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I

am writing this after a most successful 12th Biennial
Conference at Montclair State University, moving toward the
close of my tenure as
SCRA president. As
I said at the biennial,
SCRA is at a crossroads. We have become a resourced organization, and we are
facing the challenge
of how, as an organization, we will walk
the talk of our mission
statement and live up
to the aspirations of
our value proposition.
I am devoting this column to articulating some background
and, more importantly, some plans that have been set into
motion to meet the challenges posed. I am posting this column on the President’s Blog <http://www.scra27.org/blogs/
presidents> so that all members of SCRA can comment,
make suggestions, and indicate how you would like to participate in the action framework we are suggesting, or actions you might propose.
Becoming a Resourced Organization
The source of our increased resources is AJCP. As we
have become aware of the value of AJCP as a scholarly and
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a financial resource, the Executive Committee (EC), under
Anne Bogat’s leadership, pursued acquiring ownership of
the journal for SCRA and a more favorable contract. While
the new contract was executed just prior to the biennial and
we are gearing up to receive revenues, as a result of the
AJCP contract renegotiation, SCRA will increase its annual revenues by approximately $200,000 per year, by my estimates. As the EC began to consider how to address this
change budgetarily, we quickly asked the question, “Money for what?” Being ecologically oriented, this led to widening circles of increasing complexity, interconnection, and
comprehensiveness in our deliberations. We recognized that
SCRA had an opportunity to redefine itself as an organization, and to consider becoming mission driven in an intentional way. Doing so would afford an opportunity for our
committees, interest groups, and task forces to collaborate
for a shared goal. We revisited our internal structure and
how we create avenues for our most important resources—
our membership—to become more deeply involved in the
shared work of the organization. Among the most essential
realizations is that we needed to re-engage our past presidents in a serious manner, because they are a vital source of
institutional memory, guidance, and continuity.
The Past Presidents Speak (and Email)
Input from the past presidents was solicited via email
and at the Past Presidents’ Breakfast Meeting at the biennial. I was not able to contact all of the past presidents, as
email addresses sometimes did not work. Most responded,
though not all. Many attended the breakfast meeting. My
view is that we all should be very proud of this group of
folks, because they have stepped up in response to the request for input. Specifically, they were asked whether and
how they might be involved with SCRA in ongoing ways if
SCRA were to set strategic priorities, and what suggestions
they had about strategic directions for SCRA.
The overarching message conveyed by the past presidents was Jim Kelly-esque: It ain’t what you do, it’s the
way you do it. Among their key observations are these:
First, our field has high relevance and high invisibility. Our
core values, including collaboration, focusing on strengths,
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taking an ecological/development/systems perspective, diversity,
fostering participation especially among those whose voices are
not usually heard, and sense of community/civic engagement, are
at the forefront of many conversations, and much valued work,
by us and by others who know nothing of SCRA, reflects these
core values. Yet the field of community psychology, and SCRA,
is not highly visible.
The conversation about visibility took several directions. One
was to look at how SCRA can increase the application of community psychology in the public interest, through policy and practice
outlets. Another was to integrate community psychology into undergraduate texts by having SCRA write, or sponsor, an introductory psychology and/or an abnormal psychology textbook. And a
final thought was to consider ways of fostering more collaboration
among SCRA members, capitalizing on such excellent sharing enterprises as the biennial and the global e-journal, by creating concrete behavior settings with a clear purpose and individuals with
meaningful responsibilities, directed toward some clear priorities.
Among the kinds of settings/purposes the past presidents suggested they might become involved with are:
• advising/participating in an SCRA book series
• administering small SCRA grants for research and practice
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projects involving collaboration among members and/or interdisciplinary/intersector collaboration
• providing mentoring to leaders of interest groups, task forces, committees
• working with the finance committee around fundraising,
planned giving for SCRA
• advising SCRA textbook projects
Finally, the past presidents emphasized that if we did not create more of a sense of community within SCRA, we would be
unlikely to reach greater aspirations. Two comments stand out,
among many, and are excerpted below:
For example, every report from subgroups and their discussions, can be directed to the selected agenda. This way
SCRA may uncover social power and shared meaning
that benefits all in our identification with SCRA. Such efforts may reduce any palpable sense of fragmentation and
boost a shared élan for common values and enterprises.
Such efforts may help continue to share a common heritage across our sub groups and potentially encourage
more conversations across these groupings to continue to
establish a common purpose while recognizing different
foci of interest.
Strategic Planning Meeting of the EC at the Biennial
The EC has spent the past year preparing for the contingency
of becoming a resourced organization. We have done a great deal
of organizational review and set a number of changes into motion. However, we had not devoted specific face-to-face time to
addressing the larger issues of SCRA priorities. The input of the
past presidents served as the backdrop to the EC’s conversation at
the biennial, where we focused on three guiding questions:
1.
2.
3.

What do we want SCRA to accomplish in the world?
What do we need to do organizationally for SCRA
and the CP field?
What mechanisms must be put in place to accomplish
the priorities established in #1 and 2?

CAVEAT: We were mindful of the difficulty of getting broad and
representative input from the membership in answering questions
#1, 2, and 3. So we determined to remember that we are elected
leaders and therefore have been entrusted by (a voting minority) of SCRA members to act in that way, attempting to be as informed as possible by our membership. And we are pursuing this
as an action-research project. The times require action and we are
taking such in the best way we know how, while constantly asking for feedback and suggestions and providing what we intend to
be widely expanding opportunities for direct contribution. Hence,
we are sharing the current state of our thinking and action via
TCP and at the website, where anyone is able to comment.
SCRA’s Strategic Priority for Impact in the World: Policy
The EC unanimously passed a motion that endorsed a threeyear prioritization of policy-related goals within our current mission/vision/goals statement. The motion was also endorsed by

president-elect Pat O’Connor and so it reflects a shared commitment among what will be the past president (me), the president
(Mark Aber) and the president-elect (Pat), as of August 2009, for
a sustained organizational priority.
The specific formulation stated that it would be a priority
of SCRA over the next three years to influence the formation
and institutionalization of public policy consistent with community psychological principles and with the social justice values
that are at the core of our discipline. Further, our work on policy would be particularly focused on, and informed by, research,
practice, processes, and procedures committed to promoting equitable distribution of resources, equal opportunity for all, nonexploitation, prevention of violence, active citizenry, liberation
of oppressed peoples, and greater inclusion for historically marginalized groups, consistent with community psychology values.
I believe that the latter is best captured by the following
statement:
Community Psychology is guided by its core values of
individual and family wellness, sense of community, respect for human diversity, social justice, citizen participation, collaboration and community strengths, and empirical grounding. Community Psychology approaches are
characterized by participant conceptualization, interventions that focus on problem prevention or health and wellness promotion, multilevel ecological and systems levels
of analysis and action, a seeking (vs. waiting) orientation,
collaboration with those who are exploited, oppressed, and
lacking in voice, and a commitment to strengthening settings in which community psychologists interact and work.
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Organizational Mechanisms to Foster Policy Priorities and
Improved Member Services
Strategic prioritization around policy for the next three years,
with key emphases on the kinds of research, practice, procedures,
and processes that can best inform CP-oriented policy, touches on
a vast proportion of our membership. We view policy at the level
of the municipality, county, state or province, region, and nation,
as well as across nations.
While all of our members may not be actively engaged in policy formation, there is no doubt that our work has implications for
the formulation of sound, realistic, sustainable policies that can
have a positive impact on underserved, under-resourced,oppressed
communities and individuals and groups without voice and who
have otherwise been marginalized and exploited. We want to lend
our perspective and expertise in the interest of a more active, participatory, and informed citizenry and in the promotion of wellness.
To accomplish our goals, we must understand and become better
skilled at the modalities of policy formulation and dissemination;
hence, our emphasis on creating a policy brief template and related
policy tools such as briefing statements and fact sheets. Our typical
products—research articles, evaluation reports, procedural manuals, program descriptions, ethnomethodological and qualitative
descriptions and the like—require translation into policy formats.
Plus, our own individual work, regardless of how worthy we think
it might be and whether it is based in research or practice, will usually have to be meaningfully supplemented to serve as the basis of
policy formulation. So new forms of collaboration among SCRA
members and colleagues will be necessary.
In my view, “new forms collaboration” are not only individual, but structural. Within our committees, interest groups, and
task forces, we would like policy consciousness and policy contributions to be paramount, for the next three years. These entities
would go about their business with an eye toward their particular
foci and an eye toward SCRA’s collective focus.
Another important example is a concerted and systematic effort
to have a policy presence or track at eco-conferences and other regional conferences. We would ask conference planners to think about
policy workshops, perhaps involving members of our public policy
committee talking about how to use the policy template and policy
market that they will be establishing on the website. Perhaps APA’s
excellent policy resources would be brought in to do policy training
(at no charge). Perhaps our conferences at all levels would include
creating at least some programs at which community psychologists
and local/regional policy makers share a table in dialogue.
Functional Changes in SCRA Infrastructure to Improve
Member Services and Participation
The executive committee has taken a number of steps to modify our infrastructure toward providing better service to our members and better implementation of our priorities. Some of these
have been implemented and others are in process as of the time
of this writing, but I am confident that what follows will come to
pass by the end of September 2009, substantially as presented:
• The EC now has monthly conference calls and conducts votes
via email that are confirmed at those conference calls. This has
allowed us to move more quickly, more comprehensively, and
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with greater continuity than was afforded by our prior structure.
• The Executive Committee will be restructured to include
the Council of Education Programs as a voting entity, a
newly formed Council of Practice and Career Paths, based
on the current practice group, also as a voting entity, and
one of our member at large positions redefined to include an
early career emphasis and responsible for developing and
sustaining an Early Career Committee and an ongoing mentoring program that capitalizes on the outstanding mentoring process that takes place at our biennial conferences.
• We will work with all of these entities and their members
in more intentional ways to refine and disseminate the value proposition and the connection between undergraduate and graduate education in CP, continuing education in
CP, ongoing mentoring and support, and career paths and
emerging opportunities, inside and outside of academia.
It is important to “brand” community psychology and the
value-added that it can provide to a wide range disciplines
and professional fields. We must avoid over-identifying
with psychology and avoid over-promoting SCRA, vs. the
CP field. (I owe Bill Neigher and the practice group a particular debt of gratitude for bringing the value proposition
concept to the forefront.)
• There will be a finance committee to work alongside the
treasurer and address the disposition of SCRA resources in
terms of investments and the growing of SCRA resources
in terms of investments and endowments and other forms
of giving, to allow us to reach our strategic priorities. The
finance committee will be empowered to avail itself of expertise from both within SCRA and outside SCRA, with
appropriate oversight by the EC.
• We are expanding our publications committee and its
charge to become our Publications and Electronic Communications Committee. This committee has been instrumental in articulating new relationships between SCRA, AJCP,
TCP, and our AJCP publisher (Springer) and in exploring
innovative possibilities for a publication series, innovative
uses of our website, and connections with the Global eJournal for Community Psychology Practice.
• I have asked our network coordinator, Bernadette Sánchez,
to speak with our international network coordinators about
changing their name to liaisons and to reconceptualize their
role as creating liaisons between SCRA and SCRA members in their regions and existing community psychology
organizations within their regions. We believe this will foster greater collaboration, present SCRA in its more appropriate stance and role, and help move the field toward a
global community psychology. A strong international presence at our 12th biennial and the excitement about the first
and second International Community Psychology Conferences in Puerto Rico and Portugal in 2006 and 2008 and
upcoming in Mexico in 2010, as well as vibrant community psychology organizations developing locally, nationally,
and internationally worldwide, show that CP is alive and
well and must be viewed from a global perspective.
• We will be providing more explicit support and mentoring for leadership within SCRA, particularly on the EC and
at the committee, interest group, and task force levels. We

THE SOCIETY FOR COMMUNITY RESEARCH & ACTION
EXECUTIVE COMMITTEE
2008–2009
PRESIDENT
Maurice J. Elias,
Rutgers University
PAST PRESIDENT
Anne Bogat,
Michigan State University
PRESIDENT–ELECT
Mark Aber, University of Illinois,
Urbana–Champaign
TREASURER
  Fabricio E. Balcazar,
University of Illinois, Chicago
SECRETARY
Jean Hill, New Mexico Highlands
University
STUDENT REPRESENTATIVES
Christopher Zambakari
  & Fernando Estrada,
Arizona State University
APA COUNCIL REPRESENTATIVE
Meg Bond, University
of Massachusetts Lowell
COUNCIL OF EDUCATION
PROGRAMS
Susan McMahon,
DePaul University
REGIONAL NETWORK
COORDINATOR
  Bernadette Sánchez,
DePaul University
MEMBERS-AT-LARGE
Rhonda K. Lewis–Moss,
Wichita State University
Bradley Olson,
Northwestern University
Susan R. Torres–Harding,
Roosevelt University

COMMITTEE CHAIRS
APA 2009 PROGRAM
COMMITTEE
Bradley Olson,
Northwestern University
CULTURAL
& RACIAL AFFAIRS
Rhonda K. Lewis–Moss,
Wichita State University
DISSERTATION AWARD
Sarah Chilenski, Missouri
Institute of Mental Health
FELLOWSHIP
Anne Bogat,
Michigan State University
INTERNATIONAL
  Serdar M. Değirmencioğlu,   
Istanbul Bilgi University
INTERDISCIPLINARY LINKAGES
Eric Mankowski,
Portland State University

MEMBERSHIP
Bradley Olson,
Northwestern University
Susan Torres–Harding,
Roosevelt University
NOMINATIONS
Patricia A. O’Connor,
The Sage Colleges
PUBLICATIONS
Roger Mitchell,
North Carolina State University
PUBLIC POLICY
Nicole Porter, DePaul Center
for Community Research
WOMEN
Susan Wolfe,
U.S. Department of
Health and Human Services

REGIONAL COORDINATORS
ASIA
Toshiaki Sasao, International
Christian University, Tokyo, Japan
AUSTRALIA/NEW ZEALAND/
SOUTH PACIFIC
Katie Thomas,
Curtin University of Technology
CANADA
Scot D. Evans,
Wilfred Laurier University
EUROPE/MIDDLE EAST/AFRICA
David Fryer, U. of Stirling, Scotland
LATIN AMERICA
Vacant
U.S.–MIDWEST
Joanne Sobeck,
Wayne State University
Nicole Porter, DePaul University
Shaun Cowman, Rock Valley College
U.S.–NORTHEAST
Chiara Sabina, U. of New Hampshire
Seema Shah, Annenberg
Institute for School Reform
LaKeasha Garner, Columbia U.
Sudha Wadhwani,
Montclair State University
U.S.–ROCKY MOUNTAINS/
SOUTHWEST
Mariolga Reyes
U.S.–SOUTHEAST
Sherry L. Hamby,
University of North Carolina
at Chapel Hill
Elaine Clanton Harpine,
University of South Carolina
Aiken
U.S.–WEST
J. Eric Stewart,
University of Washington Bothell
Maria Chun, University of Hawai’i
Regina Langhout,
University of California, Santa Cruz

INTEREST GROUPS
AGING
The Aging interest group focuses on
the productive role of aging in the
community and the prevention of
mental health problems in the elderly.
Chair: Margaret M. Hastings
(847) 256-4844
margaretmhastings@earthlink.net
CHILDREN, YOUTH & FAMILIES
The Children, Youth & Families
interest group facilitates the interests of child and adolescent
development in high risk contexts,
especially the effect of urban poverty and community structures
on child and family development.
Chair: Richard N. Roberts
(435) 797-3346
COMMUNITY ACTION
The Community Action interest
group explores the roles and contributions of people working in applied
community psychology settings.
Chair: Bradley Olson
(773) 325-4771
COMMUNITY HEALTH
The Community Health interest
group focuses on health promotion,
disease prevention, and health
care service delivery issues as
they relate to the community.
Co-chairs: David Lounsbury
(415) 338-1440
dlounsbu@aecom.yu.edu
Shannon Gwin Mitchell
(202) 719-7812
sgwinmitchell@gmail.com
DISABILITIES
The Disabilities interest group promotes understanding of the depth
and diversity of disabilities issues in
the community that are ready for
research and action, and influences
community psychologists’ involvement in policy and practices that enhance self determination, personal
choice, and full inclusion in the community for people with disabilities.
Chair: Katherine E. McDonald
(503) 725-3995, kmcdona@pdx.edu
LESBIAN, GAY, BISEXUAL,
& TRANSGENDER (LGBT)
The LGBT interest group increases awareness of the need
for community research and
action related to issues that impact LGBT people, and serves as
a mechanism for communication, collaboration, and support

among community psychologists
who are either interested in research/service/policy related to
LGBT people and communities,
and/or who identify as LGBT.
Co-chairs: Richard Jenkins
jenkinsri@nida.nih.gov
Colleen Loomis, cloomis@wlu.ca
(519) 884-1970 x 2858
ORGANIZATION STUDIES
The Organization Studies interest
group is a community of scholars
who are interested in community
psychology themes (e.g., empowerment, ecological analysis, prevention, sense of community) in
organizational contexts, and in importing organization studies concepts, methods, models, and theories into community psychology.
Chair: Neil Boyd, (717) 512-3870
Boyd@Lycoming.edu
PREVENTION & PROMOTION
The Prevention & Promotion interest group seeks to enhance
development of prevention and
promotion research, foster active dialogue about critical conceptual and methodological action and implementation issues,
and promote rapid dissemination and discussion of new developments and findings in the field.
Co-chairs: Monica Adams
madams8@depaul.edu
Derek Griffith, derekmg@umich.edu
RURAL
The Rural interest group is devoted to highlighting issues of
the rural environment that are
important in psychological research, service, and teaching.
Chair: Cécile Lardon, (909) 474-5781
c.lardon@uaf.edu
SCHOOL INTERVENTION
The School Intervention interest
group addresses theories, methods, knowledge base, and setting
factors pertaining to prevention
and health promotion in school.
Chair: Paul Flaspohler
flaspopd@muohio.edu
SELF-HELP/ MUTUAL SUPPORT
The Self-Help/Mutual Support
interest group is an international organization of researchers,
self-help leaders, and policy
makers that promotes research
and action related to selfhelp groups and organizations.
Chair: Louis Brown, ldb12@psu.edu

