of the whole person” (Brooks &
Edwards, 1999, p. 55). In creating such opportunities for people who may not normally think about
different sexualities, adult educators can facilitate learning communities “built on the mosaic of
difference. Sexual identity is an important site of difference and development and consequently is
an opportunity for important learning” (p. 56). Whereas the literature in the past has focused on
death and illness of gay men, new research and educational outreach should focus on healthy
benign sexual variance. And in so doing, education will reveal to students their “attachments to
heteronormality, homophobia, and heterosexual privilege” (Hill, 2004, p. 91).

Sexuality is an important, yet undervalued, aspect of our lives that we often feel compelled
to hide. For those inside the charmed circle, this seems proper and unproblematic. But this is not
the case for those on the outskirts of the mainstream and “without more detailed knowledge about
anal sex, researchers and HIV prevention workers will continue failing to comprehend the
decisions gay men make about both protected and unprotected anal intercourse” (de Zwart et al.,
1998, p. 90). Sex takes on a multitude of meanings for the gay men who engage in it. For the
physical and mental wellbeing of bottoms, adult sexuality educators and researchers should strive
to advance research and promote empowering messages about safety and normalization of anal
Ssex.

Challenging Traditional Constructions of Masculinity

Queering research in adult education involves exploring how traditional gender boundaries
can be deconstructed. It would be useful to explore “power relations and contest the social,
political, economic, historical, and cultural context that define and sustain so-called normal
sexuality, sexual orientation, and gender expression or identity” (Hill, 2004, p. 91). Issues of who
penetrates, who is penetrated and the kinds of orgasms that are experienced complicate traditional
gender constructions. Reframing the reception of a penis into the body as an act of power instead
of a dejection of masculinity may increase a bottom’s ability to enjoy sex. Receiving the penis
*...does not constitute a loss of masculinity. On the contrary, the ability to relax, to receive, to
voluntarily surrender control is a psychological and interpersonal asset, not a loss” (Morin, 2010, p.
107). A reconstitution of gender construction utilizing purposeful integration of the masculine and
feminine aspects of self may solve physical obstacles in some cases. Re-conceiving these roles
more broadly in multiple contexts could liberate people to practice their sexualities freely in pursuit
of benign sexual variation (Rubin, 1984).

Resisting Normative Sexual Roles and Learning Related to Sex/Sexuality

The clinical implications indicate that in order to have a fulfilling relationship, couples
interested in maintaining a monogamous relationship would be well advised to find a sexual
complement. If self-labeling predicts most other sexual activities beyond penetration, then two tops
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(or two bottoms) would likely be sexually incompatible (Moskowitz, Rieger, & Foloff, 2008).
Studies should investigate how self-label plays out in long-term relationships and if “alignment or
misalignment of the sexual self-label can predict relationship satisfaction” (p. 201). With so many
sub-identities emerging (e.g. “power bottoms,” “versatile-tops”), research is merely at the cusp of
understanding the psychosocial implications of these varying definitions.

Discussing and Learning about Safe Sex
Without role models or sex education specific to same-sex intercourse, gay men learn about

sexual intercourse in ways that are different than most heterosexuals who are exposed to models in

popular culture. However, because “learning can be participatory, self-directed, collaborative,
transformative, or conflictual” (Hill, 2004, p. 93), learning about sexual intercourse likely comes
from actual experience. Additionally, recent research has revealed that one primary source for
sexual education for bottoms may be internet pornography (Rothmann, 2013). Resistance
education, involving “unlearning” and leading “to powerful identity transformations in
individuals” (Hill, 1995, p. 148) can be a useful method for sexuality educators. When people

“unlearn” things they have taken to be truths, they can confront stigmatization, homophobia, and

heteronormativity. Resistance education can take place in a variety of settings, whether structured

or informal. In fact, “much gay education occurs in an informal context, is self-initiated, self-
directed, purposeful, and sustained, but is not sponsored, planned, or directed by an organization”

(Hill, 1995, p. 148). In constructing their sexual and relational roles, bottoms may need to unlearn

societal scripts.

Studying sexual behaviors and their meanings to the gay men engaging in them is
important in order for normalization of anal sex (de Zwart et al., 1998). The psychological burden
of carrying this additional stigmatization produces increased internalized homophobia (Morin,
2010). Thus, it is important to consider how one’s sexual position impacts their sexual practices.
Bottoms need messages that suggest ways they can relinquish control (fulfilling their desire to be
“overpowered”) while remaining safe (Damon, 2000). Bottoms must be able to assess their sexual
safety and to what extent “they experience power as a sexual motive” (Damon, 2000, p. 28). If
bottoms rely too heavily on these power dynamics, it may inhibit their ability to practice safe sex.
Thus, an “empowerment-based prevention intervention...could incorporate consciousness raising
elements about socially constructed gender roles and their effect on interactions among gay and
bisexual men” (Carballo-Diéguez et al., 2004, p. 168).
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Abstract: This paper will discuss incarcerated minority women’s health
conditions, and health education in prison. Issues related to health education of
inmates, such as programs, cultural awareness and literacy, will be discussed.
Finally, this paper will discuss issues related to medication access and adherence,
as well as post-incarceration medical referral services.

Women comprise 6.9% of the prison population and 12.9% of the jail population (van
Wormer, 2010). Incarceration is used interchangeably for populations housed at jails and
prisons, yet each population is defined differently based on sentencing or non-sentencing (e.g.,
suspected of a crime, convicted of a crime) (Bureau of Justice Statistics, 2013). Incarceration of
women has increased 757% since 1977 (Talvi, 2007). During the last decade, females have been
incarcerated at twice the rate of males (Hall, Golder, Conley, & Sawning, 2012; van Wormer,
2010). In 2012, there were 108,866 women prisoners in U.S. correctional facilities. In 2011, an
estimated 26,000 inmates were Black women and 18,400 were Hispanic women, about 44% of
the total incarcerated population of women (Carson & Golinelli, 2013). Despite increasing
numbers, minority women represent a critically understudied population in prison (Hall et al.,
2012).

