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ABSTRACT

This project attempted to assess the utility of
Hollywood films as a learning resource in the college
classroom. Specifically, the contribution of such films
to the student's understanding of American campaign pol-
itics was explored.

There is some foundation in learning theory for
supposing that films may be of some help in the learning
process. The work of Berlyne, Montgomery and others de-
monstrate that curiosity seems to be an innate motivat-
ing drive that offers great potential for effective
learning. Hollywood feature films are especially well-
sulted for arousing curiosity because their ability to
entertain and create empathy is well=documented. Bruner
and others propose that learning is better(that is re-
tention is better, understanding is more complete, and
analytical skills are more fully developed) when stu-
dents "discover" knowledge on their own.

The theoretical linkage proposed here is that a
stimulus(Hollywood films) will arouse curiosity which,
in turn, will initiate self-learning. In this project
the goal was to arouse the students' curiosity about the
phercmena of American campaign politics.

To test this hypothesis, the investigator resort-

ed to a quasi-experimantal design. This was necessary



because of the small n's in both the test group(film=ori=-
ented instruction) and control éroup(more traditional
instruction). A number of evaluation measures were used
to compare the impact of these two teaching approaches.
Valid statistical measures of comparison could not be
used because of the small populations involved. However,
comparisons provided by other instruments suggest sev-
eral propositions.

First, students in the film-oriented group showed
little or no difference in attitudes toward political
participation compared to the students exposed to the
traditional approach. This conforms with earlier re-
séarch by Somit and others that finds political scienée
courses to be generally unsuccessful in generating a
sense of political responsibility and participation.

Second, the film-oriented course seemed to em-
phasize different affective values than the traditional
course. Students in the test group commented favorably
on the complexity, interest, and self-directedness of the
film-oriented approach when comparing it with other
courses they had experienced. However, it should be
noted that for most of the 25 Likert-type values used in
this measure there was little or no difference between
the two approacheé.

Finally, when students were asked a series of



open-ended questions about "American Political Campaign-
ing and the Hollywood Film" they consistenﬁly responded
that the films greatly aroused their interest in the
subject and that the items depicted in these films great-
ly clarified their understanding of the assigned read-
ing materials. 1In addition, the levels of student per-
formance along several criteria were more than satisfact-
ory in the film-orliented course. Thus, while comparisons
with other teaching methods are unavailable, it seems
clear that students can learn in a college-level course
that utilizes Hollywood films.

Several factors prevented this experiment from
generating data that would conclusively prove the exist-
ence of the aforementioned linkage. The experiment does,
however, demonstrate that films can very probably help
students to learn about politics as long as certain pre-
conditions are satisfied.

Further research in two areas séems justified.
Studies with larger n's are likely to generate more re-
liable and meaningful comparative data. In addition,
longitudinal studies which retest subjects six months or
a year after the initial exposure might reveal some in-
teresting data. If the hypothesized linkage does exist

then retention will be greater within the film-~oriented

group.



INTRODUCTION



This project grew out of longstanding personal
interests in two areés—- politics and movies. The for-
mer was a profession; the latter was an avocation. Yet,
at least from a pedagogical v1ewpo1nt a wedding of the
two interests seemed unlikely. The teaching of politics
is serious business. Movies, on the other hand, are of-
ten viewed as merely diverting and trivial. To employ
films as part of a strategy to teach politics thus seem-
ed, at least on the surface, to offer the possibility
only of diverting students from serious scholarship and
substantive learning. Learning might indeed be fun, as
the adage says; but it did not necessarily follow that
out of fun would automatically come learning.

Two factors accounted for the reconsideration
éf film's potential as a teaching instrument as discussed
here. First, a number of recent influential works ar-
gued that films could be a legitimate source of politi-
cal informatiom.1 Even granting the claims of films' de-
tractors that movies are made purely for entertainment,
these scholars countered that films still contained many

valuable insights of real interest to a political sci-

1See Siegfried Kracauer, From Caligari to Hitler
(Princeton: Princeton University Press, 1966); Andrew
Bergman, We're in the Money: Depression Aner’ca and Its
Films (New York: Harper & Row, 1971); and Robert Sklar,
Movie-lMade America: A Social History of American Movies
(New York: Random House, 1975).




entist. In particular, films could be a barometer of
political culture and political socialization. Just as
literature and drama have often been used as sources re-
vealing the political temper of the times, films can
serve the same function. Thus, films, if utilized in
the proper spirit, could be viewed as far less inconse-
quential than at first thought.

The second factor causing a reassessment of the
potential of film for teaching really derived from two
sources. In the interim terms of January 1975 and Jan-
uary 1976, the instructor experimented with a course in
which Hollywood films played an important role. While
the subject matter was not political science(the course's
title was "The American West and the American Western"),
it did deal with a serious academic subject. It was not
a controlled experiment nor were any comparisons with
other teaching strategies attempted; but the experience
still seemed promising enough to suggest the value of
pursuing the possibilities of filme-oriented instruction
further. The hope offered by these courses was that the
interest and enthusiasm which the films seemed to inspire
might be transformed into a more generalized intellect-
ual interest in learning about the subject.

lMoreover, recent articles in the professional

literature reinforced this possibility. Several of these
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articles discussed the use of films in political science
courses, aiways concluding that films were a legitimate
teaching resource.2 However, these studies offered no
details about the process of film-oriented instruction.
In most instances, the articles merely mentioned that
films had been used and then proceeded to discuss some
of the problems and potentialities of film for the col-
lege classroon.

Perhaps, them, teaching politics and enjoying
films are not mutually exclusive activities. This pro-
ject extends this discussion about the utility of films
as an instrument of instruction in political science
into greater detail. The working hypothesis is this:
films can be an effective method of teaching and learn-
ing about politics. Note that the hypothesis makes no
claim that film is more effective than any other %ethod.
Indeed, research will be discussed that suggests that
such an assumption is really indefensible given the com-
plexities of the teaching-learning process. What is

proposed is that films, when used under proper condi-

2See, for example, Patrick O'Meara, "The Use of
Full=Length Commercial Films in Political Science Under-
graduate Education'", Teaching Political Science, 3(Jan-
uary 1976), pp. 215-21; Jose M. Sanchez, "Hollywood
Comes to Class? A Course on the American Political Film",
Teaching Political Science, 4(October 1976), pp. 93-99;
and Dean C. Myers, "Filmography", DEA News, no. 15(Fall
1977) ’ ppo 2"3.




tions, can be one of many possible teaching approaches
open to an instructor of political science. The pro-
ject, thus, also concerns itself with ascertaining what
those optimal conditions are.

Chapter One seeks to use learning theory to
justify the use of films as an instructional tool. Par-
ticular attention is paid to findings which indicate
that "curiosity" may be a motivating factor that is
highly conducive to learning. Learning seems to be bet-
ter(that is, retention is higher, assimilation is great=
er, and understanding is more thorough) when a student
is sufficiently aroused, or curious, to pursue knowledge
on his own. Hollywood films, it is argued, are excep~
tionally well-suited to arousing a student's interest.
However, Hollywood films are created with the purpose
of arousing viewers in areas usually irrelevant to learn-
ing about politics. Arousal for its own sake would be
of little educational value. Still if(and it is a big
"if") Hollywood films can be presented or manipulated
so as to relate to the subject at hand, then the linkage
between the films and learning could prove highly pro-
ductive. Chapter One thus seeks to demonstrate the the-
oretical possibility of such a linkage.

A second problem in using Hollywood films in the

classroom is the issue of their validity as sources of
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~reliable information. As noted previously, a number of
scholars point to the value of films in understanding
the political culture or political mind of a society.
But this project seeks to go further. 1In Chapter Two

an effort is made to show that Hollywood films reveal a
great deal of information about politics-—- in this in-
stance, about political campaigns and elections. Cer-
tainly, there is much in the films examined here that

is trivial, sensationalized, or even grossly inaccurate.
Yet, the films can be used to demonstrate nearly every
commonly-held assumption about campaign politics found
in the discipline. 1If one is willing to engage these
films with a critical-and analytical eye, one can dis-
cover many useful illustrations and insights. In addi-
tion, even the inaccuracies of Hollywood films can be
turned to advantage if student curiosity is sufficiently
aroused by the movies to investigate further.

The real difficulty rests with selecting the
films wisely and then helping students develop the skills
and sensitivity that they need to extract the wealth of
information that is available in these movies. This is
the problem faced in Chapter Three. During the 1977 in-
terim term a course, "American Political Campaigning and
the Movies", was taught at Iowa Wesleyan College. Chap-

ter Three documents how that course was developed, de-

)



signed, and implemented. Some of the pitfalls, antici-
pated and unanticipated, are discussed. The thrust of
this element of the project is to try to establish in
practice the rather nebulous theoretical linkage bet-
ween the curiosity aroused by the films and substantive
learning in political science.

| An attempt to assess the impact of "American
Political Campaigning and the Movies" is discussed in
Chapter Four. Serious difficulties developed in using
empirical methods of analysis for this project. An ex-
tr?melydsmall number of subjects made conclusions about
comparisons with other, more traditional, teaching
methods highly suspect. HNevertheless, several measure-
ment instruments were applied to the test group and to
a somewhat dissimilar control group. A tentative assess-
ment of the experimental course,-however; suggests that,
in terms of performance measured along a number of cri-
teria, the films probably contributed to the students
learning a great deal about campaign politics. Also,
students seemed to rate the film-oriented approach at
least as highly as more traditional methods along a
number of affective values. DNone of this data is defi-
nitive, nor does it in any way imply that film is a
superior method of instruction. It merely suggests

that Hollywood films can help a student to learn about

politics. 10



The concluding chapter seeks to summarize the
theoretical research and the practical experience. If
film is not the most effective teaching method, then
under what circumstances is it most likely to succeed?
Any decision about whether to use film-oriented instruc-
tion is complicated by a number of factors. Several of
these are discussed in detail. To conclude, it appears
that films can teach us a great deal about politics.
There seems little reason to believe that a teacher,
aware of the necessary preconditicns and attuned to the
peculiarities of the medium, could not expect reasonable

success using Hollywood movies in the classroom.
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CHAPTER ONE:
A RATIONALE FOR USING
HOLLYWOOD FILMS

TO TEACH AMERICAN POLITICS



INTRODUCTION

Films can be used successfully to help college
students learn about politics. This hypothesis will be
defended at numerous points in this paper. The nore
specific concern of this chapter is to indicate in some
way why one would even suspect that films might be an
effective instructional tool. It seeks to trace the
development of this rationale by careful discussion of
three areas of concern.

First, the chapter reveals that there is some
concern about the effectiveness of various current and
established teaching methods. A survey of the existing
research literatﬁ;; casts éonsiderable doubt that any
teaching approach is likely to be 100% "effective", no
matter how that term is defined. So new hypotheses re-
garding effective teaching methods still seem worthy of
investigation. Second, an investigation of the litera-
ture on learning(as opposed to teaching) suggests that
motivation is an extremely important factor affecting a
student's propensity to learn. In particular, recent
research indicates that curiosity may be especially use-
ful in stimulating a student to learn. Third, the pe-
culiar characteristics of the Hollywood film are discus-
sed. One of its purported advantages is that it might

arouse a high level of curiosity. It is this curiosity-

13



arousing property which commends the current hypothesis

and project.

TRADITIONAL CLASSROOM METHODS
Much of the impetus behind the search for better
ways of teaching arises out of a disenchantment with
“traditional college classroom teaching methods. There
are numerous ways in which "traditional" may be inter-
preted. Even scholars and educators who have discussed
innovative vs. traditional teaching seem a bit vague
about what they mean exactly by those terms.1 Yet
theré is some consensus, at least throughout the empir-
ical studies, that what most educators mean by "tradi-
tional" is that the lecture is the focal point of the
classroom experience. In some of the studies the tra-
ditional method was defined as one in which the teacher
did nothing but lecture. 1In other studies, the terms
lecture-~-demonstration or lecture-followed-by-question-
and=answer are deemed synonymous with "traditional'.

The lecture is still by far the prevalent method

1See, for example, Commission on Non=Traditional
Study, Diversity by Design (San Francisco: Jossey-Bass,
1974); Milton Ohmer, Alternatives to the Traditional:
How Professors Teach and How Students Learn (San Fran-
cisco: Jossey-Bass, 1972); Carl Rogers, Freedom to Learn
(Columbus: C. E. Merrill, 1969); and Samuel B. Gould and
K. Patricia Cross, Explorations in Non-Traditional Study
(San Francisco: Jossey=-Bass, 1972).

14



of college instruction. As it commands such a consider-
abie following, it is not surprising that a rationale
exists to defend its widespread usage. While the fgi-
lowing is not a comprehensive list of all the supposed
advantages of the lecture, the justifications included
below are generally agreed upon by both the defenders

2

and detractors of the method.

1. It is the status quo.-- Most students are

very simply accustomed to having their classes conducted
in this way. In a sense, thev have been socialized to
the lecture format from high school and other college
courses. Anxiety thus may be induced when other ap-
proaches are used for inétruction. Students may often
find lectures boring, but at least they are predictable.
The student knows what is expected of hime- very little.
Methods which might alter that environment could be per-

ceived as threatening.