The Community Psychologist

Vol. 42 No. 3

5

also intend to revise our procedures for allocating resources to these groups, including requiring greater explicit accountability and connection with SCRA priorities.
• We will be increasing our staff resources, to assist with
membership services and related matters.
• We are strongly considering a small grant or related program to provide financial assistance to research and practice initiatives that foster SCRA priorities and values, particularly diverse collaboration within SCRA, of SCRA
with other organizations and disciplines, and across multiple ecological sectors.
Final Presidential Reflections
During my tenure as president, I learned definitively that what
is most distinctive about community psychology is the collection of
values that guide our work. I saw this in the way in which the EC
goes about its work, living the values of CP, and I have seen this in
the operation of many of our community psychology organizational
groups, including, but not limited to, the practice group, the public
policy committee, the publications committee, the council of education programs, and many of our awards committees. The spirit and
generosity of the past presidents was nothing less than inspiring, and
their input, imbued with a CP perspective, has been and will continue
to be invaluable. And the planning and implementation of the biennial was undertaken with explicit concern for and guidance by community psychology values, modeled most visibly by Milton Fuentes
and Sandra Lewis, and was far better for it, in my opinion.
Attending numerous plenaries, presentations, posters, and the
World Café also allowed me to realize that when we speak about
our work in community psychology, our values come through
strongly, even more than when we write about our work and typically have to fit our work into various publication-related constraints. Across presentations on very different topics, by people
in different locations and work contexts, and in various presentation formats, I could see the emergence of the constellation of
values that defines CP and guides our work. I also learned that
when these values have not imbued the work in a genuine way,
that becomes apparent as well. Thanks to a number of presenters at the biennial, I now understand deeply that there are differences between clinical and a community psychology-informed
approaches to issues relating to those with severe and chronic
mental health/substance abuse and related problems. There are
complementarities to be sure, but there are also essential differences, revealed in the application of CP values to the ecological
and developmental challenges of those circumstances.
Perhaps it is pro forma to say that is has been a privilege to
serve SCRA. It certainly has been a privilege. But having done
so in two presidential roles, with one more—past president—
awaiting me, I feel that serving SCRA is tzedakah, a Hebrew term
meaning “justice” that is often mistranslated as charity. It is just,
proper, appropriate, fitting, necessary, and fair to serve a field
that has given me so much, personally and professionally. One
might say that serving such a field is social justice, and therefore
is not something one can do sporadically or selectively. Serving a
field that has served me so well is a form of moral obligation, far
more enriching than it is taxing (though it certainly can be, and
has been, the latter at times). And so I look forward to my dual
continuing roles of SCRA member and SCRA past president with
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enthusiasm and readiness to continue my service, in the name of tzedakah. f
am pleased to share this Summer 2009 issue of The Community Psychologist with you.
It is filled with meaningful and engaging ideas, plans, dreams, lessons
learned, tips, reflections, findings,
and analysis. From the President’s
Column in the beginning of the issue to the web links to more information and dialogue at the end of issue, you’ll get a great sense of this

I

exciting moment in SCRA.
This Summer 2009 issue is my last as Editor of TCP. I am so
grateful to have had this opportunity to serve SCRA and its members as TCP Editor. It has been such a joy. I want to acknowledge the excellent work of the Column Editors over the last three
years. One of the most rewarding aspects of the job was working with such a strong team of editors and contributors. It was an
honor to work with them in this collaborative effort.
I also want to acknowledge the strong support for TCP from
the Executive Committee and Publication Committee, particularly the last three SCRA presidents, Carolyn Swift, Anne Bogat,
and Mo Elias, as well as the Chair of the Publications Committee,
Roger Mitchell. And I cannot express fully my deep gratitude, respect, and thanks to the Associate Editor, Amy Stutesman, and
Production Editor, Michael McConaha, who have worked with
me for the last three years. I could not ask for a better team.
As many of you know, SCRA welcomes Maria Chun as the
new TCP Editor beginning with the Fall 2009 issue. I know she
will do a fantastic job, and I look forward to many great TCP issues. Maria is the Associate Chair of Administration and Finance
for the University of Hawaii’s Department of Surgery. She has
a PhD in psychology (community and cross-cultural concentration) from the University of Hawaii. She has been a public servant for her entire career and has worked for various state government agencies. Among other duties, she is currently working
on cultural competency initiatives with a particular focus on surgical resident preparedness to provide cross-cultural care. Prior
to Maria’s current position, she worked as a performance auditor/program evaluator for the Hawaii State Auditor’s Office for
10 years. She also worked as the director of a regulatory reform
project for the Office of the Lieutenant Governor and served as a
legislative budget analyst for two sessions.
Best wishes to our new TCP Editor, Maria, and thanks again
to all of the contributors to this issue. Read and enjoy. f

Community Health
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As we write this column, we are continuing our activities regarding the special issue of AJCP on Social Ecological Approaches to Community Health Research and Action and are
preparing for a series of symposia at the biennial conference
in Montclair, New Jersey in June. We are thrilled that so many
of the authors contributing to the special issue were able to accept our invitation to present their work as part of the biennial
conference. We wish to vigorously thank our CHIG members
and members of the Biennial Local Planning Committee (Milton Fuentes and Sandra Lewis, Co-Chairs) for their assistance
in organizing the series.
In total, 11 presentations have been organized into 3 symposia. David Lounsbury will serve as the discussant for the
first symposium, which focuses on social ecological approaches to violence prevention. This session includes an introductory presentation by David, as well as presentations by Charlene Baker (University of Hawai’i), Myduc Ta (University of
North Carolina, Chapel Hill), and Thomas Wicke (University
of California, Irvine).
The second symposium will feature presentations by Lizzie
Finn (Curtin University, Centre for International Health), Alexa
Smith–Osborne (University of Texas at Arlington), Sarah Chilenski (University of Missouri, Missouri Institute of Mental Health)
and Bret Kloos (University of South Carolina) and will focus
on social ecological approaches to mental health and substance
abuse service delivery. Shannon Gwin Mitchell will serve as the
discussant for this second symposium.
Finally, our third symposium will focus on health promotion
and behavior change and will feature presentations by Leslie Lytle (University of Minnesota), Joan Wharf Higgins (University of
Victoria, BC), and Tiffany Baffour (University of Maryland, Baltimore County).
On Saturday evening (June 20, 2009) of the biennial we
plan to hold our CHIG meeting at one of the local restaurants
and hope that all CHIG members, contributing presenters for
our special issue, and any other interested conference attendees
will be able to join us.
For more information about these CHIG activities, please
contact either of us by email. David <dlounsbu@aecom.yu.edu>
or Shannon <sgwinmitchell@gmail.com>. f

f

Seeking Environmental Justice:
Principles into Practice
~Tuere A. Bowles, Andrea E. Lloyd, & Pamela P. Martin,
North Carolina State University
No justice, no peace!
¡Sí, se puede!
Green for all, all for green!
We need clean air!
The people united, shall never be divided.
During environmental justice peaceful marches and demonstrations, activists in solidarity may perhaps recite any of the above
chants. A litany of concerns spur action in response to environmental injustice, such as communities and neighborhoods surrounded by landfills, incinerators, chemical plants, refineries, and
other polluting facilities, resulting in toxic exposures and relentless land, water, and air pollution. Environmental justice activists were some of the first to view climate change as reality to be
reckoned with in today’s global society. Catastrophic examples of
environmental injustice provoking national and international outrage and activism were the unparalleled effects of Hurricanes Katrina and Rita on the Gulf Coast (Bullard & Wright, 2009; Leach,
Martin, Bowles, & Taliaferro, 2008). Hurricanes Katrina and Rita
brought to the forefront extents injustices still occur despite laws,
regulations, and policies.
Simply put, people of color and low-income groups bear a
disproportionate burden of environmental health hazards in their
homes, neighborhoods, and places of employment when compared to their counterparts (Bryant & Mohai, 1992; Bullard,
2000; Bullard & Johnson, 2000; Institute of Medicine [IOM],
1999; United Church of Christ–Commission for Racial Justice,
1987). Recognizing these disparities, grassroots activists, local
community groups, environmental justice networks, lawyers, and
academics have joined together in a social justice struggle known
as the environmental justice (EJ) movement. The US Environmental Protection Agency defines environmental justice as:
The fair treatment and meaningful involvement of all
people regardless of race, color, national origin, or income with respect to the development, implementation,
and enforcement of environmental laws, regulations, and
policies. Fair treatment means that no group of people, including a racial, ethnic, or a socioeconmic group, should
bear a disproportionate share of the negative environmental consequences resulting from industrial, municipal,
and commercial operations or the execution of federal,
state, local, and tribal programs and policies. (Retrieved
October 7, 2003, from http://www.epa.gov/compliance/
environmentaljustice)
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EJ activists, then, believe all people, regardless of race, ethnicity or income, should enjoy access to safe, healthy environments
(Principles of Environmental Justice, 1991).
In the literature and within the movement by activists, environmental racism and issues of environmental justice are often
used interchangeably. Bryant (1995) draws the distinction by arguing that environmental racism is “based upon problem identification,” whereas environmental justice is “based on problem solving” (p. 6). Furthermore, environmental justice activists broadly
conceive the environment as linked places where we live, work,
learn, play, and worship. This holistic understanding is often in opposition to some environmentalists who may strictly view the environment as the natural world and focus on endangered species,
endangered habitats, and land preservation. Yet, proponents from
an environmental justice stance understand the environment as everyday places, inclusive of both the natural and built world.
Recognizing the importance and necessity of vigilance in seeking environmental justice, how can community psychologists and
educators facilitate change? Pursuing community-university partnerships is one plausible solution. Certainly there is a tradition of
universities engaging neighboring communities in multiple ways,
such as student service-learning opportunities, faculty collaborative research, and formal university research centers.
Community-university partnerships, historically, have not been
without criticism in EJ communities. In countless instances, academicians and university constituencies failed to uphold their ethical
responsibilities and commitments, particularly when EJ community groups and organizations established partnerships with predominately white institutions (PWIs). Though some communityuniversity partnerships early on in the EJ movement were viable,
the prevailing complaints from impacted communities coalesced
around institutions failing to share and translate pertinent research
findings that may have helped their causes and inequality in allocating resources derived from government and foundation funded
projects. Once the funding ceased, the impacted communities seldom were able to maintain connections with the institutions.
To meet the needs of people of color and low-income communities, particularly in working with government agencies, Wright
(1995) proposed the necessity of regional environmental equity justice centers at historically black colleges and universities (HBCUs)
and minority-serving institutions (MSIs) who were often in close
proximity to EJ communities. Two exemplary partnerships that
have maintained what Wright terms as a communiversity model are
the Deep South Center for Environmental Justice at Dillard University and the Environmental Justice Resource Center at Clark Atlanta University. These centers emphasize community-driven research,
community education, community workforce training for green
jobs, and serve as a clearinghouse on a host of issues from facilitysiting, land use planning, children’s environmental health, pollution
prevention, brownfields redevelopment, transportation equity, suburban sprawl to global climate change, and climate justice.
University engagement stemming from an HBCU, MSI, or
PWI with grassroots EJ community groups and organizations is
certainly needed. For the community psychologist and educator, a frontline perspective as opposed to distant observer provides deeper insights into movement phenomena and priorities.
As Spoth and Greenberg (2005) point out, tensions in the practitioner-scientist alliances, invariably, could occur. The chasm be-
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tween grassroots and professionals in the environmental justice
movement also stems from a struggle over knowledge and expertise, particularly whose voice is privileged in environmental planning, policy, and decision-making and whose voice is silenced.
Researchers would want to ensure that positive community outcomes outweigh potential risks provided the basis of engagement
is mutual respect and equal recognition of knowledge created and
shared in environmental justice struggles. That is to say, academics should acknowledge that local grassroots community activists
are indigenous public intellectuals who provide valuable expertise as trained community psychologists and educators.
Essentially, researchers must acknowledge that the academic culture can differ substantially from the communities that they
engage. Given the reality that communities with EJ struggles are
traditionally marginalized groups (i.e., impoverished, ethnic minority), the academician’s ability to demonstrate cultural competence is critical to the success of community-university partnerships. The cognitive shifts towards cultural competence have
been depicted as non-linear and iterative, with development as
incremental. Indeed, striving for personal cultural competence
constitutes a cognitive challenge, requiring one to begin by critically examining one’s own culturally-based assumptions. It also
calls for recognition of instances where one’s assumptions do not
necessarily match those of the affected communities and for acknowledgement of power differentials in interactions (Deardoff,
2008). For the researcher in particular, this process may generate re-evaluations of previously-held judgments of EJ communities, re-assessment of cultural assumptions regarding the value
of market-based activities, and an increased understanding of the
complexity of intervening activities and outcomes. At the optimal
stage of cultural competence, the researcher will demonstrate effective and appropriate behaviors that engender a mutually beneficial and respectful relationship.
The ecological perspective for cultural competence encompasses the values of social justice, service, dignity and worth of the person, and importance of human relationships (Brach & Fraserirector, 2000; Green & McGuire, 1998). As such, its inclusion further
advances the discourse regarding community-university collaborations for achieving environmental justice. This perspective emphasizes the community structure as a potential enabler of personal and
social resource development through processes of reciprocity (Kelly,
Ryan, Altman, & Stelzner, 2000) and promotes examining behaviors
within a person-environment context (Green & McGuire, 1998).
The benefits of acquiring an ecological perspective in collaborative approaches to EJ struggles would include allowing one
to explore the multiple interfaces between members of the target
population and the culture of that group. For example, the growing acknowledgement that traditional environmental groups and
EJ groups share similar goals impacts the affected communities’
strategies for achieving environmental justice while presenting
numerous investigative opportunities. Also, the community and
the researcher benefit from valid intervention design, increased
capacity-building in existing environmental groups and multilevel approaches to EJ achievement.
In summary, as we develop community-university partnerships to assist in EJ struggles, we should note trends in the literature for successfully conducting research and developing interventions with cultural competence (Caldwell, Davis, DuBois,

Echo–Hawk, Erickson, Goins, et al., 2005; McDonald, 2004;
Palafox, Buenconsejo–Lum, Riklon, & Waitzfelder, 2002; Stubben, 1997; Weaver, 1997). They are:
• Investigator assessment of their personal assumptions as
well as assumptions related to their research cultures
• Assessment of community to inform research design
• Environmental factors contributing to problem
• Norms, beliefs and values of target group
• Engagement of community at all stages of research
development
• Specification of research question
• Research design
• Data collection
• Data analysis
• Placement of high value on:
• Knowledge of community members
• Investigators’ community-specific knowledge
• Community strengths
• Culturally valid and reliable measures
• Program development based on:
• Knowledge gleaned from community members
• Recognition of community strengths
The synergy from collaborative engagement establishes opportunities for needed EJ interventions.
Given the complexity of environmental justice issues and
causes, we are called, as community psychologists and educators,
to reconsider and reaffirm our social justice commitments. Indeed,
we must negotiate complex roles; however, the communities we
serve cannot afford our inaction or silence. We as community psychologists must act now to address environmental justice or Racial/Ethnic minorities will continue to suffer. f
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Disabilities Action
Edited by Katherine E. McDonald

Colleagues,
It is my great pleasure to share this latest Disabilites Action
Group column with you. Mazna Patka completed her master’s
degree at DePaul University. For her thesis research, she traveled to Pakistan to collect data on attitudes toward individuals
with disabilities. Below, she recounts the story behind her data
collection—a story that will surely grab your interest! Mazna has
just returned from the Ukraine where she spent two years in the
Peace Corps. She’ll be joining me in the fall to pursue her PhD
in Community Psychology at Portland State University.
~Enjoy! Katie

Collecting Data in Pakistan to Assess
Attitudes Towards People with Intellectual
Disabilities
~Mazna Patka, Portland State University

As I was making final preparations to go to Karachi, Pakistan
to collect data for my thesis, my mind kept coming back to one
thought: as a working Muslim American woman, what kind of
reactions could I expect to face? Growing up, I had traveled to
Pakistan numerous times, but this was definitely different. I was
putting myself out there for all to pass judgment on; I would be
doing things out of the ordinary by talking to strangers and even
those of the opposite sex. I would be going door-to-door to collect
data on Pakistani attitudes towards people with intellectual disabilities, a subject regarded as taboo in Pakistan. Perspectives on
disability vary within Pakistan but include ideas of the disabled
being possessed by the devil and as a punishment from God. In
fact, being an American woman researching a taboo subject in a
land where laws are not enforced left me feeling a little scared, to
say the least. But the fear of coming home without accomplishing
my goal trumped all other feelings and concerns.
The purpose of my visit was to provide an initial understanding of disabled Muslims. I am interested in pursuing this topic as,
ultimately, I want to contribute to the empowerment and community integration of Muslims with disabilities. Pakistani families
who have a disabled child typically segregate their child from all
social interaction, leave their child at an orphanage, or murder
the child. Despite these typical practices, Islam promotes human
rights for disabled people. Having worked with Pakistani disabled
orphans when I was younger, I gained insight into their lives in a
society where, for those whose lives were not ended prematurely,
they go on to live lives where they experience significant exclusion from community life. Most of the children were confined
to the orphanage property and had little contact with the outside
world. Having seen the underappreciated abilities of people with
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intellectual disabilities, I aimed to seek out an education where I
would have the opportunity to promote social change. As part of
my master’s degree, I sought to investigate Pakistani attitudes towards people with intellectual disabilities.
Due to the political unrest in Pakistan, my safety was of primary concern. When I arrived, I decided it would be best to travel
with two men, one of them discretely armed. This eased my tensions a bit. For the thesis, I was collecting my data in multiple
ways (e.g., private homes, among disability services staff), including collecting a significant amount of data from katchi abadis (squatter settlements). We set out for the slums of Karachi, an
area where half the population lives in katchi abadis. When the
driver told me we were coming up on the first katchi abadi, I had
to look closely to realize what it was I was actually looking at.
The settlement was made up of giant heaps of trash with homes
built into the sides. The streams flowing in and out of these katchi
abadis were pink. In a country where only 12% of the population
has access to clean drinking water, I had to wonder what percentage of these people had such access.
Pakistan is different from countries such as the United States
in that the primary concern for most of the citizens includes being able to eat every day. Thus, disability is often less important,
and hence over looked, due to the socioeconomic situation. Every time we arrived in a katchi abadi, our car was inundated with
women and children shouting and waving ration cards. “We have
not eaten in days!” they yelled at us. “It is my turn! It is my turn!”
all of them seemed to be screaming. Apparently the only vehicles
that make it out to the slums are ration vehicles. So they naturally assumed we were there to hand out food. I felt horrible. I
felt even worse when I told them that I was not there to distribute
rations, rather to collect data. However, as soon as I mentioned
I was from the United States, their moods improved. And once I
mentioned I was going door-to-door to speak with them and ask
them questions, they rushed to their homes and waited.
The unforeseen abundance of willing participants was an issue
I had not considered. As I started my data collection, I used a random table of numbers to decide which houses to go to. However,
once I started carrying out this process, the people whose houses
I skipped felt cheated. I tried to explain my reasoning to them, but
they still felt I was showing a lack of respect for their opinions
by excluding them. I even shared with them copies of the measure I was employing but they still felt it was unfair for me to go
to one house and skip another. Eventually, I decided it would be
best to conduct interviews with every household in order to show
respect for all community members. This seemed to please everyone: I was able to obtain my data and provide a win-win situation
for all. However, due to the short duration I was in Pakistan and the
increased number of participants, I conducted interviews from sunrise to sunset in order to implement this new data collection plan.
I had no idea what to expect, and I can only assume by their
initial demeanor that I was nothing like what they had expected
either. Whenever I came upon a new group of people, whether
on the street or in a home, I was often asked if I was a man or a
woman. My hair was short then, and in Pakistan a woman’s hair
is either long or covered whereas I let the wind run through mine.
Also, my clothes were draped around me, so it may have been
hard for them to distinguish my gender. I spoke to the men as I did
to the women, treating both genders equally. In Pakistan, for the