Incarcerated women often exhibit higher rates of physical health problems than non-
incarcerated women (Harner & Riley, 2013; Sered & Norton-Hawk, 2013). They are among the
sickest and least likely to have easy access to health insurance and care (Hyams & Cohen,
2010). Minority women often require immediate care upon entry into the correctional system
(Guthrie, 2011; Salem, Nyamathi, Idemundia, Slaughter, & Ames, 2013). Factors pre- and post
incarceration such as education, poverty, domestic violence, and homelessness contribute to an
increased risk for illness (Flanigan et al., 2010; Freudenberg, Daniels, Crum, Perkins, & Richie,
2005). These social and economic conditions can make it more difficult for individuals to protect
their sexual health (Dean & Fenton, 2010). In addition to disproportionately being affected by
HIV/AIDS, incarcerated minority women may also have reproductive issues and chronic
diseases (e.g., diabetes, hypertension, heart disease) (Binswanger et al., 2010; Harner & Riley,
2013; Harzke et al., 2010). The purpose of this paper is to discuss incarcerated women’s health
care, health education programs in prison and health concerns upon return to the community, as
related to minority women

Incarcerated Women’s Health Care

Incarcerated women’s health is a priority of the National Commission on Correctional
Health Care (NCCHC) (NCCHC, 2008). When inmates arrive at correctional facilities, health
screenings for communicable diseases, physical and mental health assessments are conducted.
During this process, medical and mental health evaluations of current and past conditions are
conducted. Gynecological examinations are required as part of the initial screening to determine
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pregnancy status and the presence of sexually transmitted infections (STI). Inmates are referred
to the appropriate care providers for treatment-initiation and care continuity while incarcerated.
Treatment may consist of daily medication, monthly provider assessments and quarterly
diagnostic evaluations and individual or group counselling referrals (NCCHC, 2008).

Medication noncompliance is a problem that challenges correctional health care
providers. Inmates’ noncompliance to treatment varies between asymptomatic and symptomatic
health conditions and fear of being labeled with mental or medical conditions (Freudenberg,
2001). Jail and prison inmates have a higher burden of chronic diseases including asthma and
cervical cancer than the general population (Harzke et al., 2010; Nijhawan, Sallowy, Nunn,
Poshkus, & Clarke, 2010; Sered & Norton-Hawk, 2013). Incarcerated women identified with
chronic medical and mental health diseases at intake/receiving screening require clinical
management to reduce disease manifestation while optimizing treatment interventions. National
Commission on Correctional Health Care (2008) defines chronic diseases as:

An illness or condition that affects an individual’s well-being for an extended

interval, usually at least six months, and generally is not curable but can be

managed to provide optimum functioning within any limitations the condition

imposes on the individual. (para. J-E 04)

Incarcerated women with chronic conditions requiring disease-specific care by an expert are
referred to as secondary care. If an incarcerated woman does not respond to secondary care
intervention and requires hospitalization or specialty care, this is referred to as tertiary care. The
levels of care and legal mandates determine the treatment interventions and method used to
ensure optimum care is provided to incarcerated women (Zaitow & Thomas, 2003).

Incarcerated women are at a higher risk for Hepatitis B Virus (HBV) infection through
unprotected sex with HBV-infected persons, injection drug use and shared close living quarters
with other inmates infected with HBV. Over the last decade, transmission of HBV and Hepatitis
C virus (HCV) increased, making it a significant concern (Macalino, Vlahov, Dickinson,
Schwartzapfel, & Rich, 2005) and an urgent public health issue. HBV prevalence has been
found to be 36%, and HCV infection prevalence was 34% (Macalino et al., 2005) in this
population of women. Among prison inmates, 16%—-41% are infected with HCV and 12%-35%
are chronically infected, compared to 1% in the US population (CDCP, 2013). Individuals who
test positive for the HBV for more than six months are diagnosed as having a chronic infection.
Although some people are able to get rid of the virus within a few months, with others the HBV
still remains in the liver and blood. This characterizes them as chronically infected and requires
additional precautions and treatment (CDC, 2011; Oser, Knudsen, Staton-Tindall, & Leukefeld,
2009).

Approximately 4 to 6%o0f the TB cases reported in the United States occur among people
incarcerated at the time of diagnosis (CDCY, 2012). Evidence suggests that the epidemics of
HIV, STls, and HCV disproportionately affect minorities, particularly Blacks, who account for
approximately 45% of new HIV infections annually and have an HIV prevalence rate 7 times
that of White Americans (Flanigan et al., 2010). Many of the women were diagnosed during
their incarceration yet acquired HIV in the community where access to care and medication was
a challenge. Once diagnosed, women fear HIV confidentiality will not be maintained while
incarcerated and the stigma attached to HIV may interfere with seeking treatment until the illness
becomes acute. Support is provided through HIV education and prevention counselors, mental
health professionals, psychologists and social workers (Moore, Stuewig & Tangney, 2013).
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The Correction Department, Public Health Consultants, and CDC initiated a program to
identify possible interventions to address health conditions for incarcerated populations. The
objective was “to promote healthy sexual behaviors, strengthen community capacity and increase
access to quality services to prevent sexually transmitted diseases (STDs) and their
complications” (CDC?, 2013, 25-3). Prevention methods were made available for the high-risk
pre and post incarcerated through collaboration between the community, Health Department and
jail linkage programs designed to help incarcerated individuals prepare to return to their local
communities. Prevention methods include education, early detection (screening) and treatment.

Mental or behavior health conditions impact 73% of incarcerated women in state prison
and 75% of incarcerated women in jails (James & Glaze, 2006). Prior to incarceration, the
women are exposed to various harsh situations, such as domestic violence, substance abuse and
sexual abuse. Incarcerated women from these environments need services before, during and
after incarceration, including psychological counseling for mental or behavioral health and
services to decrease the risk of recidivism (Salem et al., 2013). Anxiety, worry, fear, and
depression are common concerns for the population while incarcerated (Leigey & Hodge, 2012).

There are programs specifically designed to address minority-incarcerated women, such
as Project POWER, an HIV/STI prevention/intervention program for incarcerated women
delivered across an eight-week period in ninety-minute sessions (Fasula et al., 2013). The
sessions incorporated group discussion, games, video clips featuring previously incarcerated
women, behavior modeling and role-play. Project POWER, aimed at HIV-negative incarcerated
women with short sentences, is an adaptation of Project SAFE, a small group intervention shown
to be effective in reducing risky sexual behaviors and STI incidence among African American
and Mexican American women in STI clinics. HIV/STI prevention tools should be gender- and
race specific for incarcerated women, to increase the success of health education programming
(Fasula et al., 2013). Engaging incarcerated women in individual or group therapeutic recreation
may help them to adapt to the norms of the prison environment, develop a sense of normalcy
while incarcerated, productively express angst, and move towards recovery.

Post-incarceration women may need mental and physical health follow-up as well as
childcare, prenatal care, housing, transportation and a host of other needs. Unmet needs
contribute to re-offending, homelessness, and rearrests (DiPetro & Klingenmaier, 2013).
Freudenberg et al. (2005) identified infectious and chronic diseases, mental health conditions,
addictions and violence experienced prior to or during incarceration as factors influencing health
care continuity and affecting urban communities financially upon release. Partnerships between
correctional facilities and local health care providers to plan or provide services within
correctional facilities as well as arrange follow-up care in the community upon release is key to
helping women address their health care issues. Without additional services, any mental or
physical health gains that have been made during incarceration may be lost post release.