2. It is efficient.-- No scholar seriously ques-

tions that the lecture is very efficient at delivering
large amounts of material in a digestible form to the
students. No time or effort is wastedas can be the case
when, for example, the class pursues a topic or question

of marginal importance in a discussion. Because the

2Kenneth R. Walker, "History and Political Sci-
ence Instruction", Improving College and University
Teaching, 11(Autumn 1963), p. 243.
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instructor controls the information flow, no irrelevant
information is dispensed. It should be noted, however,
that efficilency and effectiveness may not ke synonymous.
It is one thing to deliver information. It is quilte
another to assure that it is learned.

3. It can simplify complex material.-- The lec=

turer can bring to his subject interpretations and in-
sights that can aid the student in understanding facts
or concepts that might be extremely difficult to grasp
without the intercession of the teacher. The organized
quality of a good lecture is an asset in that it pro-

vides a structure needed by many students.

4, It can introduce new material.-- The lecture

can tap a major resource, the instructor's own vast
knowledge and experience, by allowing him to present
facts, ideas, research, and insights that the student
could not normally be expected to have access to by his
own efforts. Reading assignments can never cover every=-
thing that the instructor bhelieves important.

5. It can inspire.-- Some instructors have a

talent for dramatizing their material in such a way as
to bring a highly personalized excitement to the course.
Students can often be challenged or inspired to learn
merely by the example of their teacher.

Yet even if one acknowledges the validity of the

16



claims on behalf of lecturing, the method continues to
attract critics. Criticisms against the method focus

on what it fails to accomplish, rather than directly
challenging its attributes. Specifically, the lecture-
method is criticized for being more concerned with effi-
ciency rather than effectiveness. The lecture certainly
‘tovers" more material than most other methods. However,
what is usually meant by this is that the instructor

can more efficiently deliver Qhat he deems to be impor-
tant. But what is efficient in the eyes of the teacher
(as he satisfies his personal or professional needs)

may not be effective in the eyes of the student. Teach-
ing the material efficiently may provide nc guarantee
that the student is learning. From this perspective

of student-oriented learning there appears to be sever-
al drawbacks to the lecture-method.

1. It doesn't induce self-learning.-- Many edu-

cators and psychologists argue that a student learns
best that which he discovers by his own efforts.3

That is, students actively involved in their own learn=-
ing are likely to learn better than passive students.

The principal efforts in a lecture(from the students’

3While the literature is rife with advocates of
the "discovery" approach to learning one of the most
authoritative and thorough accounts can be found in Jer-
ome S. Bruner, Toward a Theory of Instruction (New York:
Norton, 1966).

17



perspective) are paying attention and taking notes—-

both clearly passive, rather than active, activities.

2. 1t doesn't induce thinking.-- The lecture
probably does well at adding to a student's cognitive
understanding. But indications are that it is probably
not equally effective at stimulating independent think-
ing and problem—solving.4 Time alloted to paying atten-
tion or taking notes is time that is unlikely to be

spent in thought.

3. It wastes time.-- If a lecture is efficient

at presenting a clear,'¢9pq§5§_ analysis of a given top-
ic then its efficiency and effectiveness might be im-
proved if the lecture were in written form for the stu-
dent to peruse at his own pace. There would be less
likelihood that facts and ideas would be missed or mis-
interpreted as they might be in an oral presentation.
Class time might be used for other activities.

4. It is hierarchical.-- The lecture usually es-

tablishes a social distance or deference between the
teacher(viewed as a superior) and the student(viewed as
a subordinate). Some humanistic educators argue that

learning is encouraged in an atmosphere of mutuality,

4

"Be S. Bloom, "Though-Processes in Lectures and
Discussions", Journal of General Education, 7(April 1953)
pp. 160-69.

18



. 5 .
self-esteem, and caring. Any arrangement which de-
tracts from this environment by emphasizing the teach-
er's authority is viewed as not conducive to learning.

5. It is not effective.-~ This is the most ser-

ious criticism. One study of college students indicated
that assimilation of knowledge,as opposed to its ac-
quisition, among students taught by the lecture method
is not impressive. Some 50% of the material acquired
in acourse is forgotten after one vear. After two years
the loss approaches 75%.6

These disenchantments with the lecture take on
special significance for the teacher of political sci-
ence because 1t appears to be, by far and away, the
most popular method of instruction in the discipline.
One rather limited survey of college teaching methods
indicated that in all college courses, including those
in the social sciences, only 30% of the time was spent
in lecturing. However, some form of lecturing accounted
for nearly 60% of the class time in social science

7
courses.

5Rogers, Preedom to Learn, passim.

°Robert A. Davis, "How Do College Students
Learn", Educational Record, 42(April 1961), p. 108.

7Survey by J. G. Unstaatd cited in Walker, '"His-
tory and Political Science Instruction", p. 243.

19



Yet despite these doubts about lecturing as a
method(and even its devotees admit some such doubts),
it still remains the most widespread instructional tech-
nique. This raises an important observation. It may
well be that, as earlier noted, student retention of
knowledge in courses taught by the lecture is much lowe
er than the teacher might desire. However, it may well
be that no method can really guarantee complete assimi-
lation and mastery of material. If that is the case
then the question is not whether the lecture-method is
effective. The answer to that appears to be "not as
much as one would like". Rather, the question is really
whether or not the lecture-method is more effective
than other methods of instruction. The next section

investigates this question more fully.

LECTURE METHOD VS. OTHER METHODS

Empirical studies comparing the effectiveness
of the lecture-method with the effectiveness of other
teaching strategies reveal data that does not resolve
the previous question very satisfactorily. The litera-
ture on this question. is extremely voluminous. New
studies appear almost daily in each issue of the major
educational journals. It is clearly beyond the scope

of this project to review all of this research. How~

20



ever, even by limiting this review to studies which exa-
mine college~level teaching in the social science disci-
plines it 1s pcssible to discern a pattern of results.
The pattern is simple. Results of these studies conti-
nually lead to findings which indicate little or no sig-
nificant differences in effectiveness between the lec-
ture-method and other teaching methods.

A study at the University of Iowa involved us-
ing three methods to teach the Introduction to Political
Science course.8 One section was given a special self-
study program which supplemented the course text. The
second section received lectures and were assigned text
readings. The third section merely read the text. On
the subsequent objective test, the group receiving the
lectures performed at a level significantly lower than
either the self-study group or the text-only group.
Moreover, "the inefficiency of the lecture method was
most evident for those upperclassmen with low ability."9

Other studies, however, seem far less conclusive
about the relative effectiveness of teaching methods.

Hovey et.al. sought to compare the large group lecture-

8John We. Lewis, "A Study of the Effectiveness
of Three Methods of Teaching One Segment of Elementary
Political Scienhce", Journal of Experimental Education,
56(Fall 1964), pp. 73-79.

9

Ibid.’ p. 77-
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method with self-directed study in small discussion
groups.io They measured each group's achievement along
three criteria: mastery of the course material(Educa-
tional Psvchology), retention of course material, and

a measure of curiosity. Thelir findings indicated a
small, but not-significant, difference in the mastery
of course material in favor of the small group approach.
After ten months, the retention of course material and
curiosity were again slightly higher for the small gfoUp
method, but as before, the difference was not signifi-
cant.

Patton taugﬁt an experimental group in his Gen=-
eral Psychology course by means of various student-cen-
tered methods, e.g. small groups and independent study.11
His control group was exposed to traditional lecture
methods. The experimental group showed more interest
in psychology, seemed more satisfied with the course,
and was better able to apply psychological knowledge to

new problems. Yet, when measured by performance on final

10Donald E. Hovey, Howard E. Gruber, and Glenn
Terrell, "Effects of Self-Directed Study on Course
Achlevement, Retention, and Curiosity", Journal of Edu-
cational Research, S56(March 1963), pp. 346-51,

11Joseph A. Patton, "A Study of the Effects of
Student Acceptance of Responsibility and Motivation on
Course Behavior" cited in Dissertation Abstracts, 15,
no. 4, ppe. 637-38.

22



objective-type tests, the differences based on that cri-
terion were not significant, nor were there any signi-
ficant differences in the students' self-perceptions of
how rwuch thev had learned. !
Another study, involving Introductory Socioclogy
courses, sought to measure the effects of the tradition-
al lecture-method and a non-traditional approach upon
the acquisition of information, critical thinking, and

12 Cook's

attitudes toward sociology as a discipline.
conclusions showed higher scores for the non-traditional
group on his attitude scale(higher scores meant higher
interest) and on his measurement for critical thinking.
Unfortunately, he did not test these differences for
significance, though they seem sufficiently large to
at least suggest meaningfulness. However; the differ-
ences in the third category, acquired knowledge, were
identical for each group.

Firnally, Short's dissertation compared the ef-
fects of traditional vs. non-traditional methods(espec-

13

ially simulations) in the teaching of American Politics.

While his findings suggested that certain attitudes and

12Cited in Davis, "How Do Students Learn'", p.107.

13J0hn Ne. Short, '"Planning, Implementation and
Evaluation of a Non-traditional Survey Course in Ameri-
can Politics: A College Curriculum Study", Unpublished
D.A. dissertaticn, Lehigh University, 1976.
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behaviors were more favorably inclined among the non-
traditional group of students, the end result was that
he could discover no significant differences in learning.
These examples of research are not exceptional.
Similar results are found in research about nearly every
discipline. The majority of studies which compare tradi-
tional teaching methods with other methods reveal that,
at the very most, the :innovative approaches correlate
only slightly with improved student perfofmance. It ap=-
pears at this point that the lecture is neither signifi-

cantly better nor worse than alternative methods.

LECTURE METHOD VS, INSTRUCTIONAL FILMS

None of the aforementioned studies, however,
specifically examines the usefulness of educational or
instructional films in college teaching. There may be
reasons to believe that film can succeed where other in-
novations have had only limited success-- that is, in
improving upon the record of effectiveness established
by the lecture method. The potential of the film has
been trumpeted for many years.14 Even in the era of sil=-
ent movies, there were educators claiming that instruc-

tional films could revolutionize teaching. Fascination

a

1'See, for example, Mark A. May and Arthur A.
Lumsdaine, Learning From Films (New Haven: Yale Univer-
sity Press, 1958).

2
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with the communications media as learning devices ex-
panded as the communications industry itself grew with
newer and ever more sophisticated technology. Educators
at all levels flocked to equip their schools! "learning
centers'" with the latest in electronics wizardry. First,
instructional films, then, beginning in the 1950's,
television(both network énd closed=-circuit), and, final-
ly, video-tape recording (VIR) had their promoters.
Several journals emerged that were exclusively devoted
to information and research about these new media.15

Recent public acclaim for such televised presentations

as Sesame Street, Electric Company, and the venerable

Captain Kangaroo has pressed claims of significant learn-

_ing among children resulting from exposure to these

programs.16

All of these factors gave educators reason for

hoping that these media could improve teaching. Most

1SE:.g. Media & Methods, AV Communication Review,
Educational Screen, Audiovisual Instruction, and Film
and Historv.

16Among the more significant studies that have
been reported are Aimee D. Leifer, Neal J. Gordon, and
Sherryl B. Graves, "Children's Television: More Than En-
tertainment", Harvard Education Review, 44(May 1974),
pp. 213-45; F. Leon Paulson, "Teaching Cooperation on
Television: An Evaluation of Sesame Street's Social Goals
Programs™, AV Communication Review, 22(Fall 1974), pp.
229-46; and S. Ball and G. A, Bogatz, "Summative Research
of Sesame Street", in Minnesota Symposia on Child Psy-
chology, Vol. 6, ed. A.D. Pick (Minneapolis: University
of Minnesota Press, 1972).
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of these hopes were triggered by the McLuhanesque as-
sumption that the potential of film rested not with its
ability to offer content or substance more efficiently
than traditional methods, but rather that the "packag-
ing" qualities of film could present the educational
message in such a way as to hold the students' attention.
Summarizing much of the research in communication the-
ory, Robert Travers observed that
Factors relating to stimulus intensity may be the
reason for the high attention-attracting quality of
such displays... One of these /factors/ is the
possibility that the child has been conditioned to
attend to audiovisual displays since they are as-
sociated with entertainment both at the movies and
on the home television. Whatever conditioning that
takes place to attend to such displays may well
carry over to formal learn%gg situations in which
similar displays are used.

However, when these optimistic forecasts are
tested 1n real learning situations, the results, as was
the case with other innovative methods, are rather un-
convincing. The most definitive studies dealing with a
college-age population have been carried out under the
auspices of the Office of Naval Research. In order to

improve its own training films and justify their use,

the agency sponscored a series of experiments, most of

17Robert W. Travers, ed., Research and Theory Re=-
lated to Audiovisual Information Transmission, Interim
Report, U.S. Department of Health, Education and Welfare,
Office of Education, Contract 3-20-003 (Salt Lake City:
University of Utah, Bureau of Education Research, 1 July

1964), p. 1.26.
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which were conducted by Pennsylvania State University,
involving high schoel seniors, college students, and
college-age military recruits. While over one hundred
reports on different experiments have been issued, the
following studies seem to summarize the findings most
relevant to this inquiry.