most part, women have their way of addressing men, and vice versa; social norms which I choose not to follow. Lastly, simply being
a female researcher turned quite a few heads in itself. They found
me peculiar, to say the least. But once the women realized I was
a woman and what my goal was, they bombarded me with questions. The majority of them asked me why my skin was so dark.
The people of these communities were also intrigued by the fact I
was an Asian American. Apparently they had imagined all Americans to look one way, as can be said for many Americans perception of Pakistanis. I enjoyed their questions and enthusiasm, and
before long they felt completely at ease with me. Simple actions
such as women holding my hand and inviting me into their homes
suggested to me that they felt a strong level of comfort.
Every household that was asked to participate agreed. Not surprisingly, females were more comfortable speaking with me. In fact,
males would often request that the female heads of the household
work with me. I tried to deter this as much as possible, informing
them that I would like to speak with both genders, sometimes even
on the verge of insistence. When males were interviewed, they were
straight to the point and engaged in little or no extra conversation. I
tried to work through this by encouraging them to speak freely with
me; and sometimes it worked, but often it did not. However, I did
find that in most cases males were not at all restrained in informing
me that disabled people have little or no value in society.
Before asking the interview questions about attitudes towards
individuals with disabilities, I asked a few demographic questions including whether the participant had a disability. The majority of male respondents said no, regardless of whether they
had a visible disability. After all, I was a stranger asking very
personal questions. However, throughout the course of the interview participants would open up to me. They began sharing more intimate details about their lives. Occasionally people who had indicated at the beginning of the interview as not
having a disabled family member would later introduce me
to a family member with a disability. In several cases, the disabled
family member was a child who had been placed in a secluded and
confined area of the house simply to remain out of sight.
After the interviews had concluded, families would gather outside to converse with me. We mostly spoke about ration
cards. I learned that the people in these settlements rarely receive
food from the government let alone any other kind of help. Our
conversations usually ended with them pleading for medicines.
Many had thought I would end the meeting by giving them a
cure-all miracle drug for disabilities. “Americans have cures for
everything,” they said. When I told them that this simply was not
the case, they did not believe me. They still thought, or maybe
just hoped, that I had brought medicine with me. I even let them
search my bags to confirm. At the time, I mentally ran through
coursework, readings or conversations that could have prepared
me for such as situation. In hindsight, I realized there was nothing
I had come across to date that had prepared for the experiences I
encountered as I collected these data.
While collecting data, some people were outspoken with their
negative opinions towards disabled people. A few individuals even
pulled me aside to warn me that I was wasting my time. However,
from my perspective, no progress related to the rights of disabled
citizens would be made if people like this had their way. Besides,
this small group of individuals who had negative attitudes toward

the value of attending to individuals with disabilities was counterbalanced by all the rest who were positive about what I was doing
with their overwhelming enthusiasm. Many asked how they could
help and sometimes older women showed their appreciation for
what I was doing by praying for me. I wanted to return the gesture
of good will, but I was not in a position to help at that time. I later
returned to the katchi abadis with food; although I knew this would
not be a solution to their problems, I felt compelled to do what I
could, and at least show my gratitude. Having spent time in these
communities taught me that the priorities of Pakistanis differ from
mine in that their basic necessities of water and food are not being
met. Still today, I ponder whether fulfilling basic necessities is essential in order to make changes for disabled people in Pakistan.
I also collected data with staff who worked with individuals
with disabilities. I was equally touched by the power of simply collecting the type of data I was interested in, in this context. For example, when a local nongovernmental organization that hired disabled
people reviewed the measure, the type of questions I asked led them
to change their practices! An item on the measure asked participants
their opinion on whether disabled people should drive. Upon returning to the organization at a later date, I found disabled staff being
taught how to drive. The organization felt that if Americans can do
it, so can they. The mere act of collecting data and exposing foreign
ideas in such a case was actually an intervention for the disabled
staff working at the nongovernmental organization.

Still today, I ponder whether fulfilling
basic necessities is essential in order to
make changes for disabled people in
Pakistan.
I am very grateful for my time in the katchi abadis. The experience gave me a new perspective. I saw a side of Pakistan I had
never seen before and it taught me to be more open minded. Being
able to view the lives of non-disabled Pakistanis showed me the
various obstacles they face and that they may not disregard disabled people rather they lack education and basic human necessities. Most of all, I learned the importance of going out of my comfort zone in order to better understand and appreciate the lives of
different communities. My fears were short lived and the overall
reactions of communities indicated a strong willingness to support
positive change. My work also contributed to my desire to give
back to this community in some way. After all of the data was collected, I led the creation of community centers primarily for disabled children living in katchi abadis. The West possesses a wealth
of knowledge regarding disability issues, but researchers have not
explored Pakistanis practices and perspectives. While collecting
data in Pakistan, the fact that all community members wanted to
participate may be indicative of their willingness to learn and promote change. It is clear that disabled people in Pakistan face numerous human rights violations, but these people are often forgotten. I look forward to continuing to develop my skills and pursue
opportunities to contribute to our understanding of the experience
of disabled citizens in Pakistan and moving towards human rights
for disabled Pakistanis. f
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Education Connection
Edited by Jim Dalton & Maurice J. Elias

Editor’s note:
In this issue, we are very pleased to offer an insightful, inspiring essay by John Majer, “Using Self-Disclosure and Personal Example to Introduce Undergraduate Students to Community
Psychology.” John teaches at Richard J. Daley College, part of
the Chicago community college system. His choice of teaching
setting was unexpected yet intentional, consistent with a growing sense of mission, service and the creative possibilities for
promoting social justice through teaching students who are often from marginalized communities. His experiences there, especially with diverse first-generation college students from lowerincome backgrounds, offers a wealth of lessons about presenting
community psychology concepts, research and perspective as
part of the introductory psychology course—the only psychology
course that many college students take, and the best chance to inform a broad population about the distinctive concerns of community psychology.
John focuses on the content (critical views of the origins
of much psychological theory and research) and the process of
teaching introductory psychology. He teaches psychological concepts from a critical standpoint and encourages students to analyze these ideas from the standpoint of their own life experiences.
His method also emphasizes the process of building student engagement and relationships, especially through his own self-disclosure, acknowledgement of personal experience and its limitations, and involvement in student activities and organizations
outside of class. John has important things to say to any reader
in the business of teaching, whether in introductory courses for
undergrads or graduate seminars.
John’s essay is the second of what we hope are several examinations of how to present community psychology in the undergraduate introductory psychology course. In the Summer 2007
issue, Jean Hill discussed how she presents the origins of community psychology as an alternative way to conceptualize mental disorders, especially in terms of social-structural causes and
prevention efforts. (See The Community Psychologist, 2007, vol.
40, No. 3, pp. 12-14, or the SCRA website: <http://www.scra27
.org/resources/educationc/teachingcp/classactiv/hillcommps>.)
We welcome your submissions on any aspect of teaching
about community psychology in the introductory psychology
course: lectures and discussions, textbook and readings, assignments, perspective on psychology and community psychology, or
related aspects of faithfully representing our field or its concerns.
The Council on Educational Programs (CEP) of SCRA is
analyzing introductory psychology textbooks’ coverage of community psychology, and preparing to approach textbook authors
to promote more comprehensive and accurate portrayals of our
field. The CEP ranking of introductory textbooks on their coverage of community psychology, by Gregor Sarkisian and Sylvie
Taylor, will be available soon on the SCRA website. The CEP
welcomes your ideas on this initiative, especially if you teach or
have recently taught this course.
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Contact Jim Dalton at <jdalton@bloomu.edu> with submissions
for the Education Connection column or with ideas for this Council on Educational Programs initiative.
And read John Majer’s essay below!

Using Self-Disclosure and Personal Example
to Introduce Undergraduate Students to
Community Psychology
~John M. Majer, Richard J. Daley College, Chicago, IL
A colleague of my mine recently posted his “25 questions” on
his Facebook profile, which consisted of twenty-five statements about himself. He is an English professor who stated that
he “loves being an activist without having to be an ‘activist’.”
That struck a nerve in me because I had been involved in various
community-based activities for a number of years before I knew
about SCRA or the field of community psychology. It also got me
reflecting on my experiences in my own community training, and
how I benefited by the shared experiences of my professors in addition to seeing them living their values outside of the classroom.
My community psychology professors impressed me most
by the innovative positions they took on complex social problems, and what they disclosed in seminars and office hours based
on their personal experiences more so than by what they imparted through lecture material. Like my predecessors, I have found
that making some personal disclosures regarding my experiences
in addition to putting my values in action outside the classroom
can be effective ways of teaching undergraduate students, even
introductory psychology students, some of our core values. Thus
I offer some of my personal experiences including my pathway
to a teaching career, teaching as a community psychologist, considerations related to the process and content of instruction, and
being of service as a role model to students to help others who are
introducing community psychology to undergraduate students.
My Pathway from Community Work to Teaching
Frankly, I stumbled into my community training. I was initially interested in receiving doctoral level training in clinical
psychology for a number of reasons: to extend my clinical training (I had been a masters’ level clinician for some years), to receive the “scientist-practitioner” model of training, and to get direct supervision in the area of research. I was fairly certain that I
wanted to pursue a teaching and/or research career, so I applied to
a number of clinical psychology programs based on the fit of research interests I had with respective faculty. It’s safe to say that
the last thing on my mind was community psychology at the time.
However, Leonard Jason emailed me a couple links pertaining to
community psychology after my phone interview with him, and
after reading about community psychology, I was amazed.
I chose my profession out of the desire to help others, yet I
discovered early in my community training that an academic post
would enable me to be of help to many others compared to being
a direct service provider as a clinician. This occurred at the end of
my first quarter of graduate studies when I had the good fortune

of attending a pot-luck dinner hosted by local community psychologists who were gathering to discuss the prospect of hosting
a second Chicago conference on community psychology. I was
highly inspired by the accounts of non-academics who were in
attendance, and amazed that these folks were deeply concerned
about their communities and CBOs. Their committed efforts
toward their communities blew me away, and I really admired
their applied approach to action research. Listening to their experiences prompted me to join SCRA later that evening.
I consider myself to be extremely fortunate for having
Lenny as my mentor. He served (and continues to do so) as a
guide and role model on several levels. My writing skills were
strengthened and my passion for action research increased. Just
before I graduated, I earned a few more publications, served as
a reviewer for a few journals, and received a job offer by Lenny
who persuaded me to work with him in grant writing instead of
taking on a highly prestigious post-doctoral, clinical position.
Lenny explained that grant writing would better serve me in my
pursuit of an academic post, so I gladly accepted his offer despite the very swanky downtown office set-up with full secretarial support. My choice was a bit unconventional for one exiting a clinical doctoral track, but I was more passionate about
academia than obtaining licensure.
I easily spent about 50 hours/week working for the Center
for Community Research because I was really stoked about my
work. I became more involved in research from a grant writing perspective, and before I knew it, I was serving on an editorial board for a journal. More reviews came my way, and my
reading and writing skills increased. I knew I was pretty well
prepared for a tier one academic post so I began searching.
However, I had to limit my job search because my wife was
deeply involved in her professional development as a local artist. This was a challenge because I saw myself as an excellent
fit with some posts at very nice out-of-state universities. I left
no stone unturned given my relatively small search perimeter,
so in addition to university posts in the area, I applied to . . . er
. . . community colleges: “the kiss of death,” a number of academic psychologists told me.
By spring 2006, I declined two university positions to
accept a position at Richard J. Daley College, a community
college located on the southwest side of Chicago, Illinois. I
found myself at odds with the trajectory that I had been following for the past several years. It didn’t make things easier knowing that my colleagues were taking university/research posts. But
there was something that felt very real to me at Daley College,
and I did think I could continue experiencing the intellectual aspects of community-based research at this new setting. There
was something among the faculty and administrators I met during my interviews that excited me about the prospect of teaching. I found myself among dedicated people who were greatly
invested in the people they served, and I could clearly see their
efforts were aimed toward social justice. They had that sense of
duty, mission, and dedication I felt at the second Chicago community psychology conference pot-luck dinner years ago.
Teaching as a Community Psychologist
Daley College is home to many first generation college
students, setting it apart from mainstream educational settings.

They do not come from affluent families: most live in lower SES
neighborhoods and are not college prepped. Most Daley students
can be categorized as Latino/a American, African American, and
literally European American (i.e., recent “white” U.S. immigrants). Many can be considered as being first or second generation Americans in terms of their immigrant status. Now, I am a
fourth generation, Anglo American (i.e., “white”), heterosexual
man with a doctorate in clinical psychology with a community
emphasis. I’m a published scholar with an area of expertise (substance abuse) based on research, community, and clinical experiences, including those from the prestigious Johns Hopkins Hospital. What do I have to offer?
Like most of us, the answer is plenty. For instance, my community involvement in terms of both my training and professional experiences have shaped me to become a well-informed
educator. I have a number of relevant experiences to offer my
students in terms of research and practice, both as a clinical and
community psychologist. I think it’s very desirable for educators to share “real” field experiences in fleshing out concepts
that are discussed in courses. Many of my instructors whose
pedagogy had a lasting impression on me were the “doers” who
had professional life experiences to share. I believe that community psychology tracks prepare us well because they consist of various applied components that we can share with our
students.

The point here is that in order
for this white-straight-man of
the U.S. to approach cultural
considerations and issues of
human diversity as an educator,
I have to show that I have some
understanding of my sense of
racial standing in my society.
Although my professional community-based experiences
were quite informative, my subsequent community psychology
training emphasized the need for understanding human diversity within the field of community psychology in addition to the
broader field of psychology. I had some idea of my sense of racial identity prior to my doctoral studies, yet my limited insights
grew as a result of coursework, additional community involvement, and networking with diverse others while completing my
program. For instance, I have always been defensive whenever
the concept of racism was discussed because I did not want to be
stereotyped. I grew up in a very liberal area of Los Angeles during a radical time of modern history and felt very fortunate for
the social influences I received in my upbringing in addition to
the guidance I received from my Dad regarding race relations. I
always took a stand against racial prejudice and fought against it
with both my words and fists. I believed firmly that I was quite
open-minded.
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However, I found myself exposed to new ideas in my community training, for example, how race can be conceptualized
within a sociopolitical perspective that may offer more understanding of phenomena of interest. My community training provided me with insights into some privileges and responsibilities
as a white person with respect to race relations and social justice
in the U.S. I became increasingly aware of my position in my society through others’ shared experiences and assigned readings
that were critically discussed in a diversity seminar. The point
here is that in order for this white-straight-man of the U.S. to approach cultural considerations and issues of human diversity as
an educator, I have to show that I have some understanding of my
sense of racial standing in my society.
I’ve found that I can mix personal experiences in addition to
my academic understanding of course material when addressing
topics of human diversity such as race. I certainly do not take a
blaming approach or use this as an opportunity for me to purge
any sense of white guilt. I simply disclose my lack of personal
experience with experiencing discriminatory practices when discussing issues related to human diversity. For instance, I inform
students that I have to believe my non-white/straight friends’ and
colleagues’ experiences with frequent acts of discrimination because this is something that I do not encounter on a day-to-day
basis. I am privileged in this sense and make this known. I find
that providing such candor in my classes complements discussion
of Alderfer’s (1994) position that U.S. psychologists typically fail
to critically examine unconscious forms of prejudice in terms
of race relations.
For example, I rhetorically posit that if my whiteness (basically) exempts me from most common forms of racial discrimination, how likely would I be to critically examine the
relevance of race (or my worldview for that matter) to psychology? If I’m unaware of my position in relation to being
a member of a racially dominant group as a white member
of U.S. society, then how can I possibly begin to understand
the depths of American racism? If I’ve always viewed race
as a nominal variable, why would I be inclined to consider it
as anything else, for example, as a matter of identity? If I’m
committed to social justice, how I can I lecture on these concepts without giving some explanation as to how they pertain
to me? I have found students are highly receptive to my candid approach. However, I must also state that I sensed some
tension among Anglo American students when using this approach as a part-time instructor at a predominantly white, private university.

For the most part, this simply involves my candid acknowledgement that I have no real experience with being on the buttend of oppressive practices on a consistent basis—that I can only
glean what it must be like from afar, from my relatively cloistered
and safe distance. Like relating my applied (clinical, community,
and research) experiences to course content legitimizes my role
as an educator, I believe disclosing some personal experiences
provides additional “real-world” examples. My frankness is usually met with students’ disclosures of their experiences. As they
provide some of their experiences, they help to flesh out concepts
(e.g., race, acculturation, assimilation), and in doing so, I sense
that it gives students a sense of voice that informs all in addition
to promoting a sense of ownership in the class.
In addition to bridging personal experiences to content material, I find that it helps to sequence course topics in a way that
reinforces learning and encourages a synthesis of related topics for a “bigger picture” understanding. For instance, I discuss
diversity issues and cultural considerations in my introductory
courses immediately following lectures on scientific methods,
the initial topic of the course that most of my introductory students find as being utterly boring. However, it seems to me that
by discussing issues of human diversity after discussing scientific methods, students better grasp the limitations of traditional scientific methodology in addition to seeing how the field is
rooted among the worldviews of a narrow class of white male researchers from the U.S.