Health Education Programs in Prison

Low income and low education are obstacles that most incarcerated women struggle with
during their lifetimes (U.S. Department of Education, 2009). The educational attainment level of
incarcerated men and women is much lower than the general population, with about 60% of
America's prison inmates considered illiterate. The 2003 National Assessment of Adult Literacy
(NAAL) survey found that 1% of prison women demonstrated proficiency in literacy as
compared to 14% of household women who demonstrated proficiency. Minorities had
disproportionally higher rates of illiteracy. The NAAL survey, which measures prose, document
and quantative literacy scores at levels of below basic, basic, intermediate and proficient,
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indicated that 15% of incarcerated Blacks performed below basic category in prose literacy
(Kutner, Greenberg, Jin, & Paulsen, 2006). In the general US population, low literacy costs $73
million per year in terms of direct health care costs (U.S. Department of Education, 2009). Low
literacy creates barriers to access to care, adherence to medical treatments and diminished health.
With regard to incarcerated persons, to obtain medical services, inmates must write a request;
this presents a barrier for those with the lowest literacy.

Educational strategies for incarcerated women start during the intake and orientation
process, once the medical needs of the women have been identified. Mandatory health education
sessions are held individually with health care providers or counselors as well as mandatory or
voluntary workshops or group sessions (NCCHC, 2008). Facilitated group programming and
educational interventions are effective practices for raising awareness and working with Hispanic
and Black women; these cultures have a strong emphasis on family structure and community and
many minority women may find working with others similar to themselves socially empowering
(van Wormer, 2010). A concern that educators must note is respect for privacy of the
learner/inmate. Printed brochures and pamphlets detailing a condition may inadvertently identify
an inmate who has a particular disease to others; therefore, these types of materials should be
provided to all inmates to prevent disclosing individual health conditions. General public health
campaigns throughout the facility should, however, be inclusive of the multi-ethnic, multicultural
population. These campaign materials should use strategies to reach everyone in the population
by incorporating different languages, education levels, and diverse images of people. Providing
health education to inmates can improve their knowledge of their health conditions and increase
their health literacy, which may improve the health related knowledge of their communities.
Programs should be connected to outside entities to ensure continuity of care (Hall, Golder,
Conley, & Sawning, 2012; Hyams & Cohen, 2010; Sered & Norton-Hawk, 2013).

The state of Massachusetts developed The Women’s Health Policy and Advocacy
Program to promote the highest standard health care for all women and influence state policy
(Hyams & Cohen, 2010). Although most former and current inmates in Massachusetts were
eligible for some subsidized care before and after incarceration, they did not obtain medical care
because the women were not aware of the available services in the community. Future health
reform efforts should address access inside the prison system and post-incarceration support
(Hyams & Cohen, 2010). In Baltimore, Maryland, the JEWEL (Jewelry Education for Women
Empowering Their Lives) intervention geared toward women involved in illegal activity
combines health education, skill building, and economic empowerment to reduce drug use, HIV,
and STIs risk. Minority women are at increased risk for drug use, HIV and STIs and can benefit
from being engaged in programs that can effectively address health needs, along with economic
or personal needs. This program teaches women how to make and sell jewelry to increase their
self-efficacy to promote employment and avoid criminal behaviors (Pinkham, Stoicescu, &
Myers, 2012).

Addressing the health concerns of incarcerated women is a priority of the Canadian
prison system, which implemented several collaborative community prison programs (Granger-
Brown et al., 2012). In British Columbia, Canada, the minority women population consists of
mostly Aboriginal persons. In an effort to address the health education needs of this population,
the Canadian correctional system has used holistic learning and healing workshops for
Aboriginal women, taught by elders in the community (Granger-Brown et al., 2012). This is an
example of a collaborative prison-community program, which included health screening and
education, therapeutic recreation, nutrition and exercise, and mother-infant programs. Some



20

health and nutrition programs were designed by the women, granting them the opportunity to use
initiative and be self-directed learners.
Return to the Community

Research reflects that early treatment interventions and continuity of care can create an
enhanced quality of life for women throughout incarceration in jails or prisons and upon return to
the community (Sered & Norton-Hawk, 2013). There is often limited access to routine medical
care in their communities once they return. Bridge and linkage programs identify inmates with
certain mental or physical health needs and assist them in returning to their local communities by
providing them with resources, helping them set appointments prior to release, establishing
treatment plans, and ensuring they have copies of their medical records. An effective example of
these types of educative community services is The Jail Linkage Program in Florida that is a part
of the Florida Department of Health’s Corrections Initiative focusing on HIV-infected inmates
(Florida Department of Health, Bureau of HIVV/AIDS, 2006). The Florida Department of Health
defines linkage as active referrals and follow up (Florida Department of Health et al., 2006). The
Jail Linkage Program is a collaborative effort that connects incarcerated individuals with the
Health Department in their respective counties. The programs in the various counties include
counseling, disease prevention education, screenings, and additional follow up services, which
include other needs such as substance abuse counseling, support groups, and housing. This
program is vital to the needs of minority women in Florida where in 2008, the AIDS case rate
among Black women was 20 times higher than that among White women. Also, HIV cases
diagnosed among Hispanics in Florida between 1999 and 2008 increased by 76% (Florida
Department of Health, Bureau of HIV/AIDS, 2006).

Health education opportunities and learning while incarcerated impact communities. Post
release care is imperative because untreated communicable illnesses have a detrimental impact
on the families or communities of the previously incarcerated, if not properly treated. In
addition, there are costs to society when measures are not in place to ensure continuity of care,
which include costs for repeated and ineffectual treatments and for repeated diagnostic testing
(Sered & Norton-Hawk, 2013). Public health risks related to untreated infectious diseases and
disrupted psychiatric treatments are also of concern upon release for previously incarcerated
minority women. Referrals to treatment services on the outside, including self-help groups and
medical health clinics, are vital to stability post release (van Wormer, 2010).

Conclusion

Implementation of health care access, health education programs and treatment
interventions during and post incarceration allow incarcerated women an opportunity to maintain
medical treatment practices and have positive health outcomes (Hyams & Cohen, 2010). In
2014, the Patient Protection and Affordable Care Act (P.L. 111-148) will allow incarcerated
women to obtain health insurance coverage and access to care upon return to the community thus
increasing the likelihood for continuity of care.