Two studies seemed to confirm that college-age
students can learn from films. Ash and Cameron divided
their college student sample into four groups: Group A
saw two films and were immediately tested; Group B saw
the films, took notes, and were tested; Group C saw the
films, took notes, were allowed a ten-minute review, and
were tested; Group D was given the test without seeing
either of the films. Groups A, B, and C all scored ap-
proximately 60% on the criterion test(A being slightly
higher) while Group D scored only 30%. Thus, students
could learn from films.18 However, no comparisons were
made with other teaching methods. VanderMeer also con-

firmed that students can learn from films.19 Comparing

18Philip Ash and B. J. Carlton, The Value of
Note-Taking during Film Learning, Instructional Film Re-
search Reports, SDC-269-7-21 (Port Washington, NY: U.S.
Naval Special Devices Center, 1951).

19A. W. VanderMeer, Relative Effectiveness of
Instruction by Films Exclusively, Films Plus Study aﬂides,
and Standard Lecture Methods, Instructional Film Research
Reports, SDC-269-7-13 (Port Washington, NY: U.S. Naval
Training Device Center, 1950).
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teaching by films alone, films with study guides, and
traditional lecture methods, however; he was unable to
discern any significant differences in effectiveness
between the three methods.

Kishler indicated that instructional films could
successfully teach abstract-matters such as values, atti-
tudes, and concepts in addition to the usual factual or
"how=~to" material.20 This study was important because it
verified and extended many of the findings of the clas-
sic Payne Fund studies.21 These letter studies, conduc-
ted in the early 1930's by a team of sociologists, psy-
chologists, and cultural anthropologists maintained that
£ilms could alter the attitudes; beliefs; and values of
grade~-school children toward the directions set forth
by the films. Kishler now demonstrated that these ef-
fects attributed to theatrical films(Payne studies)
could also be generated by instructional films.

A study by McTavish suggested that learning

could be increased by repeated viewings of the film. A

2OJ. P. Kishler, The Effects of Prestige and
Identification Factors on Attitude RestrUCtlng and Learn-
ing from Sound Films, Instructional Film Research Re-
ports, SDC-269-7-10 (Port Washington, NY: U.S. Naval
Training Device Center, 1950).

21The findings of the Payne Fund studies were
summarized in a final volume. See Ruth C. Peterson and
Linda L. Thurstone, Motion Pictures and the Social Atti-
tudes of Children (New York: iacmillan, 1933).
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second showing of the same film revealed markedly higher
tesf scores among most students. Additional screenings
increased test performance but at a much lower rate.
Students with lower intelligence seemed to especially
venefit from the repetition, but all students improved
their test performance to some deg_r:ee.22 Continuing in
the same vein, VanderMeer stated that students actually
learned how to learn from films. Students who had seen
one instructional film were able to learn from a second,
different, film more effectively than students who had
not previously viewed an instructional film. The pattern
persisted with additional films. Students with the

most experience in learning from films scored best in
criterion tests. Students with less experience perform-
ed less well-~ those with no film experience performing

23 Again, however, none of these findings

the least well.
are unexpected since repetition usually increases learn-
ing in any method, at least up to a point.

Disagreeing with the long-held argument that

students are not always the best judges of how well they

22C. L. McTavish, Effect of Repetitive Film Show-
ings on Learnin Instruct’onal Film Research Reports,
SDC-269-7-12 (Port Wasnington, NY: U.S. Naval Training
Device Center, 1949).

23A. W. Vandertleer, Effect of Film-Viewing Prac-
tice on Learning from Instructional "Films, Instructional
Film Research Reports, SDC-269=7-20 (Port Washington, NY:
Ue.S. Naval Training Device Center, 1951).
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are performing, Twyford presented some evidence that
with some instructional films students can judge whether
they are learning.24 While watching an instructional

film about measuring instrurents, students could de-
press a key on a film-analyzer that indicated "I am
learning from the film" during any portion of the movie.
Tests administered after the film revealed a very high
cerrelation between the student's self-perception of his
learning and his test scores for that particular section.
However, responses to another key on the machine ("I 1like/
dislike the film") showed no correlation with test per-
formance. Enjoyment of a film was not a predictor of
successful learning.

In one of the few major studies conducted apart
from the OMNR, Hovland et.al. demonstrated that student
participation in any number of formats improved learning
from films.25 Again, though, the authors failed to exa-
mine whether learning from the films was any greater or
less than learning elicited by more traditional means.

In summarizing the existing research the key

question-- whether film can teach more effectively than

24 - . s .
Loran Twyford, Film Profiles, Instructional

Film Research Reports, SDC-269-7-23 (Port Washington, NY:
U.S. Naval Special Devices Center, 1951).

25Carl I. Hovland, Arthur A. Lumsdaine, and F. D.
Sheffield, Experiments in Mass Communication (Princeton:
Princeton University Press, 1949).
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the lecture-=- remains largely unanswered. While the
literatufe suggests that students can learn from in-
structional films it remains unproved that any signifi-
cant differences exist to favor the film over more tra-

ditional approaches.

SUMMARY AND COMMENTARY ON TEACHING RESEARCH

Thus far, the research studies cited have not
really discovered any appreciable differences in learn-
ing when different teaching methods are employed. Cer-
tainly no one method stands out as consistently and sig-
nificantly superior to other techniques. While some
experiments suggested marginal advantages for one method
over another, it is difficult to discern any consistent
pattern of results favoring a particular method.

Perhaps a broader scope of inquiry could reveal
such a pattern. After all, the amount of educational re-
search in the field of college-level social science in-
struction is small in comparison to the large amount of
research conducted in all fields of college teaching(par-
ticularly in the natural science). However, there are
several works which seek to assemble all the existing
research on college teaching and either by summarization
or by aggregate analysié come to a conclusion about the

relative effects of different teaching methods.

31



Antoinette Rvan summarized her reviiew of that
research literature by reaching six hypotheses which she
believed reflected a consensus in the research: 1) there

is no conclusive proof as to whether the lecture or the

discussion method was more effective; 2) the lecture does
appear to be superior for transmitting information to
students; 3) many variables, e.g. emotion and order of
presentation, affect the lecture method; 4) group pro-
cesses, e.ge. discussions, seem to ke effective in devel-
oping critical thinking and abstract values; 5) many
variables affect the achievement of favorable results
from group learning; and &) student preference of teach-
ing method has no correlation with student achievement.26

But while Ryan qualified her conclusion that
there was no significant difference between methods with
a series of "maybes"; two other studies argqued the point
even more stronglye. A research report from the U.S. Of=
fice of Education stated the following conclusion about
college teachinge.

The consensus of studies made since 1920 is that no
one mechanical device, in and of itself, is better
than another. Teaching by the lecture, recitation,
discussion, tutorial, group-study, reading-quiz, or
correspondence or several different laboratory me-
thods(the regular, the drawing, or the psaychological

26T. Antoinette Ryan, "Research: Guide for Teach-
ing Improvement'", Improving Colleae and University Teach-
ing, 17(Autumn 1969), p. 272.
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type) has not lbeen demonstrated t§7be instrinsically
better than some other technique.

Dubin and Taveggia attempted to use several ag-
gregate analysis techniques in cumulating the many re-
search results of experiments in comparative college
teaching methods. The most comprehensive work in the
field, the authors' statistical analysis arrives at the
conclusicen that "when /Iearning 7 is measured through
final exams: THERE ARE NO DIFFERENCES THAT AMCUNT TO ANY-
THING".28

Thus after more than fifty vears of research into
the question of what is the best teaching method one is
left with the unsettling conclusion that what a teacher
does in the classroom and how he does it makes no dif-
ference whatsoever. The teaching technique of the inst-
ructor seems to have no significant correlation to the
amount of learning a student acquires. The expected
linkage between teaching and learning is non-existent,

or at least is inconsequential. This situation is what

2/Winslow R. Hatch and Ann Bennet, Effectiveness
in Teaching, New Dimensions in Higher Education, no. 2
Tﬁashington: U.S. Department of Health, Education and
Welfare, 1960), p. 10.

[o]

2°Robert Dubin and Thomas C. Taveggia, The Teach-
ing-Learning Paradox: A Comparative Analysis of College
Teaching Methods (Eugene, OR: Center for the Advanced
Study of Educational Administration, 1968), p. 8.
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Dulkin and Taveggia describe as '"the teaching-learning
paradox.29

Yet college teachers should not become overly
distressed at these findings. The factors that are in-
volved in trying to measure the impact of various teach-
ing methods are so numerous one wonders whether it is
reasonable to suppose that any research design could be
constructed that actually measured the effects of in=-
structional techniques. Effective use of statistical
measures of significance gives some assurance that in-
valid hypotheses in this area will not be accepted, but
there are fewer constraints that guard against a valid
hypothesis being rejected. The lack of significant con-
élusions in educational research is not surprising, but
one should be reluctant to jump forward and accept the
Dubin-Taveggia assertion that teaching and learning are
not related. Several reasons can be advanced to explain
this reluctance

l. Too many variables-- The teaching-learning

process is complex. There are so many variables, e.g.

class size, student ability, motivation, physical envi-
ronment, and type of subject matter to name just a few,
that the situation of "all things being equal" is unap-

proachable. Campbell and Stanley have catalogued twelve

29, . .
Ibid., passin.
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different categories of variables that can affect the

validity of any research design in this area.so Control-

led experiments, given these conditions, are probably an
impossibility. To cite one of a myriad of possibilities,
two groups of students could be selected so as to be as
nearly identical as possible. Yet if the classes are
offered at different times or on different days it could
be that any differences(or lack of differences) in learn-
ing could be as easily attributable to the factor of time
as to the different teaching methods emploved. The num-
ver of possible intervening variables in the teaching-
learning process approaches infinity. Thus onre can't
expect consistency in experimental results; the variables
are not constant. Bivariate analysis techniques are

simply inadequate to explain a multivariate process.

2. No criteria for teaching methods.-- Even 1if
one could control for all of the variables mentioned
above, comparative experiments would still fail to offer
convincing results. A '"pure'" teaching method simply does

not exist. There are no commonly-accepted operational

30Donald T. Campbell and Julian C. Stanley, "Ex-
perimental and Quasi-Experimental Designs for Research
on Teaching", in Handbook of Reszarch on Teaching, ed.
Ne L. Gage (Chicago: Rand HMcMNally, 1963, pp. 175-76. See
also Laurence Siegel and Lila C. Siegel, "A Multivariate
Paradigm for Educational Research", Psvchological Bulle-
tin, 68(Novembzr 1967), pp. 306-26 for a discussion of
multivariate analysis techniques in research on teaching.
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definitions of a lecture, or a discussion, or an instruc-
tional film that have replicabllity. A good lecture may
teach better than a poor lecture. Moreover, there is

no standard of "good" and "poor" that can be applied in
every experiment. The human factor of every teacher
being unique cannot be ignored. Even if it were possible
to establish more stringent controls on teaching methods
other problems would develop. For example,

All comparisons of live vs. television and film
teaching run into problems. &xperimentally, the
cleanest comparison is one ketween the same teach-
ing format and the same content presented by a live
teacher and by television or film.... Conclusions
may clearly be drawn about the differential impact
of these two modes of teaching. Such comparisons,
however, restrict each medium to a limited range of
teaching technigques; the live teacher can't engage
in an animated, responsive discussion with the stu-
dents, and... film cannot resort to slow motion, in-
stant replay, or animation. The more nearly uniqgue
capabilities of each medium are nogibrought into
play in presenting the curriculum.

3. Evaluation problems.-- In nearly every ex-

periment the effectiveness of the teaching methods is
measured by student performance on some sort of final
examination. This examination is nearly always object-
ive-- quite often of the multiple-~choice variety. Usage
of this measurement ralises two serilous questionse.

Are results from objective tests the only valid

31Aimee Dorr Liefer, "Teaching with Television
and Film", Psychology of Teaching, in Natlional Society
for the Study of Education, Seventy-fifth Yearbook, pt.
1 (Chicago: University of Chicago Press, 1976), p. 306.
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measuremnent for evaluating student learning? Factual
knowledge is certainly important, but so is problem-
solving ability, creativity, and critical thought. A
bias favoring cognitive knowledge may be valid for some
comparisons of learning, but surely not for all.
Second, many of the experiments comparing meth-
ods contain a common intervening variable that places
the studies' results into question. Few instructors
rely solely on the lecture or the discussion or any other
method in these comparisons. In most such experiments,
each group of students is also using a common set of
materials or textbooks regardless of classroom method.
As E. R. Hilgard notes
Most studies have relied very heavily on a common
textbook in all the courses, and, in order to be
"fair" most of the examination questions are based
on that book....Hence, I believe wew are often mea-
suring what the student learned from his textbook.
-« .Maybe textbooks aren't so bad after all, but in
any case they may be so ggwerful as to override
differences in teaching.
This factor could conceivably explain the consistent lack
of significant differences in experimental results. Thus,
claims that one is measuring differences in teaching

methods by comparing objective test scores must be scru-

tinized rigorously.