Considering Processes and Content of Instruction
My previous counseling training got me focused on two important concepts: process and content. As an educator, these are
apt considerations. It is one thing for me to know content material, but being mindful of the process of group dynamics is crucial
for delivery. Let’s face it, we don’t enjoy presentations without
good delivery. Likewise, I find myself at times being more mindful of the process in terms of my delivery and timing of content
presentation during lectures, and this includes explaining how issues of diversity relate to my experiences (and lack thereof). Otherwise, I run the risk of coming across in a condescending manner and lose students’ interest.

I might mention that I find it most interesting to ask students,
“Can someone tell me in which chapter cultural considerations
are discussed?” to which a few actually skim through their texts
and syllabi only to find that there is no assigned chapter available.
My response is that I have yet to find an introductory text that devotes a whole chapter to the subject and that the field of psychology has considerably more room for improvement. Brief side note:
I’ve never been completely satisfied with textbooks. In a similar
way that our field evolved, I think we need to adopt creative practices instead of relying solely on current systems.
Nonetheless, by addressing issues of diversity, students
quickly begin to appreciate the difference between qualitative
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Nonetheless, by addressing
issues of diversity, students
quickly begin to appreciate the
difference between qualitative and
quantitative methods, scrutinize
sample characteristics and
methods in empirical studies, and
keep a healthy sense of skepticism
toward findings related to
comparative analyses—especially
cross-cultural comparative studies.

and quantitative methods, scrutinize sample characteristics and
methods in empirical studies, and keep a healthy sense of skepticism toward findings related to comparative analyses—especially cross-cultural comparative studies. I also think it helps to give
examples of my own research. For instance, I sometimes share
meaningful findings in relation to issues of human diversity in
some of my investigations. In addition, I discuss my frustrations
with reviewer comments in response to submitted manuscripts
where I was directed to omit findings based on sociodemographic characteristics when in fact I found them to be important findings of the investigation (and not just “nuisance” variables).
I do not assign additional readings to my students though
I offer to provide complete references upon request. I cite the
names of researchers associated with the topics discussed in lectures, which are plainly visible in my PowerPoint slides—many
students take note. I borrow quite a bit from Human Diversity:
Perspectives on People in Context (Trickett, Watts, & Birman,
1994) in addition to material from investigations and other articles that I was introduced to in my graduate coursework. For
the most part, I cover some issues of human diversity (e.g., race,
unconscious processes, worldviews, paradigms of diversity, culture, ethnicity, acculturation, assimilation, heterosexism, privilege, western vs. non-western approaches to conceptualization)
in my introductory classes. I provide some small group discussion questions to enable students to process and share experiences with material, followed by a class discussion to allow for
a greater exchange of thought.
For instance, after providing three specific definitions of
“culture,” I have students meet in small groups to discuss which
conceptualization they most prefer. After ten minutes, I open up
this question to the whole class. In doing so, students explain
their positions and provide unique insights into their choices.
This seems to promote a personalization of learned material in
addition to an exchange of perspectives. However, a common
theme that arises among students is that there is no complete
agreement on any definition, so I conclude by pointing out the
difficulty in designing investigations involving culture simply
based on the operationalization of this construct.
In addition, I provide citations for these and other concepts
(e.g., access to therapy, language barriers and assessment, client/
therapist matches, therapeutic approaches with diverse populations, sexual identity development, adolescent risk factors, prevention interventions, non-professional interventions) discussed
in my Child and Abnormal courses. Works involving these concepts can be easily obtained through academic search engines (or
previous AJCP issues!). I take great delight whenever mentioning the contributions of community psychologists, and I think I
might be creating a buzz among some students in that community psychologists are the ones that are doing the really cool stuff.
I frequently point out the contributions made by community psychologists, often times reiterating values (e.g., social action research, social justice, importance of diversity), how our school
of thought is extending worldwide, and how I’m only presenting
my understanding of our discipline within my worldview. Students are definitely awake, grinning, and nodding their heads.
I have little doubt that a number of students “feel me” when
I say that community psychologists are like the “red-headed
stepchildren” within psychology, because our ideas and efforts

toward social justice are not always embraced by others. I also
mention that our investigations sometimes are not well received
because they suggest systems reform, which is an inherent threat
to the status quo. I’m not surprised that these urban, non-mainstream, “southside” students take to such ideas quickly and with
keen interest. I sense that they begin to understand difficulties related to reaching a consensus on important constructs (e.g., culture), and that the future is open in terms of extending what we
know in terms of human diversity in relation to psychology. In
sum, the manner in which I structure my lectures in addition to
how I deliver my material seems effective in connecting students
to some community psychology topics and values.
I have found that such planning prepares introductory students for a mandatory written assignment: the critique of an empirical article of their choice, due at the fifth week of the semester.
Students are specifically directed to discuss in their papers how
the topic of their article relates to issues of human diversity, and
to discuss how and why the investigator(s) succeeded or failed
in addressing these issues. Some students catch on immediately
while others need some feedback in the form of written comments
in their papers. I do not require “APA” style for two reasons: to
avoid confusion with the “MLS” style they’re learning in their
English classes, and to encourage emphasis on substance rather
than style. Altogether, I find students develop a critical approach
toward appraising psychological research when I coordinate lectures and assignments in a deliberate and timely fashion. I might
mention that this approach primes students in viewing psychological material with a discerning eye early on in the semester.
Lastly, I’d like to mention that I chose not to emphasize specific instructional strategies per se in this article because they
might be limited to my academic context. I encourage others to
explore ways to connect students to community psychology concepts/values by relating personal experience, and lack thereof,
whenever appropriate. Dare to be creative . . . as long as you’re
being genuine.
Being of Service
Furthermore, I believe it’s equally important for me to carry myself as a community psychologist outside the classroom—
aren’t we known for living our values? I must say that I’ve had the
great fortune of working with Winifred (Windy) Armstead–Hannah, the only other full-time psychology professor at my campus,
who embraces several of our profession’s core values. Although
she is not a community psychologist by training, I have found that
our values regarding our roles as educators in many respects are
highly concordant, and as Jason (1997) has noted, such synergy
can result in very positive outcomes.
I meet with Windy throughout the week and we frequently discuss ideas though phone chats when off campus. Together, we’ve
worked on a number of projects and generated data to better understand our students’ learning needs and self-efficacy for education,
to add a new course to the schedule, or to offer courses in response
to our students’ needs. We have recently been working with publishing representatives in the past year to obtain a high quality, lowcost text for our introductory students, and as a result we’ve identified a most affordable text available to our students this fall. We feel
that this is an important project because the majority of City Colleges of Chicago students’ income is at the poverty level. In addition,
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it’s my sense that students appreciate the forms of service we take
when our actions have a direct benefit to them. We make a point
of informing students of such actions, and this seems to encourage
their involvement both inside and outside the classroom, such as in
student clubs and organizations.
Two years ago we created an active Psychology Club that engages in several community-based service events throughout the
year. Members seem transformed when they involve themselves
in these activities as they tend to reinforce the individual’s concern for one’s community. The efforts of a very a strong, studentrun organization such as our Psychology Club in the past couple years has had a second order effect in that it bridges students
closer to their communities and in some cases provides them with
opportunities for internships and paid employment. I frequently
announce club meeting times/dates in class and occasionally provide brief reports on individual students who are involved in really neat projects. I think this gives some students the feeling that
they, too, can get involved.

I simply tell them that my role,
like theirs, is not limited to the
classroom, and that higher
education involves more than
merely coming to class.
In addition, I periodically explain that involvement in student
organizations and community projects is part of the entire educational experience, that merely coming to class, writing papers, and
taking exams is only a fraction of it. I then encourage students to
take full advantage of their tuition costs by becoming more involved in their college experience. We cannot assume that students, even the brightest and most promising ones, know this. I’ve
found that making periodic announcements regarding various student club/organization activities nudges our students who are initially timid and unsure of the potential. However, I must confess
that we have an active director of student activities at Daley College, Melvin Anderson, who is most dedicated in helping numerous student organizations thrive. We informally meet quite often,
and I find Mel’s spirit toward student engagement to be uplifting
and good for the soul. It may be worthwhile getting to know those
involved with student organizations on your campus.
I mention my involvement with campus and community service during class sessions whenever appropriate because I feel
that being of service is more of a way of life instead of an earmarked duty. For instance, I discuss my research findings on selfefficacy for education after reviewing exams because our students
typically second-guess themselves in test-taking. I discuss how
findings from a recent longitudinal investigation (among Daley
students) revealed that increases in confidence in one’s abilities to
effectively engage in academic behaviors (e.g, test-taking, sharing insights in class discussions, seeking out professors during
office hours, etc.) led to better academic outcomes. This research
reinforces students’ need to become more confident in their academic behaviors. Some students appreciate the fact that findings
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come from a most representative sample. Many students identify with their need to believe in their newfound abilities and this
leads into short discussions on the topic. However, a number of
students question why I would involve myself in this capacity
when it’s clearly something that most instructors are not doing.
I simply tell them that my role, like theirs, is not limited to the
classroom, and that higher education involves more than merely
coming to class. Although our community training can prepare us
to make contributions in a number of ways, I believe we need to
serve as role models for our students in hopes that they too invest
in their experiences outside the classroom.
Even though I highly encourage students to visit me during
office hours, they probably see me as one who runs around campus between classes and various service committee meetings. I
wonder what goes through their minds when their professor in his
tie-and-jacket drops what he’s doing to accommodate their needs/
requests, in both office hours and hallway encounters. Students
typically don’t understand that we work for them, and it warms
my heart whenever students realize we’re there for them and
that they’re not “bothering” us, as some might assume. The
point here is that some students see their professors as role
models, and when they see us as contributing members of
our college and community (but not too busy that they can’t
be approached) they might begin to copy this behavior. This
seems evident in the numerous tasks a number of our Psychology Club members take upon themselves, usually for the
benefit of others in need such as raising money for autism research and sponsoring toy-drives for several CBOs, including
a domestic violence program, to name a few.
In closing, I have to say that I owe my sense of go-at-it-ness
and open door policy to my mentor because he was the role model for me in my training as a community psychologist. Certainly
there were others who have made both positive and negative impressions on me, and these learning lessons guide me in attracting students to our field. They have provided me with a wealth
of anecdotal information that helps me share our values. I would
recommend taking a candid and genuine approach toward incorporating community psychology ideas/values into courses while
living them outside the classroom as a way of informing students
and attracting them to our field. f
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International
Edited by Serdar M. Değirmencioğlu

Announcing the 7th European Congress
of Community Psychology
~Thomas Saïas, President
French Association of Community Psychology

Dear Colleagues,
We are pleased to announce to you that the 7th European
Congress of Community Psychology will take place in Paris October 29th and 30th, 2009. The main theme of the congress is Community Psychology: Common Values, Diverse Practices. 120 oral
communications and 100 posters will be presented. Thirty workshops and three plenary sessions (including a presentation by Professor Denise Jodelet) will be organized. All information is available on our website: <www.eccp-paris2009.com>.
See you soon in Paris,
Thomas Saïas

Regional Update

Edited by Bernadette Sánchez
bsanchez@depaul.edu

Australia/New Zealand/South Pacific
Regional Coordinator
Katie Thomas: katie.thomas@curtin.edu.au
At our recent local SCRA meeting we welcomed Ms. Karen
Johnson to the role of Regional Student Coordinator. Our group
discussion was an examination of the visible and less visible processes by which the poor are excluded from academia and other
environments. Some of the points that were raised in relation to
academia in the Australian context were that the recent neo-liberal era and changes to employment, living costs, welfare funding
and available student support has effectively barred poor and disadvantaged youth from university education. Structural inhibitors
including increased expenses (fees, books, housing), reduced infrastructure and accessible amenities (child care, parking) along
with the requirements to use/access expensive technology (computers, internet) have resulted in a gentrification of the academic landscape. The absence of people from lower socio-economic

The Community Psychologist

Vol. 42 No. 3

17

backgrounds has emerged concomitantly with sports cars, BMWs
and a wealthier student demographic profile. Issues of academic
exclusion through exploitation were raised and preventative measures were discussed. The group concluded that we have a great
need for increased solidarity and support for the poor.
Thanks to the able, competent and warm assistance of Mr.
Scot Evans, webmaster extraordinaire, we now have a group site
on the SCRA website for the Australia, New Zealand and Pacific
regions. Our name listing reflects our values: South Pacific Mutual Support, Action, Reciprocity and Trust Network (SMART).
The new link to group is: <http://www.scra27.org/community/
groups/smart>.
We would like to invite others to talk with us about similarities/
differences in Northern Hemisphere/Southern Hemisphere trends so
please feel free to visit the site and to give your observations.
We would also like to invite any interested SCRA members
to the upcoming 11th Trans-Tasman conference which is being
convened by the Australian College of Community Psychology.
Lauren Breen and Anne Sibbel are convenors for the event which
will be held in the harbor city of Fremantle, Western Australia,
from Wednesday, July 15th to Friday, July 17th, 2009. This is the
prime opportunity members across the region have for meeting
face-to-face and for future planning. This conference theme is Exploring Boundaries, Expanding Frontiers.
The primary aim of the conference is to advance discussions concerning community psychology. For further information
please go to:< http://www.groups.psychology.org.au/ccom/2009_
conference/> or contact Lauren Breen at <l.breen@ecu.edu.au>.

Katie Thomas (left) giving SCRA support for the conference to
convenor, Lauren Breen (right)

Canada
Regional Coordinator
Liesette Brunson: brunson.liesette@uqam.ca
Student Regional Coordinator
Rachel Fayter: rfayter@bluebottle.com
At the 2008 Québec-Ontario Community Psychology conference,
participants highlighted the need for Canadian community psychology to develop its cohesion, visibility and identity as a field. Several
of our upcoming regional activities are oriented towards this goal.
There are four graduate CP programs in Canada, concentrated
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in two provinces—Ontario and Québec. The licensing and regulatory structures in these two provinces differ, with implications
for how the graduate programs structure their training. In Québec
around 2003, the Order of Psychologists accredited the doctoral
training programs in community psychology at the Université Laval and the Université du Québec à Montréal. CP graduates from
these programs can thus use the reserved legal title of Psychologist.
However, a proposed revision to the law that governs the professions in Québec has led the order of psychologists to revise its accreditation policies. In the current draft of these policies, there is a
striking reorientation towards clinical and neuropsychological specialty areas, and a neglect of social, community and organizational aspects. Community psychology and organizational psychology
are both faced with the challenge of influencing their professional
order for their orientations to be recognized and respected. Assuring recognition by a professional order represents constant work.
In order to increase the visibility of community psychology across Canada, a team of students and professors are working
together on a special section to be published in the journal Canadian Psychology. The lead article, by Geoff Nelson, Francine
Lavoie and John Sylvestre, will provide an in-depth analysis of
community psychology in Canada, examining its major contributions, taking stock of its current status, and proposing future directions for growing it into a more influential force.
A second paper by Tim Aubry and John Sylvestre will provide an assessment of current CP training in Canada. Historically
there has been an under-representation of CP training within both
undergraduate and graduate programs in Canada. This article will
present the results of a new survey conducted across Canadian universities, describing current CP course offerings and
training programs. The present results will be compared to
similar surveys published in 1982 and 1998.
A third paper by Francine Lavoie and Liesette Brunson
will examine community psychology practice, focusing on
experiences in Québec. The article identifies four typical
change strategies (applied research; consultation; knowledge
sharing; and stakeholder participation) that CP practitioners
might apply in six different domains (program evaluation;
program development; problem/setting analysis; capacity
building; policy development; and social action). The article
provides definitions and specific examples of typical mandates in each of these domains and discusses possible work
settings for CP graduates.
Finally, a fourth paper by Rachel Fayter will discuss
future directions for Canadian CP. This article presents the
results of a visioning process conducted with CP faculty and
students from the four Canadian CP graduate programs. Representing an ongoing conversation, the visioning process that
started at our 2006 conference and continued in 2008 has led to
accomplishments such as the special section in Canadian Psychology described above. This article will discuss other plans and
projects emerging from the visioning sessions, and strategies for
achieving those goals.
Those plans include a symposium on Canadian Community
Psychology at the biennial. We hope that this session will continue the visioning process and action planning steps to date, while
engaging the audience to provide feedback and suggestions to ensure the momentum is not lost. Further discussions will continue

when the University of Ottawa hosts our first national CP conference in 2010. See you in Ottawa!

U.S. Northeast Region

Regional Coordinators
Chiara Sabina: c.sabina@unh.edu
Seema Shah: s_shah@brown.edu
LaKeasha Garner: lg2418@columbia.edu
Sudha Wadhwani: wadhwanis@mail.montclair.edu
There are many changes in the Northeast Region to report. Thirdyear coordinator Chiara Sabina has completed her tenure and will
be moving on to other SCRA endeavors. We will miss her and
hope to continue working with her in other capacities! We are
pleased to announce that our other third-year coordinator, Seema
Shah, will be staying with us for a fourth year! In addition, second-year coordinator LaKeasha Garner will not be able to continue for a third year due to her upcoming move to South Africa,
where she will continue her commitment to community psychology at a more global level. We wish her well on the exciting professional opportunities ahead! second-year coordinator Sudha Wadhwani will be continuing for a third year and has been serving on
the Local Planning Committee for the SCRA Biennial.
The Northeast Region is pleased to welcome our new Firstyear Coordinator, Michèle Schlehofer, Assistant Professor of
Psychology at Salisbury University. We also have a new Student
Regional Coordinator, Amy Edwards, who is a first year graduate student studying Public and International Affairs. She attends GSPIA at the University of Pittsburgh, with an interest in
research, policy and action surrounding universal, preventative
and community-based mental health initiatives.
We are currently recruiting another first-year coordinator and
another graduate student coordinator. If interested, please contact
Sudha Wadhwani at (973) 655-5215 or by email at
<wadhwanis@mail.montclair.edu>.