Correctional facilities must implement policies and guidelines that address incarcerated
minority women’s health care needs. Educators and health providers should partner with
substance abuse, community outreach, and counseling (individual or group) programs in an
effort to minimize or eradicate health concerns. Evidence-based practice reveals that a health
education approach and early intervention with treatment and access to care can enhance life
while incarcerated and upon release (Sered & Norton-Hawk, 2013). Varied educational
approaches are needed to reach minority women inmates who have differences in language,
culture and education. The ability of correctional facilities to apply evidence-based cultural and
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ethnically aware health education practices is an important factor in minimizing or eliminating

the physical and mental conditions of many minority women inmates. More research needs to be

conducted on the effectiveness of programs offered by Correctional Health Services and other

providers. This research should reflect on the types of programs needed to promote health in a

culturally and ethnically aware manner as well as aid in reducing health disparities among

minority women.
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Perspective Transformation Theory and the Donald Woods
Experience: From Racist to Anti-Apartheid Activist

Merlene V. Reid
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Abstract: This paper chronicles White South African journalist Donald Woods’
life (1933-2001) as he transformed from holding racist beliefs that Blacks were
“people who were there to be your servants,” to becoming one of his country’s
leading anti-apartheid activists. Adult learning and development via perspective
transformation theory are explored.

Adults can learn what freedom, equality, democracy, and emancipation mean in
microcosm as they strive toward the realization of these ideals in communities of rational
discourse, and they can act politically to create interpersonal relationships,
organizations, and societies in which others can discover the meaning of these values as
well. (Mezirow, 1991, p. 208)

Prejudice-reduction strategies have traditionally centered on inter-group contact and
dialogue across dominant and disadvantaged groups, with the objective of reducing prejudices
and stereotypes. Dixon, Tropp, Durrheim and Tredoux (2010) confirmed some success in South
Africa with these strategies where positive contacts between Blacks and Whites resulted in
increased racial tolerance for both groups. They also found evidence that disadvantaged-group
members’ trust in the dominant group have at times resulted in reduced awareness of the burning
need for social change. Dixon et al. (2010) argue further that where one group started out with
greater economic, political and social power, cordial contact reinforces unequal relations where
each group “knows their place” (p. 6). This change from hostility to cordiality is not the optimal
outcome and must be distinguished from the complete transformative experience that some
advantaged-group members undergo, seeking nothing less than radical social change and justice.

One such individual was South African journalist Donald Woods, who lost his privileged
White status and was forced to flee his country in 1977 during the height of the apartheid era that
spanned the late 1940s to the early 1990s. He went on to travel the world, exposing the apartheid
regime’s injustices and brutalities. Woods estimates that by 1981, he had addressed over 300
million people through radio, television and the press (Woods, 1981). He wrote seven books on
his experiences, including his 1981 autobiography, Asking for Trouble and Biko (1987), a tribute
to his slain Black friend who founded the Black consciousness movement in South Africa in the
1970s. These two books triggered a major film, Cry Freedom (1987), starring Kevin Kline and
Denzel Washington, which reached an audience of millions across the globe.

The aim of this study is to explore Woods’ conversion through the lens of Mezirow’s
theory of personal transformation. Mezirow identified these conversions as typically starting
with a disorienting dilemma, leading to self-reflection, feelings of remorse or shame and
significant evaluation of previous assumptions. Learners feel more connected as they recognize
that they are not alone in their struggle. They plan, explore alternative roles and relationships,
acquire new knowledge and skills, while testing and embracing their new roles and finally,
resume life on new terms dictated by the fresh perspective (Mezirow, 1991).
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A secondary objective is to add to the body of literature regarding informal and
nonformal transformational experiences, while a third objective is to add to the literature on
discrimination and prejudice. Morrice (2013) laments the “paucity of studies that have explored
perspective transformation from informal and nonformal settings” (p. 254). She further contends
that some of the greatest learning comes from that which is experienced and applied informally.
Additionally, although various studies have sought to increase our understanding of the nature,
causes and consequences of prejudices and discrimination, Oskamp (2013) states that significant
gaps remain in identifying more meaningful prejudice reduction strategies.

Although Woods’ journey focuses on racial prejudice, we need to understand, and
replicate where possible, those variables and contexts most likely to reduce or eliminate the
many forms of existing prejudices and discrimination. Studies such as these will allow
individuals, workplaces, educators and policy makers to utilize their limited resources in the
most effective manner to educate and ultimately effect cultural and political change.

This paper reviews Mr. Woods’ autobiography, Asking for Trouble, his follow-up book
Biko, and a 1988 recorded presentation made at George Washington University, in an attempt to
identify the psycho-social factors that facilitated the momentous shift in his meaning
perspectives. Firstly, I will discuss the literature on transformation learning and the literature on
prejudice and racism, after which I will chronicle Woods’ transformation. | will evaluate his
emotional experiences and responses to the social dimensions of power in the context of the
South African society. Finally, I will identify the unique factors that influenced Woods’ learning
and transformation, and conclude with recommendations for future research.

Transformative Learning

Rational discourse and premise reflection are key elements for change in perspective
transformation theory. Mezirow defines rational discourse as distinct from everyday dialogue in
that “principles and operations are made linguistically explicit” (1991, p. 77). Under ideal
circumstances, participants have full and correct information, equal status, are able to objectively
analyze arguments, and have the capacity to accept an informed and rational consensus
(Mezirow, 1991). On the concept of reflection, Mezirow explains that reflective learning
becomes transformative “when assumptions are found to be distorting, inauthentic, or otherwise
unjustified. Transformative learning results in new or transformed meaning schemes or, when
reflection focuses on premises, new or transformed meaning perspectives” (p. 111).

Perspective transformation theory should therefore provide us with some structure for
understanding how individuals with racist belief systems learn through rational discourse and
reflection to become non-racist.

Transformative learning is central to adult education, with development being the
progressive realization that people are able to have rational dialogue, question their previous
learning and experiences however troubling this may be, and take action based on discoveries at
particular points in their lives. It is considered “more of a journey and less of a decision at one
point in time” (McDonald, Cervero & Courtenay, 1999, p. 11). Malkki (2012) advises further
that disorienting dilemmas can occur naturally in nonfacilitated environments via everyday
living. The adult learner is able to analyze the reasons for these dilemmas by examining “the
psychological distortions that have motivated them in the past” (McDonald et al., 1999, p. 16).
A number of studies also confirmed the uneasiness that accompanies the catalyst for reflective
learning (Brigham, 2011; Kember, 1999; Malkki, 2012). Critical reflection then becomes the
means by which individuals can change or revise their distorted perspectives (Mezirow, 1994).
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The pitfalls of discourse are introduced by Hart (1990), who argues that it is subject to
distortion at the socio-cultural, the interpersonal and the psychological levels. She further
contends that all three levels are intertwined, with the dominant group communicating the
preferred values and beliefs in order to maintain the status quo and their privileged position of
power. Discourse at all levels is therefore tainted by the dominant belief system entrenched at
the macro level. This premise is supported by Soldrzano and Yosso (2002) who take the position
that racism is about long-established power relations. Kucukaydin and Cranton (2012) also
address this problem, expressing concerns about how communities arrive at agreement on issues,
adding that mutual understanding is only possible through “domination-free interaction” (p. 52).