32E. R. Hilgard as cited in Dubin and Taveggia,
Teaching=Learning Paradox, p. 47.




4, Differences in learning objectives.-- Much of

the inconclusiveness of experiments about teaching meth-
ods could be accounted for by ambiguity of objectives.
To illustrate the problem one can examine the question
of who was the better hitter, Ty Cobb or Babe Ruth. The
best answer would have to be "it depends'. If a team
were three runs behind in the last of the ninth with two
outs and two runners on base, one might argue that Babe
Ruth was the best choice in that situation because of
his greater home run potential. Yet if the game were
tied with no one out and no one on base, Ty Cobb might
be the best choice because of his superior ability to
reach base. Without additional information about the
specific game situation invo;ved, the question of who
was the better hitter becomes unanswerable,

It is no less presumptive to try to answer the
question of what is the most effective teaching method.
Given all of the variables involved in the teachinge
learning process it is quite futile to argue that one
method is most effective in all situations. A success-
ful approach in a small class of highly-motivated, in-
telligent political science majors may prove to be dis-
astrous in a large class of indifferent liberal arts ma-
jors with a broad range of intellectual ability. The

most that one can say is that some methods may ke more
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appropriate for accomplishiiig certailn objectives with a
particular class than are other methods.

B. S. Bloom's research findings are typical of

those that defend this proposition.

If the object of education is the development of
knowledge about a topic or field, the lecture is a

far more efficient method of Lommunlcatﬂng such know-
ledge and of securlng the attention of students to
these ideas than is the discussion. However, if the
objective is the developﬂent of akllities and skills
which are problem-solving in nature, the least effi- 3
cient discussion is superior to most of the lectures?

Bloom's work focuses on teacher-oriented otjectives; but
research by Barbara Doty examines the interaction of stu-
dent-oriented needs with varying teaching methods. For
example, she notes that with highly creative students or
those with high social needs performance was best in
small discussion groups. However, for those students
with only moderate intelligence and social needs and
. - . 34
#ith low creativity, the lecture seemed best suited.
In his review of fifty years of research into college
teaching, Wilfrid McKeachie puts the case stronglvy.
Wle have seen fairly convincing evidence that differ-
ing teaching methods do make a difference in learn-
ing if one analyzes the dl ferent goals of ~education.

Otner things being equal, small classes are probably
more effective than large, discussions than lectures,

33Bloom. "Thought Processes", p. 169.

"

34 ‘Barbara A. Doty, "Teaching Method Effective=-
ness in Relation to Certaln Student Characteristics",
Journal of Educational Research, 60(April 1967), pp. 363-
65.
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and student-centered discussions more effective than
instructor-centered discussions for goals of reten-
tion, application, problem=-solving, attitude change,
and motivation for further learning....Thus the
teacher must make value decisions about what he he wants
to aim £for as well asagtrateglc decisions about his
means to these goals. (Emona51s mine.)

The above four factors, taken together, argue‘
that the question of which teaching method is superior
is wrongly put. To maintain that one method is betﬁer
than another in all cases is to lead inevitably to the
teaching-learning paradox--~ that teaching method and stu-
dent learning are unrelated. Yet, this hypothesis flies
in the face of most teachers!' visceral reactions as well
as research that does note differences in learning de-
pending on different learning objectives and classroom
conditions. The resulting observation is that there can
be no one superior method. Efforts to discover one only
obscure the real issue. Instead, teaching and learning
should both be viewed as independent variables. Teach-
ing methods can make a difference but only after a care-
ful assessment of learning objectives; the teacher's
strengths and weaknesses, student characteristics, and

external variables to determine the most appropriate ap-

proach for that particular situation.

35Wilfrid J. licKeachie, "Research in Teaching:
The Gap between Theory and Practice', Improving College
Teaching, ed. Calvin B. T. Lee (Washington: American
Council on Education, 1967), p. 230,

0]
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It might even be more appropriate to investigate
how and why a student learns. Rather than imposing a
teaching method upon the students regardless of their
abilities to benefit from it, the instructor might find
more value in choosing an approach which is better suited
to the needs of his students. Perhaps, "the object of
research on effectiveness of teaching should be shifted
from the 'tactics' of teaching to the 'logistics' of
1earning".36 Efforts should be directed at discovering
what factors are conducive to learning in each particu-
lar classroom situation rather than at seeking to pro-
claim some universal teaching method, applicable in any
situation. How a teacher teaches ought to depend prin-

cipally upon how a student learns, not the reverse. The

next section attempts to make this distinction.

LEARNING AND MOTIVATION

Learning is an excellent complex process. Fac-
tors in the external envircnment and within the indivi-
dual can affect that process. There is no consensus on
exactly what this process is and how it functions. But
there is consensus on at least one principle: motivation
is highly correlated with all types of learning. A stu-

dent who is highly motivated to learn performs substan-

_ 36Hatch and Bennet, Effectiveness in Teaching,
p.10. a1




tially better than a poorly motivated student of similar
ability in factual retention, abstract thinking, prob=-
lem-solving, and analysis. The dissensus occurs, how-

ever, in describing what generates student motivation

to learn.37

One prominent school of thought is the behavior-
ist perspective. Popularized by B. F. Skinner, behav-
iorism arques that students can be motivated by a system
of rewards and punishments (or reward-deprivation) toward
certain goals, e.g. knowledge of a particular subject.
Skinnerians have even sought to remove classroom teach-
ers from many of their traditional functions by design-
ing and promoting programmed-learning packages.38 These

packages, it was argued, could help a student learn a

subject because they set forth learning tasks in a

37An excellent summary of this consensus about
learning and motivation can be found in Winslow R. Hatch,
Approach to Teaching, New Dimensions in Higher Education,
noc. 14 (Washington: U.S. Department of Health, Education
and Welfare, 1966). Hatch discusses the ideas of such
prominent authorities on motivation as Robert M. Gagne,
Ralph W. Tvyler, and Wilfrid J. McKeachie.

388. F. Skinner's tody of work is enormous and
his theories of hehaviorism have been documented in many
of these works. Although it is difficult to point to
one piece of writing as the definitive treatment of his
learning theories, the following contain elements of par-
ticular interest. Skinner, "The Science of Learning and
the Art of Teaching', Harvard Education Review, 24(1954),
pp. 86=97; Skinner, "Teaching Machines', Science, 128
(1958), pp. 969-77; and Skinner, "Why We Need Teaching
Machines'", Harvard Education Review, 31(1961), pp. 377-
S98.
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simple-to=difficult gradation and provided the student
an immediate individualized reward for nhis success.

Most other psychologists, however, argue that
human motivation is a far more complex process than the
simplistic pleasure-pain principles of behavior modifi-
cation.

A. H. Maslow's classic work places learning mot-
ivation into the larger context of human motivation.39
Maslow states that everv individual has needs, but that
these needs are ordered into a certain hierarchy. At the
primary level arephysiological needs, e.g. food, drink,
clothing. The second level comprises safety needs, e.g.
job security, physical safety. These levels progress
through love needs and esteem needs to the highest level,
self-actualization needs, The desire to learn and to
know is such a need. HMaslow maintains that self-actual-
ization needs. The desire to learn and to know iIs such
a need. Illaslow maintains that self-actualization needs
are vitally important because they enable a person to
improve the “quality" of his life. But, he must satisfy

his lower level needs first. Thus, a person's motivation

39A. H. Maslow, "A Theory of Human Motivation",

Psychological Review, 50(1943), pp. 370-96. An inter-
esting discussion of Maslow's theory is found in Garvy D.
Gilmore, "Some Major Factors Influencing Motivation: Im=-
plications for Education Setting Events", Journal of Ed-
ucation, 156(November 1974), pp. 28-37.
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to learn isn't an isolated trait, but rather is dependent
upon the satisfaction of a broad range of other needs.

It is Maslow's emphasis on the interrelationship
of needs that serves as the progenitor for the "humanist-
ic™ school of educational psychology. As developed by
Carl Rogers and others this perspective argues that
learning does not occur in a vacuum.A'O A student learns
or doesn't learn largely as & result of the social en-
vironment=-- the system of human relatioships among fel-
low students, teachers, friends, and parents. A student
must feel confident that his '"personhood" is not being
threatened by peers or teachers. The learning situa-
tion must be one of mutual respect and love between stu-
dents and teachers. Fears, hopes, excitement, and other
feelings must be freely expressed and accepted by all.
Thus, humanists argue that motivation to learn is pro-
moted when the complex needs of the total person are re-
cognized and dealt with,

Drive-reduction theory reverses the emphasis of

a1 .
most previous learning theories. = Maslow, the humanists,

40Rogers, Freedom to Learnj; Rogers, "The Signifi-
cance of the Self-regarding Attitudes and Perceptions",
in Feelings and Emotions, ed. M. L. Reymert (New York:
1cGraw=-Hill, 1950), pp. 374=82.
415ee, for example, the landmark work by C. L.
Hull, The Principles of Behavior (New York: Appleton-Cen-
tury-Crofts, 1943).




and, to a certain extent, even the behaviorists, main-
tained that needs represented certain states which per-
sons saw as desirable and felt compelled to attain. For
example, according to Maslow and Rogers, learning re-
sulted from a desire to underztand one's environment.
According to Skinner learning resulted, indirectly, from
a desire for food or acclaim or achievement (learning

being a means to another end). Drive-reduction theor-

fe

ists argue that drives are not states that are pursued,
but instead are states to be avoided. A person eats to
relieve hunger, not to achieve some positive state of
well-being. A person builds a house to reduce his fear
of being cold and unprotected, not to achieve a positive
state of security. Thus, a person is motivated to act
in order to reduce certain drives(or states of anxiety).
When the dissonant conditions are removed activity ceases.
Learning, then, results when a condition of ignorance
introduces tensions and anxieties into a person's life.
He will be motivated to learn the information necessary
for him to reduce those tensions. But he will cease to
learn when that drive has been reduced.

To this point theories of learning in general,
but especially the behaviorist and drive-reduction ap-
proaches, have accepted the principle that motivation is
largely extrinsic. Learning is a phenomenon triggered
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by reward independent of the value of the learning itself
(behaviorist) or by favorable social conditions(human-
ists) or by the need to relieve anxietlies(drive-reduc-
tion). Only Maslow and his followers among the major
theorists even hints that learning might result from in-
trinsic motivation.

Two fairly recent theories hold out the possi-
bility that intrinsic drives might be responsible for a
person's learning. In the 1950's. David McClelland and
several others conducted a number of experiments that led
them to bkelieve that persons have an innate "achievement
motive” or "competency drive".42 Even 1f a system of re-
wards 1is removed or a compelling drive is satiated, so
the theory goes, there is a "substantial body of evidence
éEhaE? indicates that organisms fail to become quies-
cent in the absence of these extrinsic forces."43 Indi=-
viduals have an innate desire for achievement. Even
where external rewards do not apparently exist, indivi-

duals can still exhibit high motivational levels. They

“2pavid C. McClelland et.al., The Achievenent
Motive (New York: Appleton-Century-Crofts, 1953); also
R. W. White, "Motivation Reconsidered: The Concept of
Conmpetence'", Psychological Review, 66(1959), pp. 297-
323.

A

*3John McVe. Hunt, "Toward a History of Intrinsic
Motivation", in Intrinsic Motivation: A New Direction in
Education, eds. H. I. Day, D. E. Berlyne, and D. 5. Hunt
(Toronto: Holt, Rinehart and Winston of Canada, 1971),

D. 5.
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will learn simply to be able to assert mastery over a

part of their environment.

THE CURIOSITY DRIVE

Research into intrinsic motivation has become
more specific in recent years. One aspect of this re-
search is of particular interest to this project because
it may provide a theoretical basis for attempting tc use
Hollywood films in college teaching. Specifically, the
findings of D. E. Berlyne and K. C. lMontgomery in ex-
pounding a curiosity(or exploratory) drive are especially
revealing.

The first hint that drive-reduction theorvy was
insufficient to explain all learning was uncovered in rat
experiments in the early 1950's. liontgomery observed
that when rats were placed in a box with two nazes, one
simple and one complex, there was a significant prefer-
ence for the more complex maze. Moreover, the rats con-
tinued to explore the complex maze without additional
stimulation. Food was provided at the starting point
so that the most obvious extrinsic motivation did not
come into play. According to drive-reduction theorvy ac-
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ty should cease when the hunger need was fulfilled.
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t did not cease.
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According to drive-reduction theory, behavior fol=-
lowed »y a reduction in the amount of exploratory
drive should be strengthened....However, qualitative
observation...has repeatedly suggested an alterna-
tive hypothesis: behavior which results in an in-
rease in amount of exploratory drive is strength-
ened. In other words, it is possible that behavior
which produces novel stimulation is reinforced, not
because exposure to that stimulation produces an in-
crease in, or at least,paintains, the strength of
the exploratory drlve.“

Berlyne carried this hypothesis further. He as-
serted that an individual seeks to maintain "an arousal
level which avoids both boredom, or an absence of stimu-
lation, and intense excitement, or a surplus of stimula-
tion".45 When a person is inundated with sensorvy demands
the curiosity or exploratory drive remains on the side-
lines. But when activity is low a person often seeks to
increase activity by responding to novel(new) stimuli.
Moreover, the individual will continue to explore even
after the initial novelty of the stimuli wanes.