U.S. Southeast Region
Regional Coordinator
Elaine Clanton Harpine: elaineh@usca.edu
Student Coordinators
Lindsey McGowen: lindseycm@hotmail.com
Angela Cooke: cookeangela@hotmail.com
Proposal Deadline: August 28, 2009
Submissions are now being accepted for the Second Annual
School-based Mental Health Group Interventions Conference.
Division 49 and Division 27 (SCRA) of the American Psychological Association and the University of South Carolina Aiken are
once again working together to sponsor this two-day conference,
to be held on October 8th and 9th, 2009.
Academic Failure: Our focus this year is on academic failure but papers may be submitted for any evidence-based group
prevention program in a school-based setting: before-school or

in-class programs, traditional counseling, after-school interventions, and programs in community-based organizations working
with schools. School programs include pre-K through university. Topics such as bullying, school violence, smoking, alcohol,
drugs, sexual behavior, high school dropouts, academic failure,
ADHD, autism, peer influences, suicide, depression, effects of divorce and family issues, stress, grade retention, multicultural influences, diversity, or other group interventions are invited. Descriptions of evidence-based prevention programs are welcome,
as well as theoretical and experimental studies.
Competitive Paper Session: We are seeking school-based
and community-based research papers alike. A three-page summary or abstract may be submitted by email on or before August 28th.
Competitive categories are: (1) an evidence-based group prevention program, (2) an evidence-based group treatment program, and
(3) graduate student papers, which may examine either prevention
or treatment. One paper will be selected from each category for an
award and oral presentation at the conference. The graduate student category will include a free registration scholarship.
Poster Session: Our poster session will be Thursday evening
after the keynote speaker. Refreshments will be served. The session
will be a wonderful opportunity to explore new programming ideas.
Invited poster presentations will be selected from the abstracts submitted for the competitive paper session. We will have equipment
available for slide presentations during the poster session, so please
note in your abstract if you have pictures for a slide presentation.
Special Journal Issue: Top papers will be considered for
two special journal issue proposals. These will be peer-reviewed
submissions in journals publishing school-based mental health
research. A published conference report is also being planned in
which selected papers will be included. Our goal is to emphasize
the work being done in school-based mental health while increasing the visibility of evidence-based programs.
Who Should Attend?: This conference is an opportunity
for anyone who works in schools or in community-based organizations to network and problem solve with others working in
school-based mental health. Our hope is to bring researchers,
practitioners, local school staff, and community leaders together
to search for answers to the many problems which threaten the
mental health of our nation’s children and youth. This conference
is intended for psychologists, counselors, researchers in schoolbased mental health, social workers, administrators, parents,
teachers, after-school coordinators, mental health workers, community leaders, graduate students, and anyone who works with
children, youth, or college students. Participants will be able to
work in small groups to develop programming skills and design
group interventions that work. CE credit is available and a stepby-step program design workbook is included for all participants.
Keynote Speaker: Dr. Keith Herman, Associate Professor in
the Department of Educational, School, & Counseling Psychology at the University of Missouri will be speaking on the topic,
The Role of Academic and Social Competence in Youth Depression, Implications for Group Interventions. Dr. Herman chiefly
teaches doctoral coursework in the areas of parent behavior management, developmental psychopathology, and research design.
Originally trained as a counseling psychologist at the University
of Florida, Dr. Herman retrained in school psychology at the University of Oregon and also completed postdoctoral fellowships at
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Brown University and Johns Hopkins University. Most recently,
he was a faculty member in the School of Medicine at Johns Hopkins University. His research takes a prevention science approach
to understanding, preventing, and treating child depression. He
has developed a conceptual model describing social developmental pathways to child depression with emphasis on modifiable aspects of schooling and parenting that contribute to children’s risk.
Dr. Herman will be available both days of the conference.
Register Today: The weather in South Carolina is inviting,
air transportation is convenient, and special conference hotel
rates have been arranged. Please contact Elaine Clanton Harpine
at <elaineh@usca.edu>.

U.S. West Region
Regional Coordinators
Eric Stewart: jestewart@uwb.edu
Maria Chun: mariachu@hawaii.edu
Regina Langhout: langhout@ucsc.edu
Student Coordinator
Marieka Schotland: mss286@nyu.edu
Bay Area
The network of Bay Area community psychologists and colleagues from other fields with interests in community-based research and intervention continue to meet once a semester for an
informal colloquium. The Spring Colloquim, held April 24th at
UC Berkeley had two very engaging presentations. Sonia Jain,
a senior research associate in health and human development for
WestEd, located in Oakland, California, presented a talk titled
Healthy Youth in Healthy Communities: Using a Strengths-based
Perspective. This was followed by Danielle Kohfeldt, a graduate
student in the Social Psychology Doctoral Program at UC Santa
Cruz, who presented on interrogating tensions in school-based
YPAR using an ecological empowerment model. Both presentations sparked interesting group dialogues and were well attended.
For those interested in attending and/or presenting please contact Marieka Schotland or Gina Langhout (see emails below). The
goal of our network is to provide a forum to informally discuss
work in progress, network with other community practitioners,
and provide an exchange of ideas related to community intervention work. The larger group meets twice a year while encouraging
smaller groups to form around particular interests. If you would
like to be on our mailing list, please email Marieka Schotland
<mss286@nyu.edu> or Gina Langhout <langhout@ucsc.edu>.
Hawaii Region
Planning for the SCRA Western Regional Conference is underway. The conference, Cross-cultural Health Care: Collaborative
and Multidisciplinary Interventions, is from February 11th - 12th,
2010. Supporters for the conference include the American College of Surgeons—Hawaii Chapter, University of Hawaii Departments of Surgery, Psychology, and Public Health Studies. More
details at our website: <www.cchc-conference.com>. Registration to begin June 2009. We are also looking for volunteers! If
you are interested, please contact Maria Chun at (808) 586-2925
or at <mariachu@hawaii.edu>. f
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School Intervention
Edited by Paul Flaspohler

For this issue of the “School Intervention Interest Group Column,”
the following article continues our series exploring systems change
through school-community partnerships from the “SIIG Special Issue” in the spring of 2008. Jennifer Miller provides an overview of
efforts to promote school wide social and emotional learning through
a school-community partnership in Toledo, Ohio. Jennifer brings an
instructional leadership and state department administrator perspective to her work implementing and sustaining programs, policies and
practices that help prevent risky behaviors, promote academic success, and build social and emotional skills. Building from the work of
the late Joseph Zins, the article describes use of a model for integrated social and emotional learning that introduces the learning community as a key attribute in the promotion of SEL through SchoolCommunity-Family partnerships. Problems, progress, and lessons
learned through this work should be of interest to anyone working in
partnership with schools in promoting child health and well-being.

Social and Emotional Learning:
Transforming Schools in the Rust Belt
~Jennifer S. Miller

Nothing changes without personal transformation.
~W. Edward Deming (Business Improvement Expert, 1982)
“We are going to focus on a new effort to create caring connections and friendships throughout the school year,” I announced happily to a group of first, second and third grade
students in the cafeteria at lunchtime. After my announcement, a first grader began pulling on my pants leg. “No!” he
cried with urgency, tears streaming down his face, “Why do
we have to change?”
The feelings expressed by that first grader were surely felt,
though well-hidden, by some of the teachers at East Side Central
Elementary School in Toledo, Ohio. But without hesitation, they
voted unanimously to take on a school-wide change initiative facilitated by a community partner, the United Way of Greater Toledo Women’s Initiative. The changes focused on two areas: integrating social and emotional skill building into the curriculum
and creating a more caring learning community.
The teacher’s first vote initiated a three-year partnership involving the United Way of Greater Toledo Women’s Initiative
(UWGTWI), the Toledo Public Schools, the Toledo Federation of
Teachers (teacher union), Northeast Foundation for Children and
their program, Responsive Classroom, a consultant in social and
emotional learning, and an empathy scholar from the University
of Toledo. The core purpose of the partnership was to implement
a school change process that would increase attendance, students’
social and emotional skills, and academic performance while reducing discipline referrals and suspensions.

The change model focused on social and emotional learning, a process in which adults help children develop the knowledge, skills, attitudes, and values necessary to understand and
manage life tasks such as academic learning, forming and
maintaining relationships, setting and persisting toward constructive goals, and in this case, meeting the challenges of
growing up in a low income community. It helps students “recognize and manage emotions, develop caring and concern for
others, make responsible decisions, establish positive relationships and handle challenging situations effectively” (Collaborative for Academic, Social and Emotional Learning [CASEL],
2003). Skills in self-awareness, self-management, social
awareness, relationship skills and responsible decision-making are taught in the classroom alongside academic lessons.
Social and emotional learning is also about creating a
school community in which all members—students, parents,
faculty, staff and administration—feel safe and cared for in an
environment conducive to learning. Teacher leaders develop
school-wide practices that build a more connected and caring
school community. Classroom teachers adopt research-based
strategies to create safe and caring relationships between
students and adults. For example, teachers commit the first
twenty minutes of the day to Morning Meeting, a strategy to build
social skills and classroom community, and introduce academic
content in enjoyable ways to prepare for learning throughout the
day (Kriete, 2002).

School-wide Morning Meeting cooperative game

This paper will tell the story of East Side Central Elementary School and their implementation of school-wide social and
emotional learning. It will describe the theory of change and examples of implementation, including who was involved, how the
process was documented and the positive outcomes that were
achieved. Key lessons learned along the way will also be shared.
Getting Started
The Women’s Initiative <www.unitedwaytoledo.org>, a
group of 150 women of all ages and backgrounds, spent a year
researching the best ways to meet the needs of women and
girls in a high risk community. Situated in the heart of the rust
belt, Toledo, Ohio has a steeply declining economy as many
of its major industries shut down or relocate. In East Toledo,
the community in which East Side Central resides, household

“We are going to focus on a new
effort to create caring connections
and friendships throughout
the school year,” I announced
happily to a group of first, second
and third grade students in the
cafeteria at lunchtime. After my
announcement, a first grader
began pulling on my pants leg.
“No!” he cried with urgency, tears
streaming down his face, “Why do
we have to change?”
incomes are among the lowest in the metropolitan area with between 20-35% of the population living in severe poverty with an
income of $15,000 or less (Lucas County Family Council, 2001).
The Women’s Initiative was particularly concerned with the Toledo Public Schools’ low graduation rates and high numbers of
suspensions and teen pregnancies. In 2002, of the 16-19 year
olds in Lucas County, 9.4%, or 2,384 young adults were neither in school nor working. This is a higher percentage than
the Ohio average of 7.5%. Historically, East Side Central Elementary has had one of the highest out-of-school suspension
rates in the district. In the academic year prior to the start of
the project (2004-2005), 95 students out of the 563 students
attending East Side Central received out of school suspensions with a total of 274 suspensions given (repeat offenders
included in that total). Teen pregnancies also posed a major
challenge. Although recent levels are among the lowest in 20
years, Lucas County ranked first in the state of Ohio among
the metropolitan counties for rates of teens giving birth. The
highest teen childbirth rates (between 4.1-6.6%) were in the
East Toledo communities (Ivoska & Piazza, 2002).
After the Women’s Initiative identified priority issues
they wanted to target, they investigated multiple sources to
find solutions. They held focus group meetings with community
members, conducted interviews with local nonprofit directors,
reviewed the literature, and invited several top prevention scholars to speak to the group. When they discovered that evidencebased social and emotional learning had been shown to significantly impact all three of the core problem areas (Hawkins,
Catalano, Kosterman, Abbott, & Hill, 1999), they decided to
adopt it. In a meta-analysis of over 300 studies on social and
emotional learning programs, students who participated in social
and emotional learning programs demonstrated improvement in
social-emotional skills; attitudes towards self, school, and others; social behaviors; conduct problems; emotional distress; and
academic performance (Payton et al., 2006). Those same students had an average 11-17% advantage on achievement tests.
Not only has social and emotional learning proven to increase
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resiliency and reduce risky behaviors, it also promotes students’
ability to recognize and manage emotions, establish healthy relationships, set and persist toward constructive goals, meet personal and social needs, and make ethical decisions (Elias et al.,
1997; Payton et al., 2000).
After conversations with the district administrators and
union officials, the Women’s Initiative committed to piloting a
school change process at East Side Central Elementary School
(ESC) for three years with a potential additional two years. They
based this timeline on research that demonstrated that any one
school change effort can take 3-5 years to implement and sustain
(Hall & Hord, 2001).

social and emotional learning program; (2) a school leadership
team to direct the effort; (3) newly introduced school-wide practices to promote a caring learning community; and (4) a full-time
Family Support Coordinator who would focus on in-school interventions, referrals to community providers and school-familycommunity partnerships.
Responsive Classroom offered by the Northeast Foundation for Children is “an approach to elementary teaching that
emphasizes social, emotional, and academic growth in a strong
and safe school community” (Responsive Classroom, 2009).
The faculty and administrators at ESC learned, through intensive training and on-site coaching, new teaching strategies such
as Morning Meeting, building classroom community and
social skills and preparing students for the academic day.
They learned to teach a process of developing rules by helpreferral for
intensive services
ing students envision “hopes and dreams” for their class and
school year (Brady, Forton, Porter, & Wood, 2003). They
professional
professional
early intervention
caring
caring
learned how to teach routines, expected behaviors, and sofor students exhibiting
learning
learning
cial skills intensively during the first six weeks of school in
community
community
risky behaviors
order to establish a positive and supportive culture early on
to lessen disruptions and manage discipline issues later in
universal prevention
the school year. In addition, teachers were coached on subtle
and social competence promotion
and substantial language changes that can have a direct impact on students’ sense of autonomy and competence (Denton & Kriete, 2007). Finally, the Responsive Classroom apschool-family-community partnerships
proach included variations on traditional discipline methods
that emphasized the teaching of skills whenever a misbeGraph 1: Integrated social and emotional learning (Zins & Miller, 2006)
havior occurred. Among those skills were cooperation, assertion, responsibility, empathy, and self-control. Through
Theory of Change
positive time outs, logical consequences, apologies of action and
The current project used an adapted theory of change model
other strategies, teachers used misbehaviors as opportunities for
based on a school-wide social and emotional learning approach
learning (Brady et al., 2003).
(Zins & Miller, 2006). This approach ensured that the work was
Research studies on schools that have implemented Responbased in solid research and gave school leadership the opportusive Classroom for three years showed measurable academic and
nity to articulate and work toward their desired outcomes. The
social gains. Rimm–Kaufman (2006) found that:
model builds upon the prevention continuum of care including universal, selective and indicated interventions (NationINPUTS
OUTCOMES 3-5 YEARS
LONG TERM OUTCOMES
al Institute of Drug Abuse, 1997). All students (universal)
Universal prevention
Greater job satisfaction
Lifelong values, morals
need social competence promotion developing their social
and social competence
for staff
and skills
promotion
and emotional skills. Some students (selective) are at higher
Students feeling a
Student success
Early intervention for
greater sense of
including overall
risk for anti-social behaviors and need early interventions to
students exhibiting
connectedness and
academic achievement,
address their special needs in the classroom and in the school
risky behaviors
belonging
participation and
achievement in higher
community. Some students show, through risky behaviors
Referrals for intensive
Kinder, more caring
education, and higher
and chronic problems, that they are in need of intensive serservices
school community with
employment rate
unified goals and
vices that cannot be provided by the school. In addition to
In the context of a
actions
Schools across the
professional, caring
district collaborate,
school interventions by their teacher and pupil support staff,
learning community
Positive change of
support one another
they also need to be referred to a community mental health
philosophy, culture and
and share a sense of
community
Based on a solid
individuals
provider. All three of those tiers of intervention must be profoundation of school,
vided through a solid partnership between school, family and
family and community
Improved test scores
partnerships
community (Zins & Miller, 2006). The current project added
More school time
focused on learning
a fifth component to our process: these interventions would
take place in the context of a professional learning commuImproved behavior/use
of social and emotional
nity (DuFour & Eaker, 1998). The theory of change is illusskills in and beyond
classroom
trated to the right:
Implementation
There were four core components of implementation.
They included (1) Responsive Classroom, an evidence-based
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Table 1: Theory of change (Zins & Miller, 2006)

• Children showed greater increases in reading and math
test scores
• Teachers felt more effective and more positive about
teaching
• Children had better social skills
• Teachers offered more high-quality instruction
• Children felt more positive about school
• Teachers collaborated with each other more
A social and emotional learning leadership team was
formed to include the individuals most interested in shaping
the school’s future and sustaining the “significant processes of
change required to do so” (Senge et al., 1999, p.16). Members
of the team included the school principal and assistant principal,
classroom teachers, a special education teacher, the union building representative, a school secretary, a “Family Support Coordinator” (a new position dedicated to addressing students’ mental
health needs and building school-family-community partnerships) and a parent. Team activities were facilitated by an outside
consultant, an expert in social and emotional learning.
Team members spent intensive time together defining their
roles and responsibilities and discussing how they wanted to
model the core philosophy they wanted to promote. They adopted a set of guiding principles and used these principles to create
a logic model to articulate their desired outcomes in years one
through five. Gradually, they became a “community of practice,”
a group of people who share common concerns, passion for what
they do and an interest in learning how to do it better (Wenger &
Snyder, 2000).

First SEL professional development training, August 2006

Over time, many of the roles of the outside consultant were
transferred to the leadership team. Monthly professional development sessions on social and emotional learning, which were
conducted by the consultant in year one, were transferred to the
team in year two. They researched, planned and facilitated each
professional development session for the staff. The outside consultant provided planning support only. Staff had the option to
attend on a voluntary basis and more than half chose to attend
every session.
A full-time teacher was hired part-time (in addition to her
teaching responsibilities) as a “teacher facilitator.” Together with
the consultant, she became responsible for coordinating all social

and emotional learning-related initiatives. After three years, the
leadership team is now fully capable of implementing the program with little outside support.
The team generated and championed new ideas for schoolwide practices to promote a caring learning community. Morning
Meetings were held with students in place of traditional assemblies to promote school community and pride. Student awards
were modified to recognize significant progress as well as excellence. Parent Open Houses, movie nights, and breakfasts were
held in collaboration with community partner volunteers with a
connection to and emphasis on the social and emotional learning
occurring in the classroom.
One of the core goals of the initiative was creating a professional learning community amongst faculty and administrators.
For the first time, teachers began meeting on a monthly basis
in grade-level teams with a structured agenda to talk through
curricular connections and do problem-solving on needed interventions. The fourth, fifth and sixth grade teachers decided
to have self-contained classrooms (students stayed in one classroom instead of changing with each subject) so they would have
more opportunity to build classroom relationships and community. Teachers examined data on attendance and created data
charts so that everyone, including students, would become
more aware of attendance levels. Finally, teachers and administrators reviewed and revised discipline referral practices to ensure consistency with the philosophy of learning at the heart of
discipline.
Team building became a regular part of the SEL professional
development offerings, and it became integrated with the instructional practices that teachers were learning. Teacher committees formed to discuss and problem-solve school-wide
issues. A hallway protocol for behavior was agreed upon and
staff members both taught and modeled it regularly. Teachers generated new ideas for collaborating such as swapping
classrooms to give a fresh perspective to particular lessons.
They also paired with a “buddy teacher” so students could
go to a different classroom for a “positive time out” (Nelsen,
1999). The entire school staff made a commitment to facilitating Morning Meeting in their individual classrooms everyday in the first half hour (Kriete, 2002).
The third core component of implementation was to
create a new full-time position for a Family Support Coordinator. This individual was hired because of her background in clinical social work, and she assumed two areas of responsibility. First, she identified students with
chronic problems and worked closely with the student,
his family, teachers, and a community mental health provider to ensure that the student got the help he needed. Respecting privacy laws, regular communication was facilitated by the
Family Support Coordinator between all of those involved in
the child’s life in order to provide continuity, increased support and coordination through the interventions. And second,
she worked to build strong family-school-community relationships. Teachers and administrators typically take on these significant responsibilities, but in this case, the school staff remained a critical part of the partnership but with the benefit
of a skilled facilitator to ensure that communication happened
and connections were made.
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Community Partners
The United Way of Greater Toledo Women’s Initiative
served multiple roles beyond providing the funding. They wrote
and were awarded grants for additional funds from private foundations and government. They established relationships with
other community organizations to garner new resources. Relationships with the East Toledo Family Center and the Boys
and Girls Club resulted in after school programming that included social and emotional learning components for the pilot
school and other Toledo Public students. The Women’s Initiative recruited volunteers to share a variety of talents such as a
storyteller who met regularly with classes. Leadership from the
Women’s Initiative acted as key decision-makers along with the
experts on implementation planning. They also communicated
regularly with district and union leadership to keep them informed of progress.
Women’s Initiative leaders recruited a scholar in the Psychology Department at the University of Toledo who had expertise in the area of children’s empathy development. Her charge
was to work collaboratively with consultants to create and implement an evaluation plan. In addition to providing ongoing guidance on evaluation, she provided a survey tool to measure empathy attitudes. And that survey was used each year as a pre- and
post-test with third and fifth grade students (Funk, Fox, Chan, &
Curtiss, 2008).