Tropp and Pettigrew (2005) suggest that members of both the elite and minority groups
have different challenges when intergroup contact is made. The underprivileged group is more
likely to focus on their inferior status while the dominant group tends to take their elite position
for granted. Taylor (2007) identifies socio-cultural and prior life experiences as significant
contextual factors in any analysis of transformational learning, and highlights “the enormous
interpersonal and socio-cultural challenges associated with confronting the effects of power” (p.
184). Applying a simple and succinct definition of power as having the freedom to act,
McDonald et al. (1999) advise that individuals who consciously take on the status quo have to be
prepared to battle relations of power with activities that are “sustained over time in the face of
formidable cultural and interpersonal odds” (p. 20).

Although social psychologists have mostly relied on intergroup contact to reduce
prejudice, five other major techniques have been identified: (a) reducing the bases for conflict,
(b) publicity utilizing role models, (c) cooperative learning, (d) exposure to personal experience
of discrimination, and (e) demonstrating inconsistencies among held values (Oskamp, 2013).
Research over the past 20 years has also highlighted the importance of intergroup friendship in
bringing more balance to the power relations among the groups (Finchilescu, 2010; Pettigrew,
1998; Vincent, 2008). Vincent (2008) distinguishes between contact and integration, with the
latter being described as “something more than merely surface toleration of those being regarded
as being of a different racial category,” to include “acceptance, friendship, equity and equality”
(p. 1432). Pettigrew (1998) who has done extensive work on this topic, underscores the role of
friendship in prejudice reduction. In a study with over 3800 majority group respondents from
four European countries, Pettigrew found that individuals with out-group friends scored much
lower on all five prejudice measures. Additionally, they more often reported having felt
sympathy and admiration for the out-group.

Findings/Discussion

Born in 1933 in the rural Transkei territory of South Africa, Woods grew up among the
Bomvana tribesmen on a trading post run by his parents. As the youngest child and the last to
leave home, for a time, he was the only White child among the thousands of Black tribesmen.
Up to age five, he even expressed himself better in Xhosa than in English because it was spoken
his Black playmates and his nursemaid (Woods, 1981). Woods advises that barring his family’s
isolated experience, there is nothing in the national life of South Africans above the master/
servant relationship that encourages contact or friendship between Black and White (1988).
Disorienting Dilemmas

Woods’ journey towards conversion started with the initial disorienting dilemma phase
identified by Mezirow (1991). In spite of all the obvious signs, the thought that South African
Blacks were being oppressed first occurred to him when he entered university around age 18,
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while studying the principles of law and natural justice. He recalled an incident around 1951

with a revered barrister and role model, Harold Levy, which marked the start of his dilemma:
One day in the class during a discussion on politics, Levy said “Woods, you are from the
Transkei, you’ve lived among the Blacks there — what do you think is the best policy?” |
said: “They should all be sent back to the reserves, where they belong. They’re happier
there. It’s no good educating them and bringing them to the towns. It’s either send them
back to the reserves or shoot them — it’s them or us.” There was a shocked silence. Levy
looked at me silently for a long time. “Do you believe that?”” he asked “Is that really how
you feel?” | said it was, and that ended the discussion, but in the days that followed | felt
increasingly uneasy about my answer. (Woods, 1981, p. 59)

Approximately 37 years later, in a videotaped presentation at George Washington University, he

once again identified this period in his education as the starting point for his discomfort:
I think it was only when | started university (Cape Town) to study the principles of

natural justice and law and it didn’t seem to me to go exactly with what was going on
around. But it didn’t send me starting out to demonstrating or becoming a radical student
or anything; it just made me a bit uncomfortable. (D. Woods, video recording, April 4,
1988)

This supports McDonald’s (1999) proposition that transformational learning usually evolves over
a period of time and includes ongoing interactions as the learner discovers how to apply the new
perspective. Woods began questioning his previous assumptions and found them distorting,
inauthentic and unjustified.

The interesting thing is that after his troubling awakening, Woods continued to face
intensifying dilemmas at various stages of his transformation as more epic distortions surfaced.
In 1973, while employed as the editor of the Daily Dispatch, he met Dr. Mamphela Ramphele,
who challenged his writings and invited him to meet Steve Biko to rectify the misinformation
that he was publishing about the Black consciousness movement. As Biko was under banning
orders, Woods travelled to Biko’s home for the meeting. Banning was a series of laws during
the Apartheid era that confined targeted individuals to their homes, barring them from writing,
speaking publicly and meeting with more than one person at a time, with the goal of turning
them into nonentities. Woods recalled this incident with Dr. Ramphele and its impact on him:

I’ve been changing since the age of 20 painfully slowly but ultimately a remarkable lady

walked into my office and tore a strip of me for writing editorials attacking Steve Biko

saying | should go meet with him because | was doing what Whites normally do in South

Africa; assume you know what Blacks are saying and then attack them for saying it when

they haven't said it in the first place. | went to meet him and it was indeed a very

educational experience. | realized then, the positive aspects of what the Black

consciousness movement was saying. (D. Woods, video recording, April 4, 1988)

As Woods’ relationship with Biko grew over the next three years, the two developed a deep

friendship, bolstered by lively debates and discussions. Such was the impact of their one-on-one
discourse that Woods was able to grasp for the first time the reality of the apartheid system from
the perspective of the victims. In his 1988 presentation, he shared his fully evolved perspective:

I believe nowhere in the world, including the United States, including South Africa or

Britain, I don't think White people are capable; and | don't care who they are no matter

how sympathetic, how supportive they are to the Black cause. | simply don't think

Whites are capable of perceiving completely what it must be like to be in a Black skin in

an oppressed society. What is possible, however, if you are lucky enough to meet
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someone who can articulate these things well, someone like Steve Biko, then what is

possible is to get as close perhaps as a White person can to perceiving what it must be

like. And once that happens, you have unconsciously crossed the line | don't think you

can step back from. (D. Woods, video recording, April 4, 1988)

Here, Woods confirms the transformative power of rationale discourse. Throughout his books
and presentation, he emphasizes the impact of experience, discussions and reflection on
education and learning. Woods continues:

Because, certainly in the case of my wife and myself, we had been inhabiting this White

world where your friends came round for dinner and your conversation had to do with

your golf handicap or what was on at the theater or where your swimming pool is looking

a bit murky. The next night you'd be with the likes of Steve Biko and his friends and the

conversation around supper would be who is in solitary confinement, who is being

tortured, what can we do? And so you get this crazily unreal world continually bumping

up against the real world in a country like South Africa. Once that happens, it's not a

question of political conversion, it’s a question of the personal experience and when you

hear or learn or read that one of these people has been imprisoned or has died in prison,
it's not just a political issue, it's a personal friend... So, it becomes impossible, in fact, it
is unthinkable to go back to what was before and say what amounts to - Gee, that's tough.