In summarizing these and later experiments by
Berlyne and Montgomery several hypotheses can be stated

about the curiosity drive and learninc_;.‘k6 First, the ex-

=4 Ke Ce IO ntgomery "The Role of the Exploratory

Drive in Learnlng Journal of Comparative and Phvsiolo-
gical Psychology 7(F ehruary 1954), p.60.

-Pa

2

‘SJohn P. DeCecco and William R. Crawford, The
Psychology of Learning and Instruction, 2nd ed. (mngle-
wood CLiffs, NJ: Prentice~Hall, 1974, p. 148.

46 - . . . .
See Montgomery, "Exploratory Drive in Learning"
pp. 60-64; Montgomery and M. Segall, "Discrimination
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ploratory drive is intrinsic. It is a motivation that
derives internally and seems not to be related to the
satisfaction of other needs and rewards. Second, curi-
osity seems to be heightened by novel stimuli. Arousal,
or attention getting, seems to be an important contribu-
tor to stimulating that drive. Third, there is an habit-
uation of interest with-continued exposure. The same
stimulus that was introduced as a novelty can be used
repeatedly with some success. Interest will continue to
increase though in ever smaller increments. Fourth, gen-
eral responsiveness can be recovered during unstimu=
lated periods. That is, learning activity will remain
even after the novel stimulus ceases.47 Thus, curiosity
would seem to be a source of considerable potential for
learning within an individual.

Enthusiasm for curiosity as an approach to class-<
room learning must, however, be tempersd. A few critics

have noted some serious drawbacks to relying on curiosity

Learning Based upon Exploratory Drive", Journal of Conip-
arative and Physiological Psychology, SO(February 1955),
pPp. 225-228; David E. Berlyne, "Novelty and Curiosity ao
Determlnants of Exploratory Behavior", British Journal
of Psychology, 41(1951), pp. 68-80; Berlvre, "A Theory
of Human CuriosityV, Brwt;sh Journal of Psychologvy, 45
(1954), pp. 180-91; and Berlyne, Conflict, Arousal, and
Curiosity {New York: McGraw-Hill, 196G0).

4
‘7Jonn F. Hall, The Psvchologv- of Learning (Phi-
ladelphia: J. B. LlpOWncott Co., 1966), pp. 83-84,
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as the sole organizational schema for the college class-

48

roome. - The most valid of these criticisms can ke sum-

marized as follows. 1) Curiosity is often very unsystem-

atic and non-cumulative. Much of learning, to be of any

lasting value, must be systematic and cumulative. 2)
Curiosity may be little more than an immediate desire to

know a specific thing, not a generalized motivation to

enter into a broad intellectual experience. 3) Curiosity

may just as easily be satisfied by incorrect information

as by accurate data. 4) Curiosity may be strongest on

matters ot germane to the subject-- for example, erotic

or recreational activities. 5) Curiosity is largely a
spontaneous and individual activity. It would, therefore,

be very difficult to manage curiosity in a classroom set-

ting.

Nevertheless, research into the exploratory drive
may go far in helping to alleviate some of the aforemen-
tioned disillusionment with traditional approaches to
college teaching. It is probably true that curiosity 1is

not a sufficient condition for learning. But not even

the criticisms catalogued above enable one to ignore the

very real possibility that curiosity mav be a necessary

48See, for example, Bernard Z. Friedlander, "A
Psychologist's Second Thoughts on Concepts, Curiosity,
and Discovery in Teaching and Learning", Harvard Educa-
tion Review, 35(Winter 1965), pp. 18-38.
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condition for learning. Failure by teachers to recog-
nize the importance of arousing the students' curiosity,
and thus their motivation to learn, may lead to increas-
ed frustration by both parties at their inability to
have thelir respective goals satisfied. MNeither party's
curiosity is aroused by the other.

Harvard education professor Jerome Bruner report-
ed a general malaise enveloping most college classrooms.
His own theory of "discovery learning" was an attempt to
counter the ramifications of the lack of concern among
educators for curiosity as a learning resource.

The will to learn is an intrinsic motive, one that
finds both its source and its reward in its own ex-
ercise. The will to learn becomes a "problem'" only
under specialized circumstances like those of a
school, where a curriculum is set, students confined,
and a path fixed. The problem exists not so much in
learning itself, but in the fact that what the schecol
imposes often fails to enlist the natural energies
that sustain spontaneous learning-- curiosity, a de-
sire for competence, aspiration to emulate a model,
and a deep-sggsed commlitment to the web of social
reciprocity."
Given their choice, students will spend by far the larg-
est portion of their time in pursuits which are appealing
to them. Much smaller amounts of time are allocated to
activities mandated by other factors, such as social ob-

ligations or accomplishing a terminal goal. Furthermore,

it appears that monotony significantly decreases a per=-

A
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Sruner, Toward a Theory of Instruction, p. 127.
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son's motivation to learn.oo The substantive content of a
course in political science ought to be an important goal
for the teacher to impart to his class. But if, in seek-
ing to impart that substantive knowledge, the teacher

structures and presents the material in such a way as to
be unreservedly dull, then he may be seriously diminish-

ing the innate curiosity of his students. Hence, the

teaching-learning paradoX.

CURIOSITY AND THE HOLLYWOOD FILHM

If it 1s true that the curiosity drive can moti-
vate students to learn, then efforts should be made to
create a classroom environment that can arouse the curio-
sity of most college students. This project argues and
seeks tec demonstrate that judicious use of the commer-
cial, or "Hollywood", film can motivate students to learn
about American campaign politics. Integrated with other
traditional and non-traditional methods, the Hollywood
£ilm should be able to arouse the students' curiositvy
level at least as well as other approaches for three im-
portant reasons.

1l. We are a generation enraptured by the media.

Television viewing and movie attendance are toth volun-

50 . . ‘p s
Paul rcReynolds, "The Three Faces of Cognitive
Motivation", in Intrinsic Motivation, p. 43.
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tary activities appealing enough(or habit-forming
enough) to attract us at an ever—inéreasing rate. The
level of per capita television viewing time has risen
steadily. More to the point, attendance at movie the-
aters has risen to the highest level since the pre-tele-
vision 1940's. Moreover, film attendance is a peculiar-
ly education-sensitive activity. Fully 65% of adults
with at least one year of college attend films frequent-
ly, compared with 25% of theose with less than a high
school education.51 Thus, films seem to be a medium
with high recognition from and participation by college
students. John Harrington, in his Rhetoric of Film, ob-
serves that, "By the time he is 18, he will stockpile
nearly 17,000 hours of viewing experience and he will
watch at least 20 movies for every book he reads. Event-
ually, the viewing will absorb ten years of his life."52
For whatever reasons, young adults seen particularly
receptive to the stimuli offered by film. If film can

arouse curiosity for pleasure, then it may be that it can

also arouse a similar curiosity for learning.

51"New 'Great Era' for Movies": What's behind
the Comeback", U.S. News and World Report, March 17, 1975,
pp. 52“'53.

52John Harrington, Rhetoric of Film, cited by
Peter C. Rollins, "Film and American sStudies: Questions,
Activities, Guides", American Quarterly, 26 (August 1975),
p. 245.
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In addition, studies suggest that viewers between
the ages of 18 and 21 are at the peak of their film lit-
eracy. That is, they seem most able at this age to ab-
sorb factual material, articulate abstract concepts, rec-
ognize points of view, and interpret symbols as represent-
ed in films.53 This suggests that college students are
capable of more than merely staring blankly at a screen.
The stereotYpical media "zombie" may exist, but there is
ample potential in most students to be far more receptive
and sensitive to the messages of film.

2. The Heollywood film is quite simply different
from the instructional or educational film. As previous=-
ly noted, studies comparing instructional films with more
traditional teaching methods have not revealed any signi-
ficant differences in student learning. Students do not
seem exceptionally more motivated or curious about the
subject in question after viewing such films. These
findings, when added to the high cost, admitted theatri-
cality, and other drawbacks to using the film, seem to
establish a prima facie case against the Hollywood film
as a pedagogical tool. Such a conclusion, unfortunately,
ignores essential differences between the educational

film and the Hollywood film. The former, at its best,

53Roy P. Madsen, The Impact of Films: How Ideas
Are Communicated through Cinema and Television (New York:
Macmillan, 1973, p. 443.
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still lacks some very important aspects present in the
commercial film. At its worst, it is a combination of
the worst of the traditional and non-traditional. Some
of these key differences can be seen in an exposition of
the three principal types of educational films.

The filmed lecture-demonstration is the most com-

mon form of film produced for classroom use. The devel-~
opment of this type arose out of a perceived need for
greater economic efficiency in higher education. With
larger enrollments in the basic courses, administrators
believed that additions to faculty or physical plant
could be avoided if the same material could be delivered
by one teacher to multiple sections of the same course.
Film(and later, television) seemed an appropriate medium.
Also, many demonstrations and experiments could be quite
expensive(not to mention uncertain of continual success)
if repeated for each and every class. Film seemed a use-
ful alternative. But a '"talking head" is still a "talk-
ing head" whether he is live or on film or on video-tape.
In fact, this format seems to provide the worst of both
worlds. None of the drawbacks of the lecture are mark-
edly improved by putting it on film. Perhaps, the filmed
lecture-demonstration has the advantage of taking the
rough edges off the livé performance. The lecture can

be rehearsed and re-shot until it is just righte. Or film
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clips of events, places, or persons can be interspliced.
The demonstration can be edited with all the mistakes
and unnecassary steps removed so that the final product
is clear and concise.

But any possible advantages gained in this way
are more than counterbalanced. Several studies indicate
that the filmed or televised lecture is the teaching
method least-liked by students.54 The reasons given
should be obvious. Whatever limited opportunities for
teacher~student interaction that exist in the traditional
lecture format are eliminated by the fiim. A student
can't ask a question or interject a comment. If he gets
lost he can't ask the teacher to stop and clarify the
point. And the necessity to take notes(often in the dark)
creates anxiety as the student tries to follow what is
often a streamlined, speeded-up lecture. The teacher on
screen still dominates the classroom experience, but now,
whatever modicum of interpersonal relationships that
existed with the live lecture is excised by its filmed
counterpart. Some of these problems can be eased by

having the instructor stop the film or tape at various

54See, for example, Joe J. Christensen, "The Ef=-
fects of Varying &lass Size and Teaching Procedures on
Certain Levels of Student Learning", Dissertation Ab-
Stracts, 21(September 1960), p. 493; and Doty, "Teaching
Method Effectiveness", pp. 363-65. _
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points to respond to student questions or perhaps to in-
terject explanatory comments. With this approach how--
ever, onecomes full circle in the discussion. The con-
stant transition from mechanical to live presentations
can be very awkward. Moreover, the added cost of pro-
ducing or renting filmed lectures would seem wasted if
one dilutés its particular strength-~- streamlined pre-
sentation. The lecture-demonstration film thus is de-
signed to deliver information, not arouse interest.
Still, any audio-visual catalog will reveal that this
type of instructional film predominates.

The narrative documentary is the second most nu-

merous type of instructional film. While such document-
aries vary greatly in style, they generally contain a
series of visual images woven together to tell a story,
or present an issue or problem(an illustrative title
might be "A Day in the Life of Congressman Graftmore').
Common to nearly all such films is the use of a narrative
voice-over. The narrative documentary does offer some
advantages over the filmed lecture. For example, it ex-
poses the student to many combinations of visual and aud-
itory stimulation, not merely the auditory stimulation
provided by a filmed lecture (you don't have to watch

the latter--only listen). This use of multi-sensory sti-

muli begins to approach the unique characteristics of
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the film medium.

Still, the narrative documentary and the Holly-
wood film are not really comparable. The documentary
places greatest emphasis on content. Very little effort
is expended upon involving the students' feelings. The
reverse is generally true for the Hollywood film. It is
this very emphasis upon content that classifies the doc-
umentary as less non-traditicnal than its advocates claim.
By focusing on what the teacher wants the student to know,
the documentary in some ways 1is just a visualized text-
book=--perhaps a bit more entertaining, but still a text-
book. However, a written textbook has the advantage of
being capable of far more detail than is the documentary
film. The teacher-oriented nature of the film, then,
keeps the student only passively involved. He is still
being lectured.

The docudrama film, although the least numerous

f the three types of educational films, most closely
approximates the technical aspects of the Hollywood
movie. The docudrama may create a situation in which
fictional characters deal with a hypothetical, but im-
portant, problem. With this format an attempt is usu~
ally made to elicit the students' own emotions or thoughts
about the problem in question. Another variation of the

docudrama is the historical re-creation. Here, actors
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portray actual historical figures and re-create, as
nearly as possible, the setting and conditions faced by
those figures, the thought being that such "living his-
tory" must surely be an effective means for students to
grasp the texture of an event. Yet while the docudrama
is more closely akin to the Hollywood film than are the
previous two forms of instructional film, particularly
where docudrama seeks to involve the student at an af-
fective level as well as cognitively, there are still
some noteworthy differences between it and the commer-~
cial variety.