“At first it was kind of difficult
to get to know one another until
Morning Meeting came along.
When this came, everybody had
to communicate. People act a lot
better. People cooperate more.”
Outcomes
In order to measure outcomes, state performance measures
before and over the life of implementation were examined. For
the most part, two years of implementation data were available
to date including attendance, suspensions, and academic performance. The evaluation also used two evidence-based survey
tools for pre- and post- tests. School as a Caring Community Profile—II (Lickona & Davidson, 2003), an instrument developed
by the Center for the Fourth and Fifth Rs, was given to students,
teachers, administrators and parents in order to measure perceptions of school climate. In addition, third and fifth graders completed the Children’s Empathy Attitudes Questionnaire (Funk et
al., 2008) at the beginning and end of the school year during each
programmatic year. For the past three years, the SEL initiative
has been the school’s top improvement goal and the only reform
effort in the school.
In the third year of implementation, attendance reached its
highest level to date between 94-95% (as of the third quarter)
exceeding state goals and has risen steadily each year of implementation. The year prior to implementation, 2005-06, the atten-
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dance average for the year was 91%, well below the state goal
of 93%. In the first year, attendance rose to 92%, still under the
state goal level. In the second year, attendance rose again to 93%
thus meeting state standards. At a recent district meeting of principals, a key topic was how to raise the levels of attendance. East
Side Central was one of only two schools showing progress in
attendance that was not using extrinsic rewards (stickers, pizza
parties) as an incentive which arguably may not instill a long
term sense of attendance as a priority. The other school, Sherman Elementary, is our second pilot school added one year after
East Side Central.
Discipline referrals and suspensions have steadily declined.
From years one to two, there was a 4.75% decline in discipline
referrals and a 7.75% decline in student suspensions. Current
data is only available up to the first quarter of this school year,
but there was a 69% decline in discipline referrals (from teachers to administration) from 91 in the first quarter last school year
(2007-08) to 28 this school year. There was also a steep decline
in suspensions; suspensions were reeducated from 39 to 7, an
82% change.
In addition, there were some statistically significant changes
in school climate perceptions from the School as a Caring Community Profile—II survey in year two of implementation. For instance, there were greater perceptions of students’ respecting one
another. Students also felt a greater sense of friendship and belonging and felt they were given an opportunity to help shape
their own environment. There were also increased perceptions of support and care by and for faculty and staff and support and care by and for parents.
Empathy attitudes have improved a statistically significant amount in year two of this project. When a fifth grader
was asked if he noticed a difference in his class from previous years, he responded, “at first it was kind of difficult to
get to know one another until Morning Meeting came along.
When this came, everybody had to communicate. People act
a lot better. People cooperate more.”
The SEL initiative has also resulted in academic improvements. We examined achievement test scores in the
classrooms of teachers who had received the most intensive SEL
training by year two of implementation. In those five classrooms,
there was a grade level increase in achievement test math scores
and one-half grade level increase in reading scores (as compared
to no increase in math or reading in the other classrooms with
teachers who had not received Responsive Classroom training).
Teachers report they have enjoyed their classes more and
generally enjoyed teaching more. A Kindergarten teacher commented that, “this was the first year in fifteen years of teaching
that I slept the night before school started. After training this summer, I felt ready.” A fourth grade teacher said, “I enjoy my classes
more than I ever have since we began social and emotional learning.” Teachers at all levels report an increase in students’ social
skills. According to another Kindergarten teacher, “the SEL process at ESC is working. Students are more caring. They are more
sociable toward one another. It makes for a better day.” Parents
also report noticeable changes in the school and in their children.
“My son says it’s more like a family now instead of just a bunch
of kids sitting in the same room having to learn the same stuff,” a
parent of a fourth grader said. “Kids just get along better.”

Academic performance results will be released later this year
and ongoing positive changes are anticipated. Increased attendance, decreased discipline problems, and a greater sense of support and engagement have contributed to academic gains in other schools that have adopted evidence-based social and emotional
learning programs and processes (Zins, 2004).
Sustainability and Expansion
Toledo Public Schools, like many other large urban districts, have experienced the “revolving door” of educational reform movements. Programs and trends consume professional development time and teacher effort for a year or two
and then retreat as quickly as they came. The team determined this would not be the case for the current initiative. In
the first year, a leadership team member and teacher opinion
leader stood up at one of the meetings and said, “this is a process, not a program that will go away.” It was an “aha” moment for many of the team members, particularly those who had
participated in programs that had come and gone in the past.
The process had to be based upon sound theory and research,
and teachers wanted to learn strategies that they could adapt
to fit their personal teaching styles and desired classroom culture. “Change is a process, not an event,” wrote Hall and Hord
(2001) two researchers who have studied change processes for
over 25 years. Pairing an evidence-based program such as Responsive Classroom with an internal leadership team and a fulltime Family Support Coordinator contributed to the sense of
ownership and in turn, the long-term sustainability.
Currently, due to a district facilities plan, East Side Central Elementary may be forced to close in one year with its
faculty and students dispersed to other schools in the Toledo Public School system. Recently, the leadership team was
asked to consider how SEL might continue, especially considering the separation that teachers and students are likely
to face. Without hesitation, they responded that each person
would carry the new knowledge, practices and understanding
of social and emotional learning with them and use it wherever they go. “I can’t go back,” said one teacher. “This will always be a part of my teaching.”
Knowledge about and enthusiasm for social and emotional learning has been spreading rapidly and organically through
the Toledo Public School District. Hall and Hord (2001) discuss
the need for a horizontal continuum instead of a top-down versus bottom-up approach to building momentum for change. The
horizontal continuum, in which each player sees him or herself as
part of the continuum (not as having more or less power), seems
to be taking shape and that momentum is palpable. Progress may
be slow but there is steady advancement. East Side Central’s
first year of implementation led to the addition of a second pilot
school, Sherman Elementary in the following year. These schools
are now meeting regularly to support one another and build a
cross-district team skilled in social and emotional learning practices. Another east side elementary school heard about the success at East Side Central and ordered a set of Responsive Classroom books to begin a book study on their own. A “Professional
Growth Course” was developed through the Toledo Federation of
Teachers on social and emotional learning and offered to teachers
from a variety of district schools. A high school in the district that

is currently under construction has incorporated social and emotional learning in their new school plan. The district administration has continued to increase their level of support by encouraging a second school pilot and funding professional development.
This summer, they will fund the largest intensive training for district teachers to date.

“This was the first year in fifteen
years of teaching that I slept the
night before school started. After
training this summer, I felt ready.”
Challenges
Challenges common to urban public school systems were
no exception in Toledo Public Schools. Attrition rates of faculty, staff and administration were a constant obstacle. The
district administration team that championed the start of the
work moved to another district in a few short months. Mobility rates of students and families also posed problems as the pilot school had a higher mobility rate (35.7%) than the district
(22.2%). Conflicts between two strong unions—teacher’s and
administrator’s—over position classifications rose to the level
of state arbitration and threatened the life of the project. Despite these issues, there were enough champions in various positions throughout the district (parents, teachers, union and district leaders, administrators and community partners) to keep
the initiative growing and moving. In order to gain further support from the district, the true test of success will be to show
significant academic gains on the state indicators. Hall and Hord
claim, “When change is successful, it is the quality of the little things that makes the final difference” (2001, p. 10). The
personal transformations that were documented among teachers and students demonstrate that positive change has occurred.
The challenge for SEL now is to move from positive change in
a single school to district, system-wide change. f
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Self Help/Mutual Support
Edited by Louis Brown

Applying the Self-Help Model to Poverty
and Disability
~Alexis Buettgen, Wilfrid Laurier University,
Waterloo, Ontario, Canada

People with disabilities (PWD) are among the world’s poorest.
World Bank estimates in 2000 suggested that PWD account for
as many as 20% of the world’s poorest people (International Disability and Development Consortium, 1999). In Canada, approximately one million working age Canadians with disabilities are
either unemployed or out of the labor force (Dunn, 2006). The
profound poverty of PWD has been found to be both a cause and
consequence of exclusion from social, economic, and political life
(Bach, 2003; Beresford, 1996; Dunn, 2006; Lord & Hutchison,
2007; Munro, 2007; Stapleton, O’Day, Livermore, & Imparato,
2005; White, 2005; Yeo, 2001; Yeo & Moore, 2003). The present
discussion encourages readers to contemplate the self-help model as one way to approach the problem of poverty and disability.
I suggest here that this problem needs to be addressed in such a
way that the voices of PWD living in poverty are shared. The selfhelp model provides an opportunity for a new group ideology that
focuses on strengths and capacities, reciprocity and a re-defined
identity for PWD living in poverty.
The pathway to poverty begins early in life for PWD. In comparison to children without disabilities, children with disabilities
often have fewer demands placed on them due to low expectations
(Lord & Hutchison, 2007; Yeo, 2001; Yeo & Moore, 2003). These
children are at a disadvantage as they are excluded from many of
the daily interactions that children without disabilities experience
to gain basic social and life skills. As a result, children with disabilities grow to adulthood with limited social contacts and natural support networks. Due to limited social networks, PWD are
restricted from employment opportunities, they lack experience
and confidence, and suffer from discrimination. Employment is
also one basis of social and political status, so reduced or non-existent employment income means no influence and powerlessness
in western society (Jongbloed & Crichton, 1990). As such, PWD
are excluded from political and legal processes, which contributes
to a lack of ability to assert rights further reducing income generating opportunities (Yeo, 2001). This sequence pushes people ever
deeper into poverty (Yeo, 2001).
Traditional human services also contribute to the high rates
of poverty among PWD (Lord & Hutchison, 2007; McKnight,
1995). The traditional service approach for PWD often limits their
full participation in society as citizens with equal rights producing
outcomes that contribute to the high rates of poverty and the presence of weak social networks among PWD (Lord & Hutchison,
2007; Stapleton et al., 2005; Szymanski & Trueba, 1994). Human services overemphasize people’s needs and deficits, indeed
placing a person at risk of “poverty, segregation from community
life and disempowerment as a citizen” (McKnight, 1995, p. 109).

Many people who have been labeled developmentally or physically disabled are surrounded by services that deny opportunities for them to express their capacities (Lord & Hutchison, 2007;
McKnight, 1995; Stapleton et al., 2005; Szymanski & Trueba,
1994, Yeo & Moore, 2003). Professionals usually do not have
knowledge that comes from lived experiences that many vulnerable or labeled people have (Levine, Perkins, & Perkins, 2005;
Nelson & Prilleltensky, 2005). When wisdom is seen to reside in
the professional, there is a loss of the wisdom that lived experience provides to those who learn to cope on a daily basis (Levine,
Perkins, & Perkins, 2005). The self-help model addresses this deficiency (Levine, Perkins, & Perkins, 2005; Constantino & Nelson, 1995). Therefore, “the most obvious need [for people who
have been labeled] is the opportunity to express and share their
gifts, skills, capacities and abilities with friends, neighbours and
fellow citizens in the community” (McKnight, 1995, p. 104).
Poverty, Disability and Self-Help
Currently, there are few self-help groups for PWD focused on poverty reduction. There are, however, separate studies that indicate the benefits of the self-help model for PWD
(Constantino & Nelson, 1995; Finn, 1999; Gottlieb, 2000;
Gussow & Tracy, 1976; Levine et al., 2005; Lord & Hutchison, 2007), and benefits of the model in addressing the problem of poverty (Collins, 2005; Dash, 2003; Light, 1996). PWD
have rarely been asked their views on poverty and anti-poverty action; they have been marginalized in poverty discussions and have had minimal involvement in anti-poverty policy and campaigning (Beresford, 1996; White, 2005; Yeo, 2001;
Yeo & Moore, 2003). Beresford (1996) notes that the voices of PWD living in poverty are often ignored and devalued
in the development of anti-poverty policy and are under-represented in membership of anti-poverty organizations. I suggest
here that there are several advantages for the development of selfhelp groups for PWD focused on poverty reduction.
Several studies demonstrate the benefits of the self-help model for PWD (Constantino & Nelson, 1995; Finn, 1999; Gottlieb,
2000; Gussow & Tracy, 1976; Levine et al., 2005; Lord & Hutchison, 2007). Some of the noted benefits include providing encouragement, mutual problem solving, information sharing, needed
services, and mutual support (Gussow & Tracy, 1976; Levine et
al., 2005; Lord & Hutchison, 2007). There are also several studies demonstrating the benefits of the self-help model for people
living in poverty (Collins, 2005; Dash, 2003; Light, 1996). Some
of these benefits include how self-help groups act as empowering,
confidence-building mechanisms where people living with low income are given a voice, and where the group wields greater social
and political power than individuals (Collins, 2005; Dash, 2003).
Collins (2005) and Brydon–Miller (1993) conducted participatory studies with people living in poverty and PWD, respectively. Each study demonstrates specific aspects of need that can
be addressed by the self-help model. Collins (2005) conducted a
participatory poverty assessment (PPA) with a group of women
living with low-income and found that supportive relationships
were rated as the most important factors in a good life. Factors
related to the quality of relationships, such as happiness and selfesteem, were also noted as very important. A good quality of life
was found to be fully embedded in a community of family and

friends. The author also found that that the PPA became a catalyst
for change as the group of women involved in the project moved
from talking about their own poverty to talking about the food cooperative they were all members of, and how it could play a meaningful role as a supportive organization in the lives of people living with low-income. Similarly, Brydon–Miller (1993) conducted
a participatory study with PWD to promote self-advocacy for accessibility-related problems. One of the goals of the study was to
develop a sense of community among participants. As the project
began to proceed, the researcher found that a strong sense of community, generated by common experiences and shared concerns,
already existed among participants prior to the start of the study.
The author noted that “this sense of community was latent and
needed only an opportunity to be explicitly acknowledged to coalesce into a more tangible sense of group cohesiveness” (p. 135).
These groups of participants were successful in creating change to
promote accessibility in their community and established supportive relationships among members of the group.

Self-help groups act as
empowering, confidence-building
mechanisms where people living
with low income are given a voice,
and where the group wields greater
social and political power than
individuals.
Thus, the self-help model may be ideally suited to address
some of the needs of PWD living in poverty for shared support
based on common conditions to prepare people for advocacy and
social change. As such, the self-help model is defined, in this discussion, as groups with members who have a common condition,
concern, or interest that come together to share support and work
for change (Levine et al., 2005; Lord & Hutchison, 2007).
The Self-Help Model
The self-help model is described here in terms of group ideology, identity, and reciprocity in relation to the problem of poverty and disability. I will then discuss ways in which community
psychology researchers and practitioners can support and facilitate self-help groups for PWD living in poverty.
Group Ideology: There are notable benefits of self-help group
ideologies that address the problem of poverty and disability. According to Levine et al. (2005), repeated discussion of concrete
situations “provide [groups with] a philosophy of life, an outlook
on the problem condition” (p. 311). For members who feel that
their experiences may be attributed to existing social conditions,
the personal becomes not only the social but also the political
(Levine et al., 2005). In terms of poverty and disability, the social
conditions were noted above as restricted employment opportunities, exclusion from the political process, the needs-based focus
of human services, etc. The group’s ideology may provide a program for coping with and overcoming poverty as well as a deeper
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understanding of the impact of social conditions on personal experiences. This relates to the social model of disability discussed
by Yeo & Moore (2003) in their extensive report on poverty and
disability. The social model is a rights-based model that views
disability as the “social consequence of having an impairment
and realizes that the inequities faced by disabled people can only
be overcome if society becomes inclusive” (p. 3). This model accounts for the discrimination and social barriers faced by PWD.
Disability activists and advocates argue that action must be guided by this model.
Identity: Levine et al. (2005) note self-help groups serve as
feedback and guidance systems to help members reflect on their experiences and provide a basis for thinking of new ways of responding to others. They also note that self-help groups provide a foundation for personal identity, whereby an individual comes to feel
like an integral part of a larger social group. The self-help model
responds to the limited social networks and needs-based focus of
the services for PWD (McKnight, 1995, Lord & Hutchison, 2007).
Self-help groups allow people to create their own identity in a place
where members can likely be themselves with understanding and
acceptance. The groups provide PWD an opportunity to re-define
themselves beyond their needs and focus on their strengths and
gifts. This is particularly helpful for people living on disability income support. Stapleton, Livermore, O’Daly, and Imparato (2005)
describe how income support policies influence personal identity.
The authors describe how income support is designed to supplement employment income based on the assumption that people
cannot work. Therefore, people who need financial support must
prove they cannot work by not working. The rules of these systems
also reduce financial benefits drastically as a beneficiary’s employment earnings increase. Stapleton et al. (2005) argue that there is
a self-fulfilling expectation in the income support system whereby PWD may come to believe that they cannot support themselves
through paid employment. As such, self-help groups would have
the potential of addressing this self-fulfilling expectation to support
a focus on strengths and capacities for a more positive identity.
Reciprocity: Self-help groups work on the basis of reciprocity: members are both providers and receivers of help (Levine et
al., 2005; Lord & Hutchison, 2007). This process provides opportunities where members may find their sense of competence
and enhanced self esteem. This would benefit PWD living in
poverty as they often experience low self-esteem and a lack of
social competence due to limited social networks. According to
Levine et al. (2005), members may also extend concrete services
and material aid to each other. For a self-help group for poverty
and disability, this may provide an opportunity to share information on policies for disability income support programs and other
available financial and supportive resources. For example, Collins (2005) described a food co-operative, based on the self-help
model, as a positive solution to lack of information and self-esteem issues for those who were isolated due to lack of income.
The co-operative provided members with an opportunity to share
information, resources and social support.
Conclusion
Community psychologists can support the development and
implementation of the self-help model for the problem of poverty and disability through participatory research and practice.
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Previous literature on poverty and disability research, strongly
suggests the need for participatory methodology to promote inclusion of PWD (Dunn, 2006; White, 2005; Yeo, 2001; Yeo &
Moore, 2003). Brydon–Miller (1993) and Collins (2005) found
that participatory methodology promoted sense of community
and self-help among participants. This suggests that research can
provide opportunities for people to come together on issues of
poverty and disability in order to help people help themselves.
Brydon–Miller (1993) and Collins (2005) found that the participatory approach brought people together with common conditions and concerns which made possible the confidence to plan
and implement changes.
In terms of practice, those who are educated in community
psychology need to raise awareness of the problem of poverty
and disability by listening to and promoting the voices of PWD
living in poverty. Community psychologists might hold community conversations and forums to bring people together on this
issue, and encourage the inclusion of PWD in poverty reduction
strategies and other existing poverty self-help groups. We can be
advisors for new self-help groups on poverty and disability by
“seeding” the formation of new groups (Levine et al., 2005). As
the voices of PWD are heard, their opinions will be seen as valuable; this value will be manifest in their ability to advocate for
social change in the context of the rights and responsibilities of
civic life and citizenship (Levine et al., 2005).
There are benefits, as well as considerations to contemplate
before applying the self-help model to the problem of poverty and
disability. We must be alert to unfair expectations on PWD to cope
with the daily struggles of poverty, the challenges they may face
with their disability, and to mobilize for social change. Collins
(2005) noted the need to be aware of the possibility of unfair shifting of responsibility to those who lack political power. It is important for researchers and practitioners to share responsibility and
share their own power and accessibility to the policy and change
process. We must work with people, not on them. One way is to
promote the power of self-help for PWD living in poverty. This
has the potential to provide positive role models for others, and
help overcome negative societal perceptions of disability by aiming to attack the causes of long-term poverty for PWD. f
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Student Issues