Life must go on. (D. Woods, video recording, April 4, 1988)

Woods’ dilemma increases as he starts to perceive his world as unreal and Biko’s world as the
real South Africa. The use of affective language creeps in as he refers to his personal friend and
his personal experience. Dispassionate observation from secondhand stories and news articles
were removed. His friend’s experiences were now his own.

Biko’s murder and Woods’ immediate banning by the South African government marked
the removal of the remaining scales from his eyes. With all the distortions and injustices that he
had uncovered, it was still shocking and unfathomable to him that his government could kill one
of its brightest citizens, and then dare to silence him as well. Woods became helpless against the
full extent of power unleashed by the ruling elites and describes his experience as becoming “a
pariah in his White suburban neighborhood... and subject to the ire of angry White enemies who
considered it a patriotic duty to show their hostility” (1981, p. 5). His position became eerily
similar to the Blacks, which moved him to the highest level of empathy and understanding.

Self Reflection and Evaluation of Assumptions

In tandem with Mezirow’s 1991 theory, Woods’ disorienting dilemma phase was closely
followed by self-reflection and evaluation. A clear pattern of self-analysis is seen throughout his
adult years. Woods describes dents in his psyche as he struggled to justify his contradictions,
telling himself that South Africa’s situation was unique, and that apartheid was a practical
necessity for Whites (Woods, 1981). He describes his early questioning of his values:

... two further things set me questioning it all again. One was a sermon during Mass

which criticized apartheid as un-Christian and a contravention of the religious ethics of

Judaism and Islam as well, and another was meeting a Black American. English-

language universities were not yet segregated and this man attended a couple of classes as

a student visitor. | was struck by the fact that his accent was as American as those of

White Americans on the movie screen, and reasoned that, if accent was a matter of

environment, so might racial culture be. And as he was the first Black foreigner | had

encountered, | began to consider that the assumption of Black inferiority in South Africa
might be a result of the environmental circumstances forced on South African Blacks...
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For me, this was a startling concept, because it challenged all my racial prejudice. It was

a period of inner turmoil, because | was having to make major adjustments... (p. 61)
Feelings of guilt and discomfort were evident as he reflected on his assumptions and beliefs, but
it was years before inner turmoil would turn to horror at racism, apartheid and the state’s control
of the media, which he eventually likened to Nazi Germany in the late 1930s. Woods (1987)
ruefully admitted that “for the next twenty years | believed that my education out of racism was
complete — until | met Steve Biko” (p. 44).

He credits Steve Biko with his transformative education, which gave him a firm grasp of
the realities of Black politics in South Africa and a clearer understanding of Black consciousness
and its link to Black self-esteem. Woods was also learning just how far the powerful would go
to maintain their position of privilege as he faced enormous interpersonal and socio-cultural
challenges resulting from the confrontation. His contemplation at the news of Biko’s death on
September 13, 1977 foretold the major action to come with his departure from the country:

Within those shocked seconds South Africa became a different place for me, and when |

called Wendy she had a similar reaction. For both of us the Nats (Nazi) were now the

mortal enemy who had committed the ultimate outrage. She said: “I’m beyond feeling

scared of them. There’s nothing worse they can do.” (Woods, 1987, p. 305)

Although he had always known people who were banned, including Biko, he was shocked and
indignant that he could be subjected to the same fate. He wrote, “It seemed there was a special
dimension to being a political captive in one’s own country...my feelings of indignation grew.
Who were these people to confine me to my own territory?” (Woods, 1987, p. 322)

Moving towards Action and a Fresh Perspective

A critical component of Mezirow’s 1991 theory is the adult learner’s action that results
from the new perspective. In South Africa, the government-controlled media was used to
disseminate all forms of communication. They instituted hundreds of laws that kept the
dominant and the powerless groups apart and applied numerous censors. By isolating the groups
and pitting them against each other, it was nearly impossible for rational discourse to take place
at the interpersonal level where human interaction is important for reflection to take place.
Woods (1988) estimated that of the five million Whites in South Africa, fewer than 5% had an
appreciation for the horrors of apartheid and its impact. Planning and action therefore took on
varying forms as Woods evolved. As a young adult, he tried to effect incremental change
through the political process. After disastrously losing the elections, he took up journalism. He
later described this period of his life as being theoretically opposed to apartheid: “it was mostly
up here (head), it wasn’t in the gut.” (D. Woods, video recording, April 4, 1988)

While only few Whites held similar liberal anti-apartheid views at the time, that handful
helped to make the journey more bearable. He describes his wife Wendy, who also grew up in
the Transkei region, as having insight long before he did. He mentions a few others such as Rob
and Hildur Amato who started a non-racial theatre group, through which they met for the first
time, Blacks who spoke as social equals and with whom they became friendly (Woods, 1981).
So brutal was the government in silencing the voices of the dissenters, that on the title verso
page, Woods dedicated his book Biko to “all our friends now banned, exiled, detained or dead.”

Two distinct transformative phases were identified in Woods’ adult life between 1951 up
to the time he fled South Africa in 1977: Pre-Biko (18 to 41 years) and Post-Biko (41-45 years).
Although Woods had early positive contact with Blacks, he perceived them as lesser beings
based on his socialization and as evidenced in his callous response to his professor to shoot or
send them back to the reserve. His Pre-Biko transformation started with his formal exposure to
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concepts of natural justice and fairness, enlightening literature and interaction with a few liberal

role models. Travel to other countries and exposure to a few educated Blacks also helped him to
reject apartheid in theory as he could logically rationalize and understand its inherent unfairness

and injustice. During this phase he still, however, regarded himself as superior and untouchable
by the state, except for some litigation and low-level governmental scare tactics and threats.

It was his post-Biko period and its repercussions that triggered a different level of self-
examination, reflection and terror, ultimately leading to a total transformation in what Mezirow
(1991) labels as meaning perspective or viewpoint. The difference at this stage was the deep
friendship with a Black man whom Woods describes as superior to himself in reasoning and
charisma. Woods confessed that he didn’t really understand racism until he met Biko. He
moved from superficial contact to what he identified as a personal experience with a friend.

This relationship ultimately led to Woods and his family getting a taste of what many
Blacks experienced on a daily basis. By moving beyond the boundaries of South Africa’s socio-
cultural distortion and embracing another truth, Woods and his wife isolated themselves from the
mainstream ideology and immediately became targets, with family and personal safety becoming
real issues. His family’s relationship with Biko had forced a redefinition of values that they held
for years, but so extreme was state control over communication that the ability to effect social
change through discourse at the individual level with other Whites was almost impossible.