First, the production values of a docudrama can
rarely approximate those of a Hollywood film. Docudramas
vary widely in quality, yet even the best of them is a
low=budget effort compared to the Hellywood standard.

It is not unusual for a major film company to spend up-
wards of $5 million to produce a popular feature film.

An instructional film producer is fortunate to have 1/10
or 1/100 of that amount. More money will be spent on one

episode of such a triviality as Charley's Angels than on

all but the very best of the network-produced docudramas.
The difference in production values, €.g. color, sound,
special effects, props, and locaticns is usually notice=-
able to evén the casual viewer. 1In the docudrama the

student can't expect to see a cast of thousands. 1In
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short, he can't expect to see any of the things he is
accustomed to seeing in a riollywood movie.

Second, the docudrama has the stigma of being
"educational®. It is only speculation, but there may be
a certain discount that one must allow for in any film
whose avowed purpose is to teach. Thus, the attempts by
docudramas to involve students on an affective level may
fail simply because students are conditioned to accept
such films only on a cognitive level. The words "pro-
duced by Time=Life films" or "a production of NBC News"
may trigger a reaction from the students of '"here comes
another dull educational film that I'm supposed to learn
from". They might watch. They might even try to learn.
But they won't really care about either the film or what
they supposedly learned from it.

3. A Hollywood film will attract and arouse the
interest of its viewers because that is its raison d'etre.
Aside from a relatively small number of aficionados who
view film as an art form, most movie-goers attend films
to be entertained. They want to be swept up in feelings
of adventure, or love, or danger, or happiness. Escap-
ism is often a strong urge in audiences. The Hollywood
film gives the viewer what he wants to see, not what the
producer wants the viewer to éee. This is a crucial dis-

tinction between the Hollywood and instructional film.
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The Hollywood producer must make a product that arouses
the interest and curiosity of the public. If he fails,
he loses money. The maker of instructional films, cre-
ating for a captive audience in the literal sense of that
phrase, is under no constraints to appeal to popular
tastes.

But, the argument goes, proving that films arouse
a student's interest is not a sufficient justification
for using them in a college classroom. Sports and sex
also arouse the interests of many students, but those
pursuits may be irrelevant and even distracting in the
search for political knowledge and understanding. In ad-
dition, Hollywood films do distort, glamorize, fabricate,
and ignore many of the matters that social scientists
would accept as fact. The film could be more of a pur-
veyor of misinformation than of information.

Yet, 1f recognized and properly used, this very
criticism could serve to strengthen the case for using
Hollywood film. The film, at one level, can serve as an
historical document of the period. The classic work of
Siegfried Kracauer which examined the German mind between
the two World Wars laid the foundation for other similar
works which sought to assess the public psyche of various

nations by analyzing the major films of a particular
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period.55

Film documentation has the advantage rather than the
disadvantage of being partially reprocessed data.

" The high cost of film production has insured that
finance=conscious producers have assiduously attempt-
ed to second-guess the desires of a mass public and
to turn out films that speak to their values and
sensibilities. If several million consumers are wil=-
ling to pay hard cash to purchase a given ideational
product it would be extremely arrogant for historians
to aggume that the product contains nothing of inter-
est.

The possibilities of using film to arouse interest in
topics such as political culture and ideclogy seem part-
icularly promising.

At another level, the very inaccuracies of fact
that have made educators wary of using Hollywood films
may be one of the films' greatest assets. Realiéy, esp-
eclally if presented in a wooden, cheap, or uninspired
fashion as it is in most instructional films, can be
frightfully dull. Curiosity will quickly be stifled.
If, however, the instructor uses film. as a starting point
for inquiry rather than as a faithful rendition of real-
ity(which it cannot be) then the interest or curiosity
aroused by the Hollywood film could lead to some effect-

ive learning. Two historians from the American Histori-

55See Kracauer, From Caligari to Hitler; Bergman,
We're in the Money; and Sklar, Movie-Made America.

[
’6Stuart Samuels and Robert Rosen, "Film and the
Historian", AHA Newsletter, 11(May 1973), p. 35.
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cal Association's Film as History study group underscore

this observatione.

Films can go a long way inmotivating history classes
esselLike historical novelists, theatrical film makers
are free from some of the restricitions to which his-
torians must adhere. They can concentrate on one
character's perception of events without concern for
the balance or proportion to which the historian is
bound, and they can use fiction to fill out their
characters and bring them to life. This freedom from
factual restrictions whch makes most theatrical films
unsatisfactory for conveying historical information,
considerably heightens the emotional identity with
the characters in the film, and may be motivated to
learn more aggut the historical forces that shaped
their lives.

The observation that Hollywood films are rife with inac-
curacy and distortions of fact may be less important than
the assertion that such films may be able to motivate
students to seek out for themselves what those facts are.
Finally, Hollywood films may be of value in est-
ablishing an affective environment that is conducive to
effective learning. There is ample evidence to support
the principle that learning is better-- that is, more
knowledge is acquired, retentionm is higher, and the know-
ledge can be used in new situations-- when students are
actively involved in directing their own learning experi-

ences.58 Thus, Hollywood films may be an effective ap-

57John E. O'Connor and Martin A. Jackson, Teach-

ing History with Film (Washington: American Historical
Association, 1974), p. 21.

58
“~See, for example, Bruner, Toward a Theory of
Instruction; David P. Ausubel, Learning by Discovery",
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proach to teaching if they are employed in such a way as

to encourage students to explore those areas of interest

in which the films aroused their natural curiosity. The

~learning environment becomes student-oriented rather than
teacher-oriented.

And even if the films should prove less success-
ful as a teaching instrument than hoped, they might still
be of value by establishing a positive emotional envir-
onment as encouraged by Rogerian theorists.

Learning is associated with feelings. When the emo-
tional core of the student is touched, learning be-
gins, whether this core involves association with
past experlences or present attitudes of intellectual
curiosity and delight. Brain studies...have indi-
cated that knowledge, when recalled, takes place as
a totality of experience that included the attitudes
and feelings that served as the context for the ori-
ginal learning. The song is recalded, :but. so is the
emotion associated with the song.
Most students enjoy Hollywood films. Perhaps, at a later
time, the knowledge learned as a result of a fondly-rem-
embered film will be less likely to be relegated to the

vault of the long-forgotten. The film, like the song,

will be remembered-- and so will the thoughts, feelings,

Educational Leadership, 20(November 1962), pp. 113-17;
Saul Brenner, "The College Classroom as a Center of In=-
quiry", Educational Forum, 39(November 1974), pp. 77-84;
and William D. Brooks, "Innovative Instructional Strate-
gies for Speech Communication", Paper presented at the
Speech Association of the Eastern States, 1972.

59E:sther M. Seeman, "Experimental Teaching in
Political Science™", Educational Horizons, 53(Summer 1975),
De 184- )
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and insights associated with it.
These are the things that lead one to suspect
that Hollywood films might be used effectively to teach

about American campaign politics.
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CHAPTER TWO:
AMERICAN CAMPAIGN POLITICS

THROUGH THE EYES OF HOLLYWOOD



INTRODUCTION

The central thrust of this chapter is toward a
revelation of the "reality'" of American campaign poli-
tics as reflected in the feature films of Hollywood.
Such an exploration must be aware of certain caveats.
The most important of these is that while films may re-
veal useful facts and insights about the American elect-
oral process, one must candidly admit that a certain
amount of what is portrayed about politics in Hollywood
films is clearly inaccurate. The standards of scholar-
ship demanded in the academic disciplines have never ap-
plied to the realm of film-making. Film directors have
no obligation to truth, only to entertainment. Thus,
much of what is seen on the s¢reen is, at best, an imag-
inative fabrication. Film portrayals of political real-
ity can often be subject to criticisms of being grossly
out of context, sensationalized or wildly exaggerated.
At other times movies turn potentially serious matters
into inanity; or light-weight matters can take on dis-
proportionate importance.

Despite these serious criticisms, there are still
reasons for asserting that Hollywood films can serve as
a useful source of political knowledge. First, films
can be a barometer of public attitudes.

As films are not viewed in a void, neither are they
created in a void. Every movie is a cultural arti-
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fact--deadly as the phrase may sound, associated
with pottery shards, stone utensils, and so on--
and as such reflects the values, fears, mythi, and
assumptions of the culture that produces it.
Significant works by Siegfried Kracauver, Andrew Bergman,
and Robert Sklar among others in recent years have all
attempted to interpret various aspects of American (or
in Kracauer's case, German) society via the representa=-
tions of popular films.2 While one should be wary of
carrying any interpretations too far, films may reveal
much about the attitudes and values of the American

electorate. In short, such examples of popular culture

may assist in learning about political culture,

Second, political science is, after all, a diver-
gent, rather than convergent, field of knowledge. Facts
and theories do not combine into a unified package. In-
deed, the discipline is rich with controversies about
what reality is-- even more so, what that reality means.

(I)t is obvious why controversies have developed.
Analyses which differ in the questions used, the
techniques employed, the elections studied, and the
model considered may quite reasonably reach differ-
ent conclusions....One reason for controversies
without resolution is that there is no one "truth".
"Truth" depends on how you look at things, what is
true from one perspective is not true from another,
and there are very different perpectives from which
to view voting. People with different perpectives

1Bergman, We're in the Monevy, p. xii.

2Kracauer, From Caligari to Hitler; Bergman,
We're in the Monev; and Sklar, Movie-Made America.
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will interpret the same facts in very different yays.
And no one point of view is necessarily correct.

The contention here is that there is an intellectual plu-
ralism within the discipline that makes "truth" a diffi-
cult standard for any film to attain. Hollywood films
nearly always contain certain characterizations, exagger-
ations, or distortions in the name of artistic license
which would almost be universally criticized as inaccu-
rate by political scientists. Yet there is much mater-
ial in these films that is controversial. Some political
sclentists might point to those portrayals as the beacon
of truth; others might claim that they are patently
false. By judiciocus use it may be possible, then, to em-
ploy a medium in no way committed to truth as a device
for illustrating important controversies in the disci-
pline ( and therefore allowing students to have a greater
appreciation for the demands of scholarly truth).
Selection of the films used in this chapter was
based upon three rather general criteria. These criteria
were chosen largely because they reflect the kinds of
pragmatic considerations necessary when planning a film-
oriented course. 1) The films must have been actually

screened by the author. This requirement may have elim-

3Richard G. Niemi and Herbert F. Weisberg, Con-
troversies in American Voting Behavior (San Francisco:
W. He. Freeman, 1976), p. 15.
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inated some potentially useful films, e.g. All the Pres-

ident's Men and The Senator was Indiscreet. However, the

rental costs involved in screening all of the films that
might conceivably be useful can be gquite expensive-- so
expensive that any possible advantages accruing to the
films as a teaching tool would quickly be negated. 2)
The films must speak at some length about some aspect of
campaign politics. Many films contain scenes about cam-
paigns that are a small and relatively inconsequential
part of the movie whole, e.g. Wilson. 3) The films must
be of substantial artistic and entertainment quality.
Students are no more likely to be aroused by poorly-made
Hollywood films than they would be by a poor lecture.
This 1s obviously a heavily subjective criterion, but
the judgements of film critics can be used to support
personal assessments. Ada, for example, is clearly an
unacceptable film. Box-office receipts indicate that
the film was poorly attended by the public, and critics
universally panned the film as childish, inane, and an
insult to human intelligence.4

The films finally chosen for this study (with

their date of release) include: The Dark Horse (1932),

The Great McGinty (1940), Citizen Kane (1941), Meet John

4
“See, for example, Time, September 8, 1961, p.89;
and New York Times, August 26, 1561, p. 15.




" Doe (1941), Hail the Conquering Hero (1944), State of

the Union (1948), All the King's Men (1949), A Face in

the Crowd (1957), The Last Hurrah (1958), The Best Man

(1964), and The Candidate (1972). Because the films

were produced over a forty-year period care must be taken
in assuming their continued relevance to a discussion of
modern campaign politics. Yet it will be demonstrated

that even The Dark Horse is of some heuristic value if

students are made aware of the potential problems with
using dated sources. Moreover, the older and newer films
offer some suggestive insights about generational changes

in electoral politics.
The films deal with a wide variety of political

races. The Best Man, State of the Union, and, indirectly,

Meet John Doe and A Face in the Crowd are about races for

the Presidency. The protagonist of The Candidate runs

for the U.S. Senate. Gubernatorial contests are depicted

in The Dark Horse, All the King's Men, Citizen Kane, and

The Great McGintvy. Hail the Conguering Hero portrays a

small=-town mayoral race, while The Last Hurrah and The

Great McGinty strikingly portray large city mayoral con-

tests. Curiously, all but one film deals with a cam-
paign for an executive position. Legislative races seem
to héve‘attracted little interest from Hollywood. Still,

the films offer representations of a variety of races
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and thus avoid an undue emphasis on the Presidency. As
Sorauf points out, Presidential elections, although high-
ly visible to the public, are really very different from
other American elections.s

It is most certainly not possible in one chapter
to discuss in any detail all of the many areas of study
relevant to American campaign politics. Such an effort
is really beyond the scope of this project. What this
chapter proposes is to focus upon several topics in the
field of campaign and electoral politics about which
there is considerable written in the professional liter-
ature, and about which Hollywood films have had rmuch to

say. This wilill demonstrate the utility of these films

as sources of political insight and knowledge.

