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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- 

suited 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 

phenomena of American campaign politics.

To test this hypothesis, the investigator resort­

ed to a quasi-experimental design. This was necessary 
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because of the small n/ s in both the test groupt f-ilm-ori- 

ented instruction) and control group(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

search by Somit and others that finds political science 

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 approaches.

Finally, when students were asked a series of 

2



open-ended questions about "American Political Campaign­

ing and the Hollywood Film" they consistently 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. In addition, the levels of student per­

formance along several criteria were more than satisfact­

ory in the film-oriented 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 seems 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.

3



INTRODUCTION



This project grew out of longstanding personal 

interests in two areas— politics and movies. The for­

mer was a profession; the latter was an avocation. Yet, 

at least from a pedagogical viewpoint, 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 

of 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 information. 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-

1
See Siegfried Kracauer, From Calipari to Hitler 

(Princeton: Princeton University Press, 1966); Andrew 
Bergman, We’re in the Money: Depression America and Its 
Films (New York : Harper & Row, 1971); and Robert Sklar, 
Movie-Made America: A Social History of American Movies 
(New York : Random House, 1975).
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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 film-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.

Moreover, recent articles in the professional 

literature reinforced this possibility. Several of these 

6



articles discussed the use of films in political science 

courses, always concluding that films were a legitimate 

2 
teaching resource. 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 classroom.

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 method. 

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-

2
See, 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), pp. 2-3.
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tiens, 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 



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. In 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. If 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

9



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

tremely small number of subjects made conclusions about 

comparisons with other, more traditional, teaching 

methods highly suspect. Nevertheless, 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. None 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 preconditions and attuned to the 

peculiarities of the medium, could not expect reasonable 

success using Hollywood movies in the classroom.

11



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 more 

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 literature casts considerable 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. Yet 

there 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. In other studies, the terms 

lecture-demonstration or Iecture-followed-by-question- 

and-answer are deemed synonymous with "traditional".

The lecture is still by far the prevalent method

1
See, 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).
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of college instruction. As it commands such a consider­

able following, it is not surprising that a rationale 

exists to defend its widespread usage. While the fol­

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, they 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 instruction. Students may often 

find lectures boring, but at least they are predictable. 

The student knows what is expected of him— 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 wasted as can be the case 

when, for example, the class pursues a topic or question 

of marginal importance in a discussion. Because the

2
Kenneth R. Walker, "History and Political Sci­

ence Instruction", Improving College and University 
Teaching, 11(Autumn 1963), p. 243.

15



instructor controls the information flow, no irrelevant 

information is dispensed. It should be noted, however, 

that efficiency and effectiveness may not be synonymous. 

It is one thing to deliver information. It is quite 

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. I_t 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 believes 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 

'hovers" more material than most other methods. However, 

what is usually meant by this is that the instructor 

can more efficiently deliver what 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 no 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. Pt doesn't induce self-learning.— Many edu­

cators and psychologists argue that a student learns

3 
best that which he discovers by his own efforts. 

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'

3 
while 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). .
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perspective) are paying attention and taking notes— 

both clearly passive, rather than active, activities.

2. I_t 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." 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, concise 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,

A
B. S. Bloom, "Though-Processes in Lectures and 

Discussions", Journal of General Education, 7(April 1953) 
pp. 160-69.
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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 a course is forgotten after one year. After two years 

the loss approaches 75%.°

These disenchantments with the lecture take on 

special significance for the teacher of political sci­

ence because it 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.

^Rogers, Freedom to Learn, passim.

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

7
Survey by J. G. Unstaatd cited in Walker, "His­

tory and Political Science Instruction", p. 243.
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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 low­

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 is possible 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 
g

Science course. 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."$

Other studies, however, seem far less conclusive 

about the relative effectiveness of teaching methods. 