Conclusion and Recommendation

Real transformational learning is a long process that must necessarily take place in
adulthood. It is central to adult education as unlike children, adult learners are uniquely able to
challenge previous assumptions and arrive at new meaning perspectives through experience,
development and reflection.

Two of Oskamp’s (2013) prejudice reduction techniques, demonstrated inconsistencies
among values and exposure to personal experience of discrimination, were evident in Wood’s
journey and played crucial roles in his transformation. The latter in particular needs special
attention as although the Woodses were White, they lost their privileged status and therefore
treated with similar contempt as the Blacks. The reality of ostracism and diminished stature
furthered their personal understanding of discrimination and prejudice and their effects.

However, the most significant finding was the role of friendship, which stands out as a
critical component of meaningful perspective transformation. Mere contact between groups only
results in incremental movement, which is important to the extent that it is a necessary first step
for any further relationship to develop. Woods attributes his transformation to the deep and
profound friendship that he experienced with Biko, which developed through discourse and
reflection. Their meeting was a watershed moment for him and as Woods avows, it was this
meeting and eventual relationship that propelled him from being somewhat uncomfortable and
against apartheid in principle, to making a stance and taking a specific course of action. Further
research on the role of friendship in prejudice reduction is recommended, especially in terms of
the conditions and affective variables that allow its development beyond superficial contact.
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Abstract: This paper identifies the skills mentors use during their sessions with
students with intellectual disabilities and outlines challenges with mentoring
partnerships in postsecondary transition programs. Data analysis revealed major
themes related to inclusion, self-determination, and adaptive behavior skills.

The American job market has become more knowledge-based, increasing the need for a
postsecondary education (Carnevale & Desrochers, 2003). Federal legislation such as the Higher
Education Opportunity Act (HEOA) (2008) has made it possible for students with Intellectual
Disabilities (ID) to enroll in university programs through inclusive transition models. The
increased need for knowledge in the everyday workplace, in addition to newly acquired
opportunities, draws students with ID to college campuses. With this increase of students with
ID in postsecondary education, it is necessary to examine the types of supports needed to ensure
successful outcomes. Peer mentorship has been identified as a crucial aspect of support and a
practical solution for academic and social dilemmas (Campbell-Whatley, 2001). The literature
regarding mentorship practices has been limited to mostly theoretical research. Nevertheless,
one of the few studies conducted in a postsecondary transition program was Jones and Goble
(2012). Although it provided a thorough examination of mentorship practices, limitations of the
study included a small research sample and a homogeneous group of mentors. Additionally,
Jones and Goble (2012) stated that further in-depth analysis was needed regarding what skills
mentors expended time on with their mentees. The purpose of this paper is to determine what
skills mentors of students with ID primarily focus on during mentoring sessions as well as to
identify potential struggles in these partnerships.

Literature Review

An individual with ID is a person with a cognitive impairment with specific limitations in
the areas of cognitive functioning and adaptive behavior (HEOA, 2008). The most recent
reauthorization of the HEOA (2008) outlines a series of provisions that focus attention and
federal resources on the postsecondary goals of these students. In addition to the HEOA (2008)
provisions for this population of students, the Individuals with Disabilities Education Act (IDEA,
2004) defines the transition for students with disabilities as a coordinated set of activities
designed within an outcome-oriented process, which promotes movement from school to post-
school activities, including postsecondary education, integrated employment, and independent
living. The coordinated set of activities is guided by the student’s preferences and interests and
includes instruction, community experiences, and the development of employment and other
post-school adult living objectives (Education of the Handicapped Act Amendments of 1990,
Public Law 101-476, section 602 (a)).

According to Hart, Grigal, Sax, Martinez, and Will (2006), students with ID have the
poorest post-school outcomes compared to other students with disabilities especially when it
comes to attending college and particularly participating in coursework. A comparison study
conducted on 20 students with 1D with some type of Postsecondary Education (PSE) experience
(e.g., noncredit audit, certificate course) and 20 with no PSE experience revealed that students
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with PSE experience were much more likely to obtain competitive employment, required fewer
supports, and earned higher wages. Furthermore, these same students had increased self-esteem
and expanded social networks (Zafft, Hart, & Zimbrich, 2004).

Program Description

Project Panther LIFE: Panther Learning Is For Everyone was conceptualized and
guided by the regulations of the HEOA (2008) to support students with ID in the areas of
academics, social activities, employment, and independent living, and through an ongoing
Person-Centered Planning (PCP) process of exploration and discovery of interests and strengths.
The PCP process allows for the formation of a circle of support for the student (Turnbull,
Turnbull, Erwin, Soodak, & Shogren, 2011) by valuing and respecting the student’s preferences
for his or her future planning.

Florida International University (FIU) has partnered with the local public school system
and with a parent resource center to design, implement, and sustain a postsecondary transition
program for students with ID in the Miami-Dade community. Project Panther LIFE is in its
third year of implementation and its primary goal is to provide a comprehensive postsecondary
program and system of supports (e.g., academic mentors) through a well-planned and
individualized curriculum leading to paid employment.

This non-degree certificate program allows students with ID the flexibility to select and
enroll in University courses and participate in campus life. Besides access and participation,
students also participate in a series of job shadowing experiences, complete a community
employment internship, and attend other required program activities. Refer to Table 1.

Program Design

Project Panther LIFE’s curriculum framework includes the 10 critical areas of
independent living as proposed by Wehman and Kregel (1997) (e.g., self-determination,
financial planning, etc.) and a detailed curriculum map which aligns with each domain provided
by each member of the partnership (FIU, Miami-Dade County Public Schools, Parent to Parent
of Miami, Vocational Rehab). An array of supports is provided to students to ensure successful
completion of the program and potential for paid employability. Supports include academic
advising and instructional programming from project coordinators and university faculty
advisors; academic mentoring and peer coaching from FIU students; access to and participation
in University activities and events, technology training, and family/student seminars. Each
planned activity and support leads students to increased levels of knowledge and skills gained
through access and participation in postsecondary education.