HOLLYWOOD AND THE AMERICAN ELECTORATE

Any aspiring politician who seriously hopes to
be elected to public office should have an understanding,
or "feel", of the electorate within his constituencyv.
Campaigns do not operate in a vacuum. No criterion pre-
sently exists to judge the success or failure of a cam-
paign other than the decisions cast by individual voters

at the polling place.

®Frank Sorauf, Party Politics in America, 3rd ed,
(Boston: Little, Brown, 1976), p. 209.
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Voters are individuals. No single theory or

model of electoral behavior can possibly explain each

and every voter's decision (or non-decision). Kelley and
Mirer do advance what they term a Voter's Decision Rule.6
But even they grant that each voter has his own Rule
which may be quite different from anyone else's. The
politican must, nevérfheless, make some generalizations
about these individuals in order to plan his campaign

strategy. In the words of Professor Harold Hill from

The Music Man, "You gotta know the territory."

Political scientists would phrase it differently.
In "knéwing the territory" the politician must have a
thorough understanding of its political culture.7 Dawson
and Prewitt note that there is some agreement that most
evaluations of an area's political culture include some
or all of the following components: the level of politi-
cal affect, or lack thereof, of the citizenry; the pre-

vailing social values and political ideology; political

traditions and folk heroes; the regard with which poli-

6Stanley Kelley, Jr. and Thad W. Mirer, "The Sim-
ple Act of Voting", American Political Science Review,
68(June 19274), pp. 588-89.

7See, for example, Gabriel Almond and G. Bingham
Powell, Comparative Politics: A Developmental Approach
(Boston: Little, Brown, 1966), pp. 50-66; John Gillin,
"National and Regional Cultural Values in the United
States", Social Forces, 34(December 1955), pp. 107-13;
and Almond, The American People and Foreign Policy (New
York: Praeger, 1960), pp. 29-68.
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tics and political institutions are held; the rules of
the game; and sub-group realities, e.g. ethnic, racial,
and religious differences.8 Other items could be added
but the essence of the concept is that the political cul-
ture of a people incorporates their political ideals and
belief systems.9

Determining what the "typical" American voter is
like is extremely difficult. For one thing, an extremely
broad brush must be used in painting the portrait. Gen;
eralizations about the body politic as a whole may ignore
the infinite variety of individual cases. HMoreover, the
political culture may not be stable over time. Events
may change the social, political, or economic environment
to a degree that conclusions reached ten years past may
no longer be completely valid.

Nevertheless, students of the American electorate
seem to be attracted to one or the other of two principal
schools of thought. One school, typified but not limited

to the findings revealed in Campbell et.al.'s The Ameri-

can Voter, draws a picture of a rather apathetic, igno-

8Richard E. Dawson and Kenneth Prewitt, Political
Socialization (Boston: Little, Brown, 1969), pp. 25-36.

9Edward Ce Dreyer and Walter A. Rosenbaum, Poli-
tical Opinion and Behavior, 3rd ed. (North Scituate, MA:
Duxbury Press, 1976), p. 72.




10

rant electorate. In this view the average American is
as likely not to vote as to vote.11 He shows relatively

little interest in elections. If he does participate in
a campaign or vote he is more likely to do so on the
basis of his habitual party identification than on the
pasis of an intelligent analysis of the candidates' per-
sonal qualifications or positions on the issues. The
voter holds remarkably low levels of political informa-
tion and understanding. One study went so far as to
maintain that
Voters did not use ideological terms such as liber-
alism and conservatism; they did not even understand
these terms when presented with them; their opin-
ions on various issues were not related to one an-

other; and in many,cases they did not really have
attitudes at all.

If accurate, these findings lead one to agree with H. L.
Mencken's ascerblc observation of the species of American

body politic as boobus Americanus.13

An alternative to the pessimistic portrait des-

cribed above has been defended by a number of political

10Angus Campbell et.al., The American Voter (New
York: Wiley, 1960). See alsoPhilipE. Converse, '"Public
Opinion and Voting Behavior", in The Handbook of Politi-
cal Science, vol. 4, ed. by Fred I. Greenstein and Nel-
son W. Polsby (Reading,MA: Addison-Wesley, 1975).

11Campbell, The American Voter, chap. 4.
12 '

Niemi, .American Voting Behavior, p. 73.

13H. L. Mencken, Notes on Democracy (New York:
Knopf, 1926), passim, but especially pp. 64=65.
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scientists. Few would argue that the archetypal rational
voter who weighs the issue statements of the candidates
against his own philosophical position and reaches his
decision based upon this comparison actually exists on

a mass level. But there may be a great deal more ra-
tionality in the American voter than previously thought.
In the words of V. O. Key, "the voters are not fools".14
Given distinct, unambiguous choices the American voter
can choose on the basis of factors other than habit;15
Several studies note the generél increase in so=~=called

"issue voting" in recent elections, especially the re-

cent Changing American Voter whose authors argued that

voters' issue positions were becoming more consistent

and more the basis for their voting decisions.16 In ad-

14The "voters-~are-not-=fools" model is discussed
extensively in V. O. Key, Jr., The Responsible Elector-
ate (Cambridge: Harvard University Press, 1966).

1SMark A. Schulman and Gerald M. Pomper, "Vari-
ability in Electoral Behavior: Longitudinal Perpectives
from Causal Modeling", American Journal of Political
Science, 19 (1975), p. 18.

16.Norman H. Nie, Sidney Verba, and John R. Pet-
rocik, The Changing American Voter (Cambridge: Harvard
University Press, 1976), especially chap. 8. See also
Schulman and Pomper, '"Variability in Electoral Behavior",
pp. 1-18; Pomper, "From Confusion to Clarity: Issues and
American Voters, 1956-1968", American Political Science
Review, 66 (June 1972), pp. 415-28; and Nie and Kristi
Andersen, '"Mass Belief Systems Revisited: Political
Change and Attitude Structure", Journal of Politics, 36
(August 1974), pp. 540-91.
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dition, Downs has questioned whether apathy is necessar-
ily an indication of political ignorance. He argues
that apathy or non-voting can be a very rational choice
for many citizens.17 Moreover, when compared with other
democratic societies, the United States has a very high
degree of political participation when categories of ac-
tivity other than voting are included.18

Most political scientists attach themselves in
some degree to one or the other of these two interpreta-
tions. One interpretation sees the public as relatively
ignorant, uninvolved, and mechanically partisan. The
other views the public as a bit more rational, issue-
oriented, .and participatory in its behavior. Hollywood
films have by and large chosen to portray Americans as
more like the former interpretation than the latter.

In particular, filhs have portrayed the average
American as foolish and politically naive. In A Face in

the Crowd the egomaniacal Lonesome Rhodes has managed to

attract a vast radio and then television audience of
average Americans. (He especially seems to attract what

Scammeon and Wattenberg call the "middle" voter--47-year

17Anthony Downs, An Economic Theory of Democracy
(New York: Harper & Row, 1957 especially chap. 14,

1BSidney Verba and Norman He. Nie, "The Rational-
ity of Political Activity: A Reconsideration",in Niemi,
American Voting Behavior, pp. 45-65.
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old housewives from the Dayton, Ohio, suburbs whose hus-

° Yet Rhodes has utter contempt

bands are machinists.)1
for them and is using his popularity with them to further
his own ambitions. The public is completely taken in

by his patter until he speaks his mind into what he be-
lieves is a dead microphone--a mike which in fact is
broadcasting over national television. Is the public

any smarter after this incident? Mel, a former writer
for Rhodes, consoles Rhodes' forsaken girl friend, '"You
were taken in. The way we were all taken in. But we

get wise to 'em" That's our strength. We get wise to

'em."20 But John Yates replies in the Journal of Popular

Film, "Sure we get wise to 'em, if they happened to be
stupid enough to tape record their crimes, and if some=-
one flips the right switch in our control box."21 The
implication is that enough of the American electorate
can be fooled enough of the time to raise real doubts
about their ability to make rational choices. This is

underlined by the appearance of a new '"Lonesome Rhodes"

at the end of the film.

19Benjamin Wattenberg and Richard Scammon, The

Real Majoritv (New York: Coward, McCann, 1970), pp. 70=71.

20pudd Schulberg, A Face in the Crowd (New York:
Bantam Eooks, 1957), p. 168.

21John Yates, "Smart Man's Burden: Nashville, A
Face in the Crowd, and Poupular Culture", Journal of Pop-
ular Film, 5 (1976), p. 23.
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Most of the other films add to this pessimistic

appraisal. The Dark Horse portrays "voters as venal

fools to be bought with flattery and government jobs".22

The plot of Hail the Congquering Hero revolves around a

small town's ecstatic nomination of a totally unquali-
fied, apolitical, even silly young man simply because he
is a war hero-- and a bogus one at that. When Woodrow
Truesmith seeks to decline the nomination(unsuccessfully)
he strikes at the heart of the problem.
You'd better save your hoorays for somebody else...
for somebody who deserves them...like Doc Bissell
here...who tried for so long to serve yoOu...only
you didn't know a good man wEsn YOU Saw ON€ee.. SO
you elected a phony instead.

And the Great McGinty becomes alderman, mayor, and ulti-

mately governor merely because he has the good fortune
to benefit from the habitual nature of party voting
generated by the party machine. In none of these films
does the voter ever really approach any of the various
rational actor models--even the more limited ones.

Yet it has been argued that the ignorance and
apathy of the American electorate might not be as dis-

couraging as at first glance. The quiescence of the

°2paul Rotha, The Film Till Now, rev. ed. (Mid-
dlesex, England: Hamlyn Publishing Group, 1967), p. 441.

23 . '
Preston Sturges, Hail the Conguering Hero, in
Best Film Plays of 1943-1944, eds. John Gassner and Dud-
ley Nichols(New York: Crown, 1945), p. 624.
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masses can be interpreted as 1)‘é“benign écceptance of
the status quo, thus allowing elected officials consider-
able latitude in which to make political decisions, and/
or as 2) an indication that the masses are less suscept-
ible to fanaticism and manipulation as in some other dem=-

24 Both of these apologias point to the

ocratic regimes,
relative apoliticism of the American public as a bless-
ing, notafailing. The verdict rendered by Hollywood is
considerably less favorable. One finds revealed in sev-
eral of these films dangerously high levels of the kind
of authoritarianism and anti-democratic thinking and
action discussed in the works of such as Kornhauser and
Lipset.25

In Meet John Doe the rich newspaper publisher,

D. Be. Norton, commands his own private police force and
constantly rails about the American people needing '"dis-
cipline'™ and "an iron hand". To achieve this end he
sponsors the John Doe movement-- a movement which en-
courages Americans to become good neighbors and unify as

a "non-political" force to make the nation better. The

a -

2"l‘his thesis particularly well-argued in Ber-
nard Berelson, Paul Lazarsfeld, and William McPhee, Vot-
ing (Chicago: University of Chicago Press, 1954).

25William Kornhauser, The Politics of ‘Mass Soci-
ety (Glencoce, IL: Free Press, 1959; Seymour Martin Lip-
set, Political Man: The Social Bases of Politics (New

York: Doubleday, 1960), especially pp. 101-22.
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movement grows rapidly with a figurehead John Doe as its
symbol. When the gullible John Doe character discovers
Norton's true intentions he seeks to reveal them at a
convention of John Doe c¢lubs, but the crowd turns into

an angry mob when they discover Doe's duplicity and near=
ly kills him. The scene is not a pretty one.

Willie Stark, in All the King's Men, achieves

success only after he discovers his ability to whip
crowds into a frenzy. Stark recognizes the baser in-
stincts of man, appeals to them to gain power, and then
cloaks his fascistic administration in the slogans of
mass democracy. Director Robert Rossen reveals a remark-
able skill for portraying the dangers he sees inherent

in the American political culture(or at least Southern

culture).

Rossen delineates the mutual culpability of the
strong and the weak, the leader and the led, the
process by which the victims of the demagogue be-
come the accomplices of their own captivity. While
bands play and newsreel cameras whir, herds of rural
folk are unloaded from their buses and stand docile
before the capitol, contained by the power of the
leather-jacketed highway patrol, Willie's private
army. Blank-faced, they cheer on cue-- "We want
Willie! We want Willie!"~- are blared at by Willie's
message over the loudspeaker...While the camera cat=-
ches, etched on the capitol wall: THE PEOE%E'S WILL
IS THE WILL OF THE STATE...And they cheer.

There 1s no doubting that Stark is an effective campaign-

26
""Alan Casty, The Films of Robert Rossen (New
York: The Museum of Modern Art, 1969), p. 25.
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er and politician. He leads and shapes public opinion--
a characteristic common to most politicians. But All

the King's Men, a fictionalized account of the career

of Huey P. Long, asserts that within the body politic
lurks a dark side. This dark side draws upon ignorance,
hatred, anti-intellectualism, and mob psychosis. This
is certainly not the benign apathy championed by Berel-
son.