Edited and Written by
Christopher Zambakari: christophoro2002@gmail.com
& Fernando Estrada: fernando.estrada@asu.edu

Student Leaders of SCRA Merge Efforts
In an effort to better address the diverse needs of student members of SCRA, the student leadership within SCRA have recently
teamed up. Joining efforts are the National Student Representatives (NSRs), the Council of Educational Programs (CEP), U.S.based Student Regional Coordinators (SRCs) and Student International Regional Coordinators (SIRCs).
NSRs are tasked with representing the interests and concerns
of community psychology students to the Executive Committee,
providing leadership and support to student-initiated projects,
and involving students in appropriate SCRA-affiliated groups and
committees. CEP is the educational arm of SCRA, whose mission
is to support and advocate excellence in education in community
research and action. CEP is tasked with promoting the quality and
visibility of community psychology education at the graduate and
undergraduate levels. SRCs and SIRCs are responsible for providing support to the regional leadership in the processes of membership development, activities, and communication. They are instrumental in the organization of regional community psychology
conferences, regional psychological association conference sessions, and local recruitment throughout the five U.S. regions.
Together, these student leaders will provide more effective
outreach, programming and communication that will enhance the
development of student members of SCRA. The first outcome of
this collaboration is the more extensive and informative section of
“The Community Student” found in every edition of The Community Psychologist. Additionally, NSR, CEP and SRC will host two
events during the 2009 biennial: the Student Networking Mixer
(Saturday, June 20th from 7:00pm - 8:30pm in the Formal Dining
Hall, Student Center) and the first Executive Student Leadership
Meeting.

Call for Proposals!—
2009 SCRA Graduate Student Research Grant
Please consider applying for the Graduate Student Research
Grant. This prestigious and competitive grant is specifically devoted to supporting pre-dissertation or thesis research in underfunded areas of community psychology. This year the amount has
been increased to $400. The call will be put out over the student
listserv, and on the SCRA website. Applications for the award
will be due by July 31st, 2009. If you have any questions while
developing your grant proposal, please contact Fernando Estrada
or Christopher Zambakari. Decisions will be made and recipients
notified by August 31st, 2009.
Terms of the Award:
Recipients of the SCRA Student Research Grant will receive

The Community Psychologist

Vol. 42 No. 3

29

a stipend of $400 for one year. The funds will be disbursed upon
notification of the award. The grantee will be expected to submit a grant report (1000-1500 words) detailing progress on the
research project and justification and proof of appropriate use of
funds to the SCRA Student Research Grant committee by the end
of summer 2010.
Eligibility:
To be eligible for the SCRA Student Research Grant, you
must be:
1.
2.
3.

4.

A graduate student or apprentice within a non-academic setting that has not obtained doctoral candidate status within their program
A member of SCRA
In the planning or pilot stages of the research project for which you are seeking funds (i.e., this award
is not for projects that have been completed prior to
RFP)
Advised by a faculty member or professional supervisor, preferably one who is a SCRA member

Grant Review Criterion:
Grant proposals will be reviewed and judged using the following criteria:
1.
2.
3.

Relevance to community research and action theory
and concepts
Clarity of writing
Feasibility of project completion

Again, applications for the award will be due by July 31st, 2009.

Biennial Travel Award Recipients
The 2009 Biennial Travel Award selection process was a difficult one this year, with many qualified applicants. This year,
we awarded six domestic travel awards ($300 each) to students
with diverse backgrounds who represent the broad interests of
community psychologists. From research looking at photovoice
methods addressing homelessness, to place identity and civic engagement, to organizational empowerment concerning students
with disabilities, the six award recipients added not only to the
social and academic utility of the 2009 Biennial Conference, but
also helped generate excitement in the field that will be felt for
years to come. With gratitude for all their work, we announce the
2009 Biennial Travel Award Recipients:
Adia Gooden, DePaul University
Ansuk Jeong, University of Illinois at Chicago
Colleen Kidney, Portland State University
Greg Townley, University of South Carolina
Jesica S. Fernandez, University of California at Santa Cruz
Urmitapa Dutta, University of Illinois at Urbana–Champaign
We thank all the students who applied this year and look forward
to selecting next year’s recipients.
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Call for Papers—
Publish in “The Community Student”
Please consider writing an article for “The Community Student”
(TCS)! TCS is published twice yearly and features articles written by students about their experiences, ongoing research and insights in relation to psychology as a whole, and community psychology in particular.
Paper submissions should follow one of the two possible
themes described below (both formats should include references):
1.

A critical reflection on a previously published TCP
article (preferably within the past 3-4 editions). We
encourage personal reflections that employ a critical
analysis aimed to elicit insight on the field of community psychology. Double spaced and no longer
than 6 pages. *

2.

A scientifically-oriented article that informs the
field of community psychology. Submissions should
speak to the one or all of the four principles of Division 27 <www.scra27.org>. Written work must include a methodology, results section and discussion.
Double spaced and no longer than 10 pages.*

*Please adhere to APA guidelines
The deadline for paper submissions is August 14th, 2009. “The
Community Student” is a great way to share your insights and experiences with other SCRA members. It’s also a great way to add
a publication to your curriculum vitae! Articles should be submitted electronically to Fernando Estrada at <fernando.estrada@asu
.edu>. f

f

The Community Practitioner
Edited by David A. Julian

Recent issues of “The Community Practitioner” have focused on
defining community psychology practice and identifying the skills
necessary to engage in practice. This issue provides a detailed description of an advocacy effort designed to secure housing for individuals with development disabilities in New York State. Chris Corbett provides a vivid description of his testimony before the New
York Legislature. He also provides a detailed account of the efforts
that set the stage for providing testimony. Such skills would appear
to represent a critical component of community psychology practice and may have application across a variety of domains from environmental issues to organized efforts to secure benefits for specific members of the community. If you are interested in describing
a similar effort or commenting on this or any other practice related
issue, please contact Dave Julian at <julian.3@osu.edu>.

Advocating for Federal Stimulus Funds
to Advance Social Justice: Pursuing
Funding from The American Recovery &
Reinvestment Act of 2009
~Christopher Corbett

On February 17, 2009, President Barack Obama signed the American Recovery and Reinvestment Act (ARRA) of 2009 to provide
$789 billion of economic stimulus funds to benefit the American economy (Recovery & Reinvestment Act, 2009). The purpose of this public policy initiative was to provide state and local
fiscal relief to areas such as Medicaid, education, infrastructure
and other “shovel-ready” projects. The act was designed to help
stimulate the economy and create jobs.
This act will provide states access to substantial federal funds
with New York State expected to receive some $26.7 billion (Gilchrist, 2009). This act also appears to provide states and communities an unprecedented opportunity to access funding to serve
communities and presents opportunities for community psychologists (CPs) to request funds to support their community intervention efforts as long as they are consistent with the objectives
of the legislation. This also presents CPs with opportunities to
potentially construct interventions in a manner to qualify for such
funding. Note: interested advocates need act quickly due to great
competition for federal funds and the short timeframe.
The purpose of this article is to describe a public policy advocacy effort underway to potentially tap a portion of New York’s
$26.7 billion to provide homes for the permanently disabled so
they may live independently in the community. One must not underestimate the challenges that lie ahead, as competition for such
funds is fierce. However, given the substantial, potential benefits
of enabling those with permanent disabilities to live in the com-

munity, the effort is well worthwhile. It is also in furtherance
of the Americans with Disabilities Act of 1990 (ADA) and the
Olmstead Decision of 1999 which establish the rights of individuals with disabilities to reside in the community in least restrictive settings. Also, consistent with the job-creating objective
of ARRA of 2009, employment would be stimulated in order to
build or convert community residences to suit the needs of disabled citizens. In addition, permanent caregivers will be needed
to staff thousands of residences, many of which may require 24
hour, seven day a week staffing.
This article describes an advocacy effort underway which
could have practical relevance and usefulness to CPs and any
other practitioners willing to intervene with public policy makers
to seek federal stimulus resources to fund social justice or advocacy issues. Individuals such as low income and disabled individuals least able to advocate for themselves must not be excluded
from the benefits of ARRA of 2009. CPs are very well positioned
and trained to help ensure that this does not happen as first, they
are concerned with all members of the community and second,
they often possess the advocacy and intervention skills necessary
to introduce enduring system level change. Moreover, advocacy
and public policy have been identified as core competencies for
community psychology training by Scott (2007) and practitioner-based intervention skills are being developed through public
policy workshops such as those offered at the last three SCRA
biennial conferences including, most recently, in Montclair, NJ
(Corbett, 2009a).
Background
In December 2008 and January 2009, the New York Legislature initiated budget hearings to address a deficit of some $15 billion. The purpose of the hearings was to solicit participation from
the public and stakeholders. The Legislature requested testimony
related to several areas including the identification of groups or
individuals especially vulnerable to health and social service related cuts; long term effects and consequences of implementing
such cuts; and steps to ensure sustainable revenue and financing
structure for the future. Due to great cuts in funding and harm
to New York’s disabled citizens—including a freeze on residential development, preventing thousands of the permanently disabled from living independently in the community—testimony
was prepared responsive to the Legislature’s call.
Legislative Intervention
Testimony
In response to the Legislature’s request, I prepared testimony
in opposition to the budget cuts. My qualifications to prepare such
testimony included being a parent of a daughter with disabilities
and also volunteer chair of a nonprofit organization’s legislative
committee that advocates on behalf of disabled citizens. The testimony provided detailed recommendations consistent with the
Legislature’s “Call for Testimony.” Specifically, it explained in
detail the serious consequences of the proposed Medicaid cuts on
individuals with disabilities, recommending budget restorations
and also identifying a new, incremental revenue source of some $
4.5 billion initially, with additional amounts from future conversions of non-profit housing stock to fund the restorations in the
budget year and prospectively in future years (Corbett, 2009b).
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That is, the testimony did not merely advocate for restoration of
funding cuts—it identified specific new and incremental sources
of revenues to support the restorations. It was proposed that revenues from all future nonprofit conversions be dedicated for Medicaid matching purposes and Olmstead Compliance.

A very strong case in favor of
the use of federal stimulus
funds to provide disabled
citizens the opportunity to live
in the community can be made
nationally given the applicability
of the ADA of 1990 and the
Olmstead Decision of 1999, the
historically low housing prices
and the lowest interest rates in
decades. Community psychologists
and disability advocates could
potentially apply the approach
described in this article in many
other jurisdictions to provide
homes for the permanently
disabled.
With regard to the residential development issue, the testimony asserted New York’s apparent non-compliance with the
Americans with Disabilities Act of 1990 (ADA), the Olmstead
Decision of 1999 and New York’s Chapter 551, Article 25 implementing Olmstead. The testimony advocated for the establishment of a dedicated Olmstead Compliance Fund to support development of 2,000 new residential beds per year for a minimum
of three years until the residential waiting list is eliminated. The
annual cost of adding the 2,000 new beds per year was estimated
at $130 million. The testimony also documented a 1998 bi-partisan commitment made by the governor to the disabled and their
families that promised the residential waiting list then at 6,400
would be eliminated over five years. Unfortunately, the testimony also documented the New York comptroller’s audit demonstrating the waiting list had, in fact, increased to 8,777 rather than
having been reduced to zero as promised.
Finally, the testimony addressed the use of federal stimulus
funds to support residential development, noting that this effort
would never be less expensive for New York to undertake than
now. Moreover, it was noted that the 1998 commitment to the
disabled and their families to eliminate the residential waiting
list in five years, could belatedly and economically be kept. Two
additional reasons to undertake this effort were also identified.
First, the current housing market is highly distressed and housing
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costs are depressed to unprecedented levels. Second, the cost of
capital which is depressed to a record low of 5.01% for a 30 year
mortgage is at its lowest level since 1971. Testimony stressed that
there will never be a better time or opportunity to build housing
for disabled citizens at a lower cost.
Many of the factors that apply in New York very likely apply to many or most other states. A very strong case in favor
of the use of federal stimulus funds to provide disabled citizens the opportunity to live in the community can be made
nationally given the applicability of the ADA of 1990 and
the Olmstead Decision of 1999, the historically low housing
prices and the lowest interest rates in decades. Community
psychologists and disability advocates could potentially apply the approach described in this article in many other jurisdictions to provide homes for the permanently disabled. It
should be noted that the developmentally disabled who are
on the residential waiting list for community housing in New
York are not individuals who have overextended themselves
or abused their credit. These are society’s most vulnerable
citizens who, through no fault of their own, are permanently
developmentally disabled. This is a matter of social justice
and a fundamental right of the disabled to live in the community as established and guaranteed by federal and state laws.
Meetings with Legislators
Testifying through pre-filed direct testimony (Corbett,
2009b) and in person before a Senate and Assembly Committee is one thing (Corbett, 2009c); such actions provide the
opportunity to present recommendations, positions and documentation. Testimony does not, however, ensure legislators
will necessarily agree with the advocate’s recommendations
or, most importantly, support them. To move from ideas to
action, it is necessary to engage legislators. In order to garner affirmative support, it is necessary to meet in person with
legislators in an effort to discuss the issues, answer questions,
convince them the public interest will be advanced by the advocate’s position, and then ask them to adopt, endorse, or otherwise be supportive. The advocate must be clear about what she/
he wants and then diplomatically and persistently, ask for it.
Subsequent to the New York hearings of February 2, 2009,
appointments were made with various legislators in Albany. This
required identifying key individuals whose support was judged
necessary in order to have any chance of success. In this particular case, after numerous calls, appointments were made with local state senators, assemblymen, and a U.S. congressman. Meetings occurred between February and April 2009. Copies of my
testimony were provided and discussed in detail with a particular
emphasis on New York’s apparent non-compliance with federal
and state statutes. I also stressed that using federal stimulus funds
from ARRA of 2009 to fund the construction and/or conversion
of homes for the developmentally disabled would very clearly
advance the public interest.
The meetings with legislators were with the assemblymen
or women themselves while the meetings with state senators and
the congressman were with staff members. The meetings were all
constructive and collegial; in all cases the representatives were
open to discussing the issues and testimony recommendations.
They were particularly interested in the potential benefits to New

York. There seemed to be a growing appreciation that the federal
stimulus funds might provide New York State with a golden opportunity to finally honor its publically made, written commitment from 1998 to allow all the disabled to live in the community—a promise which for many thousands of disabled New York
citizens remains broken today.
Enlisting the Support of Legislators
I have met many times with legislators, and I’m still learning
from those experiences. I have found that gaining support and
then actually being able to document that support is extremely
challenging. For example, when meeting with a staff member,
that staff member may be convinced. However, she/he does not
speak for the legislator. Moreover, all elected officials must attend to competing constituencies and this requires a careful balancing of interests. Documentation of legislators’ positions is essential given the need to garner the support of the Governor’s
Economic Recovery and Reinvestment Cabinet. The Economic
Recovery and Reinvestment Cabinet assists in selecting qualified
projects for funding. I determined that written letters of support
from legislators to the governor and/or the cabinet would be the
most effective approach. I also reasoned that success in obtaining some letters would bolster requests to other legislators that
they adopt a similar advocacy position—to use federal stimulus
funds to build or convert residential homes in the community for
New York’s developmentally disabled citizens and promote and
enable compliance with applicable federal and state laws.
Despite the many challenges, some requests for written
letters of support have recently been fulfilled. For example, my
assemblyman has provided a letter of support, addressed to the
governor and copied to the head of the Recovery and Reinvestment Cabinet which endorses various points in my testimony
and specifically requests that federal stimulus funds be used to
build 3,000 new residential beds per year (Reilly, 2009). A second letter, from an assemblywoman on the important Mental
Health Committee, advocates for use of federal stimulus funds
to provide housing for disabled citizens and also specifically
endorses dedicating future nonprofit conversion revenues to
fund disability housing and services as the testimony recommended (Corwin, 2009).
A third letter, from my congressman, requests that the
Recovery and Reinvestment Cabinet seriously consider my
recommendations to use federal stimulus funds for community housing and notes the large size of the waiting list, recommending this issue be addressed before reaching a crisis
point. The letter also notes the benefits to New York of acquiring
such housing at depressed prices (Tonko, 2009). A fourth letter,
from my state senator, endorses the use of federal stimulus funds
to provide community housing for those with disabilities and reduce the waiting list (Breslin, 2009). In sum, as a result of my testimony and individual meetings with legislators and their staffs, I
have successfully obtained written support for using federal stimulus funds to enable those with developmental disabilities to live
in the community and reduce the size of New York’s waiting list.
While the challenges ahead are great and more legislative
support is needed, initial progress has been made in enlisting
direct, written support from representatives of both democratic
and republican parties through letters sent to New York Gov-

ernor Paterson and his Recovery and Reinvestment Cabinet.
Progress is slow—but progress is apparent. Only time will tell
whether federal stimulus funds are designated for housing that
enables New York’s developmentally disabled citizens to reside
in the community.
Conclusion
The paragraphs above describe the rationale and status of an
advocacy effort to enable citizens in New York with disabilities
to live their lives in least restrictive settings in the community.
It describes an advocacy effort and public policy intervention
initiated through written testimony, participation in the hearing
process and individual meetings with assemblymen and women,
state senators and a U.S. congressman. As noted, the challenges
of attempting to access hundreds of millions of dollars in federal
stimulus funds must not be underestimated nor the probability of
success overestimated. Short term intervention goals have been
met, yet the likelihood of success in actually obtaining federal
stimulus funds remains unknown. One positive outcome is, in
any event, a substantial building of many working relationships
with elected officials and staff members that stands to bear fruit
in the future in terms of improved and increased access, opportunities to advance future advocacy efforts, and a continuation of a
mutual exchange of information. Legislators and staff members
appeared to clearly appreciate the ideas and recommendations
offered, reflecting the public interest oriented views of a CP perspective which includes a concern for all members of society.