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

8
John W. Lewis, "A Study of the Effectiveness 

of Three Methods of Teaching One Segment of Elementary 
Political Science", 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 

10 
groups. They measured each group’s achievement along 

three criteria: mastery of the course material(Educa­

tional Psychology), retention of course material, and 

a measure of curiosity. Their 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 group 

method, but as before, the difference was not signifi­

cant.

Patton taught an experimental group in his Gen­

eral Psychology course by means of various student-cen- 

11 
tered methods, e.g. small groups and independent study. 

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

10 
Donald E. Hovey, Howard E. Gruber, and Glenn 

Terrell, "Effects of Self-Directed Study on Course 
Achievement, Retention, and Curiosity", Journal of Edu­
cational Research, 56(March 1963), pp. 346-51.

11
Joseph A. Patton, "A Study of the Effects of 

Student Acceptance of Responsibility and Motivation on 
Course Behavior" cited in Dissertation Abstracts, 15, 
no. 4, pp. 637-38.
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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 much they had learned. '

Another study, involving Introductory Sociology 

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 
attitudes toward sociology as a discipline. Cook's 

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.

Finally, Short's dissertation compared the ef­

fects of traditional vs. non-traditional methods(espec­

ially simulations) in the teaching of American Politics. 

While his findings suggested that certain attitudes and

1 ?
^Cited in Davis, "How Do Students Learn", p.107 

13 John N. Short, "Planning, Implementation and 
Evaluation of a Non-traditional Survey Course in Ameri­
can Politics: A College Curriculum Study", Unpublished 
D.A. dissertation, Lehigh University, 1976.

13
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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 performance. 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

1ZL 
been trumpeted for many years. * Even in the era of sil­

ent movies, there were educators claiming that instruc­

tional films could revolutionize teaching. Fascination

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

ly, video-tape recording (VTR) 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.

All of these factors gave educators reason for

hoping that these media could improve teaching. Most

E.g. Media & Methods, AV Communication Review, 
Educational Screen, Audiovisual Instruction, and Film 
and History.

l$Among the more significant studies that have 

been reported are Aimee D. Leifer, Neal J. Gordon, and 
Sherry1 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 learning situations in which 
similar displays are used.

However, when these optimistic forecasts are 

tested in 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 sponsored a series of experiments, most of

17
Robert 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 school 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. However, no comparisons were

made with other teaching methods. VanderMeer also con­

firmed that students can learn from films.18 19 Comparing 

18
Philip 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).

19
A. W. VanderMeer, Relative Effectiveness of 

Instruction by Films Exclusively, Films Plus Study Guides, 
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 

20 
"how-to" material. This study was important because it 

verified and extended many of the findings of the clas- 

21 
sic Payne Fund studies. These letter studies, conduc­

ted in the early 1930's by a team of sociologists, psy­

chologists , and cultural anthropologists maintained that 

films 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

20 
J. P. Kishler, The Effects of Prestige and 

Identification Factors on Attitude Restructing 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).

21 
The 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 : Macmillan, 1933).
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second showing of the same film revealed markedly higher 

test scores among most students. Additional screenings 

increased test performance but at a much lower rate. 

Students with lower intelligence seemed to especially 

benefit from the repetition, but all students improved 

22
their test performance to some degree. 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 i nstructional 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
the least well. Again, however, none of these findings 

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 

22 
C. L. McTavish, Effect of Repetitive Film Show­

ings on Learning, Instructional Film Research Reports, 
SDC-269-7-12 (Port Washington, NY: U.S. Naval Training 
Device Center, 1949).