The overt villains of thesé films are usually
conspiratorial cabals seeking to assert authoritarian
control over the masses: D. B. Norton and his business-

labor-politicians triumvirate in Meet John Doe, Jim Con-

over and his alliance of special interests in State of

the Union, Colonel Haynesworth in A Face in the Crowd,

the fat cats and old bosses in All the King's Men. Yet

an alternative source of political evil implied in a
number of the films, though perhaps unintentionally, is
that it is the political culture from which this villainy
springs. A public which can so enthusiastically embrace
John Doe, Grant Matthews, Lonesome Rhodes, and Willie
Stark is a public more interested in appointing a cau-
dillo than in making responsible political choices.

In another sense, however, it may be inappropri-
ate and inaccurate to speak of an American political cul-

ture. Daniel Elazar asserts there are at least three
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distinct political cultures in America(with numerous
permutations thereof). Examples of each of these cul-
tures can be. observed in the films examined here.27

The moralistic culture emphasizes a strong devo-
tion among its citizens and public officials toward such
values as honesty, selflessness, and a concern for the
public good. Politics 1is viewed as an obligation and
public service, and is not to be used for personal ag=-
grandizement. There 1is a tendency toward non-partisan-
ship and a tolerance for amateurs in politics (in fact,
professional "pols" are frowned upon). This quest for
the good society often leads to honest, civic-minded
government. But these same qualities can degenerate in-
to narrow=-mindedness and religious fanaticism. This
sort of culture was early found in Puritan New England
and 1s now most common in the northern Great Plains and
Upper Midwest.

Meet John Doe showcases all of these facets of

the moralistic culture. The John Doce Movement (at face
value) is organized on the principles of reestablishing
the spirit of brotherhood. It stresses the idea that

"a free people can do anything if they all just pull the

.
-

!7
2'Daniel J. Elazar, American Federalism: A View
from the States (New York: Thomas Y. Crowell, 1966).
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cars in the same direction".28 One of its greatest ap-

peals is that it is non-partisan. In fact, no politicians
are allowed to join the clubs-~ only "ordinary" people
are entitled. Amateurism abounds, even to the figure of
John Doe (Long John Willoughby)=-- an ex-=baseball player
recruited from the hobo ranks. Interestingly, in a
flitting scene a large map is seen in D. B. Norfon's of -
fice which shows the location of all the John Doe clubs.
It certainly accords with Elazar's theory that the
greatest number of pins are placed in the states of Il-
linols, Iowa, Wisconsin, and Minnesota. In.addition,
the potential fanaticism of the moralistic culture is
exhibited in the violence at the John Doe convention.

On the other hand, the individualistic culture
has little or no concern for moral or community better-
ment. Here, politics is viewed as a marketplace. Pub-
lic policy is the result of bargaining among competing
groups and individuals, each pursuing his own self-int-
erest. Public officials are more concerned with a lim-
ited web of interpersonal relationships than with commun-
ity-wide values. Politics and power are seen as valid
means of self-aggrandizement; hence politics is a profes-

sion, not a hobby. Graft and corruption are tolerated,

but so is cultural pluralism.

28Cited in Bergman, We're in the Money, p. 147.
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The career of The Great McGintvy is an example of

political 1life in the individualistic culture. Dan Mc-
Ginty sees politics as a way of gaining money and csta-
ture. 1In fact, he enters the political machine by per-
forming an enterprising act of election graft. He rises
personally and politically by engaging in the bargaining
and dealing characteristic of a political marketplace.
What loyalty that exists is in the liege-vassal relation-
ship of boss and crony, not between the politician and
his public.

The contrast between the moralistic and indivi-
dualistic cultures is interestingly depicted in a scene

from Citizen Kane. Kane, suffering from an acute case

of noblesse oblige, is running for governor on the plat-
form of "looking out for the little people". His OpPEoO=-
nent, Boss Jim Gettys, wants his candidate to win in or-
der to maintain the hold of the Gettys machine. Gettys
catches Kane in a morally compromising situation and
makes him an offer: withdraw from the race or face per-
sonal humiliation and defeat. Gettys is astounded when
Kane refuses the offer and, of course, is subsequently
defeated and humiliated. Gettys' political culture val-
ues personal and even interpersonal needs first. He
would avoid shaming his family. Kane, however, is a

moralist. It is his perceived duty to fight the good
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fight for the good cause whatever the personal price.
Elazar's traditionalistic political culture is

best exemplified in the 0l1d South. Politics is viewed

as a paternalistic enterprise dedicated to maintaining

an elitist soclal structure. Participation by those not

at the top of this socio-political pyramid is neither

encouraged nor welcomed. Political leaders are generally

conservative and custodial in their orientation. An ex-

cellent example of this traditionalistic culture can be

seen in the early scenes of All the King's Men. The

small Southern town of Kanoma City is the scene of Willie
Stark's first campaign, where he is running against an
entrenched courthouse gang which is intent on maintain-
ing the status quo. Later, when Willie pursues the gov-
ernor's post, his opponents will be the Statehouse crowd
(Harrison), the plutocrats who decry Stark's radicalism
(McEvoy), and the old patrician families(the Stantons)
who have been political dynasties for years. Even more
significant is the exclusion from the film of any black
faces in what is obviously a black belt state. Elazar
points out that racism is usually a charcteristic of tra-
ditionalistic cultures.

Another important aspect of political culture is
the impact upon the electoral pattern of the various re-

ligious, racial, class, and ethnic groupings within so=-
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cietye. Many scholars see the 1928-36 elections as impor=-
tant in estéblishing two competing coalitions (at least
at the national level) that remained fairly stable in
composition for about two generations. One viewpoint

is that these groups are defined on an ethno-=cultural

29

basis. Ladd, Hadley, and King now assert that this

ethnocultural frontier is changing.3o In the New Deal
generation, the principal divisions seemed to be between
"old stock" and "new stock" immigrants-- the former be-
ing largely Protestant and Anglo-Saxon, the latter being
primarily Eastern and Southern European as well as Cath-
olic or Jewish.31 According to the Ladd thesis, these
cleavages have been largely obliterated. Instead, the
principal cleavage in the contemporary political culture
is that between blacks and whites.32
Several of the films can be used to illustrate

this changing ethnocultural frontier. In two of the old-

er films, The Great McGintv(1940) and The Last Hurrah

29While this thesis has long been part of the
mainsteam of scholarship it is perhaps most entertaining-
ly portraved in Clinton Rossiter, Parties and Politics in
Amerxica (Ithaca, NY: Cornell University Press, 1960),
chapter 3.

30Everett Ladd, Jr., Charles Hadley, and Lauris-
ton King, "A New Political Realignment'", Public Interest,
23 (Spring 1971), pp. 46-63.

31

Rossiter, Politics in America, chap. 3.

32Ladd, "A New Political Realignment", p. 56.
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(1958), one can see the New Deal cleavages rather clear-
ly. DMcGinty is, of course, Irish, while éhe Boss, who
has no other name than "boss'", is of uncertain Eastern
European origin (as played by Akim Tamirov the boss's ac-
cent is rather ambiguous). This cleavage is seen e&en

more distinctly in The Last Hurrah. Skeffington's party

machine is unabashedly Irish though some other "éthnics"
are given token representation. While a Jewish crony is
included in the coalition, the bulk of the membership is
Roman Catholic. The opposing coalition is composed most-
1y of the old stock Yankee Brahmins. They are likely to
be Protestant; indeed, an important member of the film's
coalition is the Episcopal bishop. Blacks are nowhere
menticned in either of these two films.

The two most recent films, The Best Man(1964) and

The Candidate(1972), offer good examples of the newer

frontier. In The Best Man the civil rights movement of

the 1960's is beginning to assert itself. The conven-
tion is alive with reporters and delegates concerned
with where the two principal candidates stand with ref-
erence to this new political force. Mahallia Jackson's
gospel singing at a convention dinner symbolizes the
struggle within the party (obviously, in this instance,
the Democrats) oﬁ how to deal with Blacks. Candidates

Joe Cantwell and William Russell represent equally large
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Plocs of delegate support. Cantwell's candidacy has as
one of its touchstones an opposition to '"agitators" (a
cue word for Blacks) and a preference for state sove-
reignty in civil rights matters, though he publicly pro-
claims that he personally opposes discrimination. Rus-
sell is more outspoken in favor of Black civil rights

and encourages Black support in his electoral coalition.

The lines are drawn even more clearly in The Candidate.
One of the most effectiveAcampaign appeals by Republican
Crocker Jarman is his persisﬁent criticism of the wel=-
fare state and those who live off the hard work of oth-
ers (again, obvious cue phrases for the anti-Black voter).
Young Bill McKay; on the other hand, actively and openly
campaigns in black wards,-has black faces appearing in
his media advertising, and speaks of human rights. The
black/white battle lines are clearly drawn.

As a final word, one finds in almost every one
of these films at least one important character (in some
cases more) who expresses or represents a cynical pers-
pective of the American political scene in general, and

campaigns in particular. In Meet John Doe, for example,

Long John's friend, the Colonel, takes a dim view of the
John Doe movement's optimistic principles. His cynicism
spews forth in such aphorisms as, "If you tore one picket

off of your neighbor's fence (a reference to the move-
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ments's 'tear down the fences between your neighbors!'
appeal), he'd sue you", or "The world's been shaved by a

drunken barber".33 In State of the Union, Grant Matthews

strikes a responsive chord in the public with his views
that the politician's primary motive is to pull the
country apart just to get votes. His journalistic friend
comments that Matthews has hit upon the ideal platform--

"Drown the politicians". Willie Stark in All the King's

Men achieves success only after he taps the well-=spring

of alienation and disillusionment within a large seg-
ment of his poor, rural state. These attitudes coincide
with the findings of a 1973 Congressional report noting
that "55% of the people displayed profound cynicism and
alienation toward their political leadership".34

From the few examples offered here it should be

apparent that Hollywood films offer considerable insight

into the American political psyche.

HOLLYWOOD AND THE POLITICAL PARTIES

Much of the professional literature in recent

years has been given over to the question of what the

33Cited in Richard Glatzer and John Raeburn, eds.
Frank Capra: The Man and His Films (Ann Arbor, MI: Uni-
versity of Michigan Press, 1975), p. 146. :

4

3‘Cited in Vernon F. Anderson and Roger A. Van
Winkle, In the Arena: The Care and Feeding of American
Politics (New York: Harper & Row, 1976), p. 7.
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. role of the modern political party is in the electoral
process. Much of the discussion focuses on whether a
"New Politics" characterized by candidate-oriented and
directed campaigns, decreasing party activity, declining
party identification among voters, and increasing use
of mass media technology is replacing an "Old Politics"
in which parties were the prime movers of campaigns.
Some studies, such as those of Burnham, see the existing
party system decomposing into something else, as yet un-
defined.35 Others, such as Sundquist and Beck, seem less
sure that the traditional party alignments are approach-
ing a final dissolution.36

First of all, one should pinpoint the principal
differences between the 0ld and New Politics. As a
starting point one can look at the analyses of Pitchell,

37

Nimmo, and Leuthold. They note a number of differences

between these two styles. In order to provide some ex-

3SWalteb Dean Burnham, Critical Elections and the
Mainsprings of American Politics (New York: Norton, 1970)
ppo 172‘-75.

36

Dreyer, Political Opinion and Behavior, p. 331.

37Robert Je. Pitchell, "The Influence of Profes-
sional Campaign Management Fl rms in Partisan Elections in
California", Western Political Quarterly, 11(June 1958),
pp. 281-82; Dan Nimmo and Robert Savage, Candidates and
Their InageS° Concepts, Methods, and Findings (Pacific
Palisades, CA: Goodyear Publishing Co., 1976}, chap. 1;
and David A. Leuthold, Electioneering in a Denocrac
Campaigns for Congress (New York: WlleV, 1968) .
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amples of these approaches, several of the Hollywood
films discussed here may be useful. The film about the

New Politics 1s clearly The Candidate for reasons that

will become evident shortly. Aspects of the O0ld Poli=-

tics can be seen to a varying extent in The Last Hurrah,

The Great McGinty, All the King's Men, and, in some ways,

The Best Mane

One difference between the two political styles
is the matter of organization. In the Old(or party-ori-
ented) Politics the party maintained a more-or-less perm=-
anent organization between campaignse. The Skeffington

machine of The Last Hurrah and the Boss's gang in The

Great McGinty are constantly active. Elections find

them, of course, at a peak in their activity, but they
compete in elections in order to gain the fruits of of-
fice for their membership in the interim between elec-
tions. The network remains active and is available for
use by any of the party's candidates. In fact, the
party_brganization takes full responsibility for any
campaigning. As a contrast, the organization in The

Candidate is completely ad hoc and divorced from any

permanent structure. Its reason for being is the elec-
tion of one particular candidate at one particular time.
It has no organizational network to help in accomplishe-

ing post-election goals. The conclusion of The Candidate
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