Academic mentoring and social support is ongoing and provided by a group of trained
mentors and coaches. The role of an academic mentor is to assist Panther LIFE students in
accessing university coursework while helping to foster student academic independence and
ownership of learning. Mentors are provided with trainings and one-on-one consultations with a
mentor coordinator throughout the academic year in order to better understand the needs of
students with ID and how to implement a variety of instructional strategies. On a weekly basis,
mentors are asked to schedule three sessions lasting one hour each. Typical mentoring activities
have included re-explaining and/or clarifying content/information, proofreading assignments,
and creating graphic organizers for studying key concepts. The role of the peer coach varies
only in that the focus of the work centers on assisting the Panther LIFE student in
understanding and acclimating to University campus and social life. Examples of peer coaching
support have included introducing the mentee to others, addressing social skill needs, and
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attending on- and off-campus events. Providing this structured system of support ensures that
students experience a high level of success during their program tenure.
Method

Description of Participants/Setting

Academic mentors and peer coaches (all referred to as “mentors” in this publication)
consisted of 31 university students ages 18-42 of which 25 were females and 6 were males.
University class standing of the group consisted of 11 seniors, 9 sophomores, 4 juniors, 1
freshman, and 6 graduate level students. The group’s racial/ethnic diversity consisted of 21
Hispanic (67%), 4 White (14%), 4 Black (14%), and 2 Asian (5%) students. The group had a
variety of majors including Special Education (5; 15%), Biology (6; 20%), Hospitality and
Tourism Management (4; 12%) Nursing (3; 10%), Psychology (2; 5%), and Advertising,
Architecture, Pre-Medical Studies, Physical Education, History, Business Administration, Adult
Education and Human Resource Development, and Social Work (1; 5% respectively). Ninety
percent of mentors indicated that they had previous experience working with individuals with
disabilities. Participants were selected through an application and interview process and worked
with the students for at least one full semester. Seven students (22%) worked with the program
for the entire duration of the study (Fall 2012 to Fall 2013).
Data Collection/Instruments

All mentors agreed to complete an online questionnaire regarding their overall
perceptions of the program and a log tracking activities. The questionnaire is a summative
evaluation tool compiled of quantitative and qualitative data. For this particular study, only the
qualitative data were used in the coding process. The log is an open-ended data collection
instrument that served as a journal and was used to collect formative data as students were
instructed to fill out the log after each mentoring session. The mentors were trained during an
initial orientation meeting on what type of information should be entered in the log, but no
further probes were used during the process.
Analysis Process

Data from the logs and questionnaires were collected in December 2012, May 2013,
August 2013, and again in early December 2013. In total, 58 logs and 55 questionnaires from 31
students were collected over the course of a one year period. To assess the data and identify
important aspects of the mentorship program along with potential areas of improvement, the
researchers were guided by the coding process outlined by Gilbert (2008). Open coding was used
after each set of logs, and questionnaires were collected to determine emerging themes in each
log. Axial coding was then used with all sets of open coding data to determine relationships in
themes across the data sets. Emerging themes were then narrowed into sub-themes and
categories were developed.

Results

Three major themes were originally discovered in the data set: Inclusion, Self-
Determination, and Adaptive Behavior Skills. Refer to Table 2 for major themes and sub-
themes. Within the Inclusion category were found two subcategories of On-Campus
Involvement and Off-Campus Involvement. Within the Self-Determination category was found
one subcategory of Self-Advocacy. Finally, within the Adaptive Behavior Skills category were
found five subcategories: Career Development, Social and Communication Skills, Physical
Development/Health and Wellness, and Academic Skills.

Inclusion
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On-campus involvement. The majority of mentors stated a goal of having students
become more involved on campus, especially in terms of joining clubs and groups. A few
examples of mentors assisting students included intramural sports teams and political volunteer
groups on campus. Mentors reported that joining a club on campus was beneficial during the
college experience for social aspects. One mentor stated, “I want her to join a club that she can
be actively involved on campus. Being involved in the club will help her open up.” Another
mentor indicated, “She needs to work on interacting with people and being less intimidated and
more social. We will volunteer next week and this will be a great opportunity for her.”

It was also reported that engaging in on-campus activities together helped to create
rapport with the students as they immediately had something in common. One mentor reported
that taking salsa dancing classes on campus with the student was her favorite part of the
program. She reported, “It was a great bonding experience. She really enjoyed it and | loved
dancing with my student each week!” Other mentors also agreed that having common interests
outside of academics made for a more enjoyable experience.

On-campus involvement also included attending events such as sorority and fraternity
events, football games, featured speakers, and holiday campus events. During these events,
mentors shared that the students had the chance to meet new people and practice appropriate
social behaviors. One mentor reported taking her assigned student to her Greek Life events to
expand his social circle. She said, “This is a great way for him to make more friends. He
participated without hesitation. He engaged appropriately and was nice to everyone he met.”
Other mentors were in agreement that on-campus events provided benefits to all parties involved.

Off-campus involvement. Along with on-campus involvement, mentors reported
spending time together off-campus to make the relationship more authentic. One mentor
indicated that when finding out the student held a common interest in a video game, the two
began getting together off-campus with friends to play the game. He related, “Our online
gaming has really been a nice way to spend quality time and socialize.” Others recorded going
to events (both program sponsored and non-program sponsored) off-campus such as movies,
festivals, and fairs. Mentors indicated these off-campus events offered mentees a chance to
practice social behaviors in places other than the University setting. One mentor also noted that
finding activities off-campus incorporated technology into the sessions as the mentee would use
an app on his i-Pad to find things to do in the area. A few mentors attended University
conferences with their mentees and one commented, “[It was] such a fun time for everyone. We
all bonded on a new level.” Generally, mentors were in agreement that off-campus activities
were beneficial, though some reported difficulty in planning events due to time constraints and
transportation.

Self-Determination

Self-advocacy. Mentors frequently mentioned the use of learning style quizzes
disseminated at the initial orientation and training. Several mentors reported that filling out the
learning style quiz helped them to support their mentees. One mentor added that her mentee was
able to open up and discuss his learning needs. Mentors shared that the quiz was a valuable tool
to establish rapport with their mentees by learning about each other. As one stated, “Today we
talked about what we thought our strengths and weaknesses were. It ended up being a great ice
breaker.” Other mentors also indicated that the learning style quiz led to setting semester goals.

Mentors reported several different ways in which self-advocacy was encouraged with
their mentees including travel training, speaking to professors, and establishing an ongoing
dialogue with their parents. Mentors mentioned assisting students with being on time for their
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transportation and planning ahead to ensure arrival in the correct place. One mentor went as far
as to ride the public transportation with her mentee to get him acclimated. She reported, “I
would really like to see him take advantage of the transportation resources provided to him. We
will ride together so he feels more comfortable with the process.” Later in the semester the same
mentor reported, “He really loves taking the bus now!” Yet another mentor reported helping his
mentee research driving programs and opening a dialogue with his parents about learning how to
drive. Other mentors reported going to class with their mentee to encourage them to speak to
their professors about needed accommodations. Some mentors documented meeting with
mentees’ parents and encouraging more levels of independence. One mentor shared, “Today we
talked about some more leisure time that her parents could give her to have off campus activities
possible. Her homework for the next meeting is to talk to them about this topic.”

Adaptive Behavior Skills

A common theme among the data revolved around four adaptive behavior skills: Career
Development, Social and Communication Skills, Physical Development/Health and Welln