23
A. W. VanderMeer, Effect of Film-Viewing Prac­

tice on Learning from Instructional Films, Instructional 
Film Research Reports, SDC-269-7-20 (Port Washington, NY: 
U.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 

2 21
they are learning. " While watching an instructional 

film about measuring instruments, 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 

correlation 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 like/ 

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 OMR, Hovland et.al. demonstrated that student 

participation in any number of formats improved learning 

25 
from films. 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
Loran Twyford, Film Profiles, Instructional 

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

25 ,
Carl 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 

literature 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 analysis come to a conclusion about the 

relative effects of different teaching methods.
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Antoinette Ryan summarized her review of that 

research literature by reaching six hypotheses which she 

believed reflected a consensus in the research : 1) there

is 22 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.g. discussions, seem to be effective in devel­

oping critical thinking and abstract values ; 5) many 

variables affect the achievement of favorable results 

from group learning ; and 6) 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 argued the point 

even more strongly. A research report from the U.S. Of­

fice of Education stated the following conclusion about 

college teaching.

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 psychological

2 g
T. Antoinette Ryan, "Research: Guide for Teach­

ing Improvement”, Improving Colleoe and University Teach­
ing, 17(Autumn 1969), p. 272.
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type) has not been demonstrated to^be 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 

conclusion that "when /learning 7 is measured through 

final exams: THERE ARE NO DIFFERENCES THAT AMOUNT TO ANY- 

28 
THING".

Thus after more than fifty years 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

27 .
Winslow R. Hatch and Ann Bennet, Effectiveness 

in Teaching, New Dimensions in Higher Education, no. 2 
^Washington: U.S. Department of Health, Education and 
Welfare, 1960), p. 10.

28 
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. 3.
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Dubin and Taveggia describe as "the teaching-learning 

29 
paradox.

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

clusions 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

1. 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., passim.
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different categories of variables that can affect the 

validity of any research design in this area.^ 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 employed. The num­

ber of possible intervening variables in the teaching­

learning process approaches infinity. Thus one 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 if 

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

30
Donald T. Campbell and Julian C. Stanley, "Ex­

perimental and Quasi-Experimental Designs for Research 
on Teaching", in Handbook of Research on Teaching, ed. 
N. L. Gage (Chicago : Rand McNally, 1963, pp. 175-76. See 
also Laurence Siegel and Lila C. Siegel, "À Multivariate 
Paradigm for Educational Research", Psychological Bulle­
tin , 68(November 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 replicability. 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,

Ali comparisons of live vs, television and film 
teaching run into problems. Experimentally, the 
cleanest comparison is one between 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 techniques ; 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 unique 
capabilities of each medium are no^brought 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 raises two serious questions.

Are results from objective tests the only valid

31 . .
Aimee Dorr Liefer, "Teaching with Television 

and Film", Psychology of Teaching, in National Society 
for the Study of Education, Seventy-fifth Yearbook, pt. 
1 (Chicago : University of Chicago Press, 1976), p. 306. 
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measurement 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 powerful 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.

32 .
E. R. Hilgard as cited in Dubin and Taveggia, 

Teaching-Learning Paradox, p. 47.
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4. Differences in learning obiectives.— 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 involved, 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 teaching­

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 be more 
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appropriate for accomplishing certain 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 communicating such know­
ledge and of securing the attention of students to 
these ideas than is the discussion. However, if the 
objective is the development of abilities and skills 
which are problem-solving in nature, the least effi-__ 
cient discussion is superior to most of the lectures.

Bloom's work focuses on teacher-oriented objectives; 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 

with low creativity, the lecture seemed best suited.34

In his review of fifty years of research into college 

teaching, Wilfrid McKeachie puts the case strongly.

We have seen fairly convincing evidence that differ- 
-ng teaching methods do make a difference in learn- 
Ang analyzes the different goals of education.
Other things being equal, small classes are probably 
more effective than large, discussions than lectures,

Bloom. "Thought Processes", p. 169.

^'Barbara A. Doty, "Teaching Method Effective­

ness in Relation to Certain 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 wants 
to aim for as we 11 as^trategic decisions about his 
means to these goals. ’ (Emphasis 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 better 

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.

35
Wilfrid J. McKeachie, "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.
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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 

learning".3° 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 environment 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-

p.10.
Hatch and Bennet, Effectiveness in Teaching, 
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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 

, . 37
to learn.

One prominent school of thought is the behavior­

ist perspective. Popularized by B. F. Skinner, behav­

iorism argues 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- 

38 
ing and promoting programmed-learning packages. These

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

subject because they set forth learning tasks in a

3 7
An excellent summary of this consensus about 

learning and motivation can be found in Winslow R. Hatch, 
Approach to Teaching, New Dimensions in Higher Education, 
no. 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. Tyler, and Wilfrid J. McKeachie.

38
B. F. Skinner’s body of work is enormous and 

his theories of behaviorism 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
98.
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simple-to-difficult gradation and provided the student 

an immediate individualized reward for his 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- 

39 ivation into the larger context of human motivation.

M-aslow states that every individual has needs, but that 

these needs are ordered into a certain hierarchy. At the 

primary level are physiological 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. Maslow maintains that self-actual­

ization needs. The desire to learn and to know is such 

a need. Maslow 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

39
A. 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 Gary 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 

4Q 
learning does not occur in a vacuum. " A student learns 

or doesn’t learn largely as a 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 

A4 
most previous learning theories. " Maslow, the humanists,

" Rogers, Freedom to Learn ; Rogers, "The Signifi­
cance of the Self-regarding Attitudes and Perceptions", 
in Feelings and Emotions, ed. M. L. Reymert (New York : 
McGraw-Hill, 1950), pp. 374-82.

41
‘ See, 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 understand 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

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 anxieties(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 believe that persons have an innate "achievement 

. a 2
motive" or "competency drive". ' Even if a system of re­

wards is removed or a compelling drive is satiated, so 

the theory goes, there is a "substantial body of evidence 

/that? indicates that organisms fail to become quies- 

213 
cent in the absence of these extrinsic forces." " 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

212 .
' David C. McClelland et.al., The Achievement 

Motive (Mew York : Appleton-Century-Crofts, 1953); also 
R. W. White, "Motivation Reconsidered : The Concept of 
Competence", Psychological Review, 66(1959), pp. 297­
323.

-3 ' John MeV. Hunt, "Toward a History of Intrinsic 
Motivation", in Intrinsic Motivation: A New Direction in 
Education, eds. H. I. Day, 0. E. Berlyne, and D. E. Hunt 
(Toronto: Holt, Rinehart and Winston of Canada, 1971), 
p. 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 to use 

Hollywood films in college teaching. Specifically, the 

findings of D. E. Berlyne and K. C. Montgomery in ex­

pounding a curiosity(or exploratory) drive are especially 

revealing.

The first hint that drive-reduction theory was 

insufficient to explain all learning was uncovered in rat 

experiments in the early 1950's. Montgomery observed 

that when rats were placed in a box with two mazes, 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 theory ac­

tivity should cease when the hunger need was fulfilled. ■ 

It did not cease.
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According to drive-reduction theory, behavior fol­
lowed by 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
crease 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^gaintains, the strength of 
the exploratory drive.

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- 
£5

tion". " When a person is inundated with sensory 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 learning/16 First, the ex­

K. C. Montgomery, "The Role of the Exploratory 
Drive in Learning", Journal of Comparative and Physiolo­
gical Psychology, 57(February 1954), p.60. '

j-5
* John P. DeCecco and William R. Crawford, The 

Psychology of Learning and Instruction, 2nd ed. (Engle­
wood Cliffs, NJ : Prentice-Hall, 1974, p. 148.

^6
* 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 

â 7 
even after the novel stimulus ceases. 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 tempered. A few critics 

have noted some serious drawbacks to relying on curiosity

Learning Based upon Exploratory Drive", Journal of Comp­
arative and Physiological Psychology, 58(February 1955), 
pp. 225-228; David E. Berlyne, "Novelty and Curiosity as 
Determinants of Exploratory Behavior", British Journal 
of Psychology, 41(1951), pp. 68-80; Berlyne, "A Theory 
of Human Curiosity", British Journal of Psychology, 