One positive outcome is, in any
event, a substantial building of
many working relationships with
elected officials and staff members
that stands to bear fruit in the
future in terms of improved and
increased access, opportunities to
advance future advocacy efforts,
and a continuation of a mutual
exchange of information.
On the issue of preparing for this type of work, CP’s concern for all members of society, advocacy and social justice as
well the field’s emphasis on systems level intervention at the
highest levels possible, all provide a solid starting point. I believe my masters level training in CP, like many other graduate programs, took me about two-thirds of the way down the
field. The additional specialized training in preparing testimony
and engaging legislators I needed I had to develop on my own.
With the strong encouragement of the late Don Klein, a longtime
SCRA member, and my conviction about the opportunities presented by the underutilized workshop venue at CP Conferences,
I developed and presented Public Policy 101 workshops beginning three conferences ago at SCRA’s 10th biennial.
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In essence, I came to believe that if I shared the basics of what
I had learned through my own practical experience, anyone with a
CP background and the desire could readily develop and apply those
skills as well. Scott’s recent identification of advocacy and public
policy as core competencies of CP training is certainly something I
fully agree with and believe that emphasis is long overdue, particularly given the historical underpinnings of the field with its emphasis
on systems level interventions, second order change and an overriding concern for social justice. Clearly, public policy intervention fits
a CP agenda very well. I am convinced that an increased emphasis
on public policy training and practical skills will substantially expand and improve the future trajectory and state of our field.

I am convinced that an increased
emphasis on public policy
training and practical skills will
substantially expand and improve
the future trajectory and state of
our field.
Finally, despite the barriers and challenges associated with
success, the advocacy actions described above represent a necessary and worthwhile effort to further the rights and needs of those
with disabilities who are least able to advocate for themselves, including my daughter Jennifer. The rights of the disabled to live in
the community have been either ignored or trampled upon for far
too long. The disabled must no longer be treated as pawns in the
annual game of budget chess (Corbett, 2009b). Yet progress, while
slow, is occurring. To illustrate, on April 27, 2009, a settlement was
announced in California that will help 7,000 people with developmental disabilities live in the community. The class action lawsuit
was filed in January 2002 to ensure Californians with disabilities
have access to services to allow them to live and participate in the
community (Disability Rights California, 2009). It took seven long
years of negotiations to achieve. Progress is slowly occurring in
New York and California and no doubt in other states as well. The
sweet carrot of federal stimulus funds, however, is clearly far preferable to the stick of litigation—which hurts everyone: legislators,
government, the public, and disabled. There is room for much more
progress in New York and across the nation. Federal stimulus funds
provide a once in a lifetime opportunity for CPs to pursue a variety
of social justice or advocacy efforts. Yet competition for funds is intense; anyone inclined to pursue such funds must act quickly—and
legislators will benefit from hearing from far more CPs.
If you have any questions about this advocacy effort or how
this approach might be modified or adapted to other interventions
or jurisdictions, please contact me anytime. Finally, copies of the
direct testimony and letters from legislators that endorse the use
of federal stimulus funds for housing the disabled are available
on request at <chris_corbett1994@hotmail.com>. Note: Rules regarding contacting or influencing legislators (i.e. lobbying) vary
by organization and jurisdiction so knowledge of applicable requirements is necessary in designing your intervention so as to
comply with such regulations. f
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Community News
& Announcements
2009 Dissertation Award Winners
Politics of Food Access in Food Insecure
Communities
~Darcy A. Freedman,
Graduate School of Vanderbilt University,
Doctor of Philosophy in Community Research and Action,
2008, Nashville, Tennessee

This research strives to tell a new story regarding the social
production of health by focusing on the relations of power influencing food access and related health conditions. This new
story begins by challenging existing tools used to understand
the public’s health and offers a new theory-methods package,
“materialist praxis”, as means for activating population health
perspectives and for materializing praxis-oriented research.
I then apply a materialist praxis research approach to transform three Boys and Girls Clubs in Nashville, Tennessee from
youth-serving organizations to farmers’ markets. This participatory, situated, reflective, and materialized research process
provided an opportunity for children, youth, and adults to author a discourse of resistance and possibility with respect to
pressing health inequities such as obesity and food insecurity.
Through performances in and to space, this research also provided opportunities for uncovering the spatially, temporally,
and socially constructed boundaries influencing food access.
These boundaries combine to make “real, fresh, and good”
foods—foods considered to be healthier than and superior to
foods described as “bad, rotten, and junk”—inaccessible to
many people residing in socially marginalized locations. Data
analysis also depicted a nuanced understanding of food access
by focusing on the financial and time costs influencing access.
The results of this study reveal that the politics of food access are complex and intersectional but nevertheless discernable and most importantly changeable. This dissertation concludes by exploring how this materially and community-based
process of research facilitated the re-creation of relationships
between food and food practices by transforming social structures and, in turn, human agents. I also explore how the relations of power influencing food access are intricately connected to the production and reproduction of health disparities
more broadly, and argue for the use of materialist praxis in future research focused on the social production of health as well
as for the development of social change efforts focused on redressing unequal and unjust relations of power influencing access to food.

The Impact of a Freeway on Neighborhood:
Sense of Community, Size, and Methods of
Measurement
~Andrew Lohmann
Claremont Graduate University, 2006

For those who live adjacent to them, freeways have traditionally been considered at best a nuisance—at worst, a threat to
safety and property values. Negative environmental impacts
have long been associated with freeways such as increased
noise, air pollution, and traffic, all which are believed to produce annoyances and social disruption. Using a natural quasi-experimental pretest-posttest design, residents in randomly selected homes in a suburb of Los Angeles were surveyed
about their perceptions of their neighborhoods with respect to
cohesion and sense of community. Responses from the pretest
surveys (N = 492) —administered before the construction of
a freeway that would bisect the city—were compared to the
responses from the posttest survey (N = 358) administered six
years later, and two years after completion of the freeway. It
was found that respondents living adjacent to the new freeway —residents who have experienced a fourfold increase
in the average decibel levels in their neighborhoods since the
freeway opened—reported both a lower sense of neighborhood community, and assigned smaller geographic areas to
their neighborhoods as compared to residents not living adjacent to the freeway and as compared to similar assessments
ascertained from the pretest.
This research also presents the validation of a new pictorial measure for assessing psychological sense of community in a neighborhood setting—the Inclusion of the Self in
the Neighborhood (ISN)—and describes a novel methodology for spatially analyzing phenomenological neighborhoods using geographic information system (GIS) software.
It is suggested that the Resident-defined Neighborhood Mapping methodology may prove useful in advancing the field
of neighborhood research by detecting neighborhood-level
change that traditional methods cannot, and the implications
of this increased measurement sensitivity are discussed.
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THIS JUST IN:
from the SCRA 12th Biennial Conference in Montclair, NJ
Bill Berkowitz’s Legacy Address
Visit the SCRA website and listen to audio of Bill Berkowitz’s legacy address at the 12th Biennial Conference in June. Bill Berkowitz was awarded the John Kalafat Practitioner Award in Applied Community
Psychology.
<http://www.scra27.org/biennialme/media/401wiefhlt>
Pictures from the 2009 SCRA Biennial Conference
While visiting the SCRA website, view pictures from the 2009 SCRA Biennial Conference in the gallery. You may also upload your own pictures
from the conference.
<http://www.scra27.org/gallery/2009bienni>
Minutes from the Closing Plenary Session of the 2009 SCRA Biennial
Conference
Also posted on the website are the minutes from the closing plenary session of the conference, including a discussion of the World Café and international agenda, as well as reflections on the conference from the local planning committee and reflections from the executive committee
that are focused on SCRA’s future.
<http://www.scra27.org/biennialme/closingple>

f
f
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Open Call for Papers—
Mentoring Ethnic Minority
Students and Junior Faculty
The American Journal of Community Psychology is doing a special section on “Effective
Strategies for Mentoring Ethnic Minority
Students and Junior Faculty.” This call for
papers will focus on:
1.
2.
3.

Effective mentoring strategies
Ways to find effective mentors that
meet ethnic minority student needs
How to mentor ethnic minority junior faculty members?

Interested parties should write a 300 word
abstract and submit to:
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Dr. Rhonda K. Lewis-Moss, 1845 N. Fairmount, Box 34, Department of Psychology, Wichita State University, Wichita,
KS 67260 no later than November 2, 2009.
Electronic submissions should be send to
Dr. Rhonda K. Lewis-Moss at <Rhonda.lewis@
wichita.edu>.
Once the abstracts are reviewed for issue appropriateness authors will be asked
to submit a complete paper by February 1,
2010. All manuscripts will be peer reviewed.
Submission requirements should follow the
American Journal of Community Psychology
guidelines.
Guest Editors: Rhonda K. Lewis-Moss, Wichita
State University and Pam Martin, North Carolina State University

Call for Proposals—
3rd International Conference
on Community Psychology:
Community Agendas for
Contemporary Social Problems
June 3-5, 2010, Puebla, Mexico
www.3iccp2010.org
•
•

Closing date for first call for sub
missions is July 31, 2009.
Closing date for second call for
submission is December 11, 2009.

Contact Person:
Eduardo Almeida, PhD—Chair 3iccp2010
Universidad Iberoamericana Puebla
Blvd. del Niño Poblano No. 2901
Unidad Territorial Atlixcáyotl
72430 Puebla, Pue. MEXICO.

New: International Counseling and Community
Psychology (ICCP) Graduate Program at The
American University in Cairo
Now Accepting applications for Fall 2009. Priority Deadline for Applications June 1, 2009
<http://www.aucegypt.edu/ACADEMICS/DEPT/
SAPE/Pages/proposedInternationalCounseling
andCommunityPsychology(ICCP)Graduate
Program.aspx>

Image is cover art from the “Call for Proposals” flyer for the 3rd International Conference
on Community Psychology: Community Agendas for Contemporary Social Problems

Email: exec.committee@3iccp2010.org
Phone: +52 222 2290700
ext. 17399 or 12314
Fax: +52 222 2290783

International Counseling
& Community Psychology
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SOCIETY FOR COMMUNITY RESEARCH & ACTION
An invitation to membership . . .
The Division of Community Psychology (27)
of the American Psychological Association:
The Society for Community Research and
Action (SCRA), Division 27 of the American Psychological
Association, is an international organization devoted to
advancing theory, research, and social action. Its members
are committed to promoting health and empowerment
and to preventing problems in communities, groups, and
individuals.
Four broad principles guide SCRA:
1. Community research and action requires
explicit attention to and respect for diversity
among peoples and settings.
2. Human competencies and problems are 			
best understood by viewing people within 			
their social, cultural, economic, geographic, 		
and historical contexts.
3. Community research and action is an active
collaboration among researchers, 				
practitioners, and community members that 		
uses multiple methodologies.
4. Change strategies are needed at multiple
levels in order to foster settings that promote
competence and well-being.
The SCRA serves many different disciplines that focus
on community research and action. Our members have
found that, regardless of the professional work they do, the
knowledge and professional relationships they gain in SCRA
are invaluable and invigorating. Membership provides new
ideas and strategies for research and action that benefit
people and improve institutions and communities.

Interests of SCRA Members Include:
•
•
•
•
•
•
•
•
•

SCRA Goals:
•
•
•
•
•

•
•
•

•
•
•
•
•
•
•
•

•
•
•
•
•
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To promote the use of social and behavioral science
to enhance the well-being of people and their communities and to prevent harmful outcomes
To promote theory development and research
that increase our understanding of human behavior
in context
To encourage the exchange of knowledge and skills
in community research and action among those in
academic and applied settings
To engage in action, research, and practice 		
committed to liberating oppressed peoples and 		
respecting of all cultures
To promote the development of careers in
community research and action in both academic
and applied settings

SCRA Membership Benefits & Opportunities:

Who Should Join:
Applied & Action Researchers
Social & Community Activists
Program Developers & Evaluators
Psychologists
Public Health Professionals
Public Policy Makers
Consultants
Students from a variety of disciplines

Community Mental Health
Consultation & Evaluation
Culture, Race & Gender
Empowerment & Community Development
Human Diversity
Prevention & Health Promotion
Public Policy
Self-Help & Mutual Support
Training & Competency Building

A subscription to the American Journal of
Community Psychology (a $105 value)
A subscription to The Community Psychologist, 		
our outstanding newsletter
25% discount on books from Kluwer Academic/
Plenum Publishers
Special subscription rates for the Journal of
Educational and Psychological Consultation
Involvement in formal and informal meetings at
regional and national conferences
Participation in Interest Groups, Task Forces,
and Committees
The SCRA electronic mailing list for more active 		
and continuous interaction about resources and 		
issues in community research and action
Numerous activities to support members in their
work, including student mentoring initiatives and
advice for new authors writing on race or culture

SOCIETY FOR COMMUNITY RESEARCH & ACTION
Membership Application
Name:		

q

Stress & Coping Interest Group

Title/Institution:

q

Students of Color Interest Group

Mailing Address:

q

Undergraduate Awareness

q

Women’s Issues Committee

The following questions are optional, but they do help
us to better serve our members:

Day phone:
Evening phone:

What is your gender?

Fax:

Your race/ethnicity?

Email:

Do you identify as a sexual minority?

May we include your name in the SCRA
membership directory?
q Yes q No

Do you identify as disabled?
How did you hear about SCRA membership?

Are you a member of APA?
q No q Yes

APA membership #

If yes, please indicate your membership status:
q Fellow

q Associate

q Member

q Student Affiliate

Please indicate any interest groups or
committees you would like to join:
q

Aging Interest Group

q

Children & Youth Interest Group

q

Community Action Interest Group

q

Community Health Interest Group

q

Cultural & Racial Affairs Committee

q

Disabilities Interest Group

q

Interdisciplinary Linkages Committee

q

International Community Psychology
Committee

q

Membership Dues:
q SCRA Member

$60.

q Student Member

$30.

q International Member

$50.

q Senior Member

$15.

You must be 65 or older, retired, and a member of 		
SCRA Division 27 for 25 years to qualify for this rate.

Payment:
q Check enclosed (payable to SCRA)
q Charge to credit card:
Expiration date:
Authorized signature:
Signature
of applicant:

Concerns Interest Group

Date:

Organization Studies Interest Group

q

Prevention & Promotion Interest Group

q

Public Policy Committee

q

Rural Interest Group

q

School Intervention Interest Group

q

Self-Help/Mutual Support Interest Group

q MasterCard

Account #:

Lesbian, Gay, Bisexual & Transgender

q

q Visa

Please mail this form along with payment for your
membership dues to:
SCRA
16 Sconticut Neck Rd. #290
Fairhaven, MA 02719
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ABOUT THE Community Psychologist :
The Community Psychologist is published four times a year to provide information to members of the SOCIETY FOR COMMUNITY
RESEARCH AND ACTION. A fifth Membership Directory issue is published approximately every three years. Opinions expressed
in The Community Psychologist are those of individual authors and do not necessarily reflect official positions taken by SCRA.
Materials that appear in The Community Psychologist may be reproduced for educational and training purposes. Citation of
source is appreciated.
TO SUBMIT COPY TO THE Community Psychologist :
Articles, columns, features, Letters to the Editor, and announcements should be submitted, if possible, as Word™ attachments
in an email message to: <mariachu@hawaii.edu>. The editor encourages authors to include digital photos or graphics (at least
300 dpi) along with their submissions. Materials can also be submitted as a Word™ document on disk or as a hard copy by
conventional mail to Maria Chun, University of Hawaii Department of Surgery, 1356 Lusitana Street Floor 6, Honolulu, HI 968132421. You may reach the editor by phone at (808) 586-2925.
UPCOMING DEADLINES:
Fall 2009–August 31, 2009 | Winter 2010–November 30, 2009 | Spring 2010–February 28, 2010 | Summer 2010–May 31, 2010
SUBSCRIPTION INFORMATION:
The Community Psychologist and the American Journal of Community Psychology are mailed to all SCRA members. To join SCRA
and receive these publications, send membership dues to SCRA, 16 Sconticut Neck Rd., #290, Fairhaven, MA, 02719. Membership
dues are $30 for student members, $60 for United States members, $50 for international members, and $15 for senior members
(must be 65 or over, retired, and a member of SCRA/Division 27 for 25 years). The membership application is on the inside back
cover.
CHANGE OF ADDRESS:
Address changes may be made online through the SCRA website <www.scra27.org>. Address changes may also be sent to SCRA,
16 Sconticut Neck Rd., #290, Fairhaven, MA, 02719. Email: <office@scra27.org>. APA members should also send changes to the
APA Central Office, Data Processing Manager for revision of the APA mailing lists, 750 First St., NE, Washington, DC 20002-4422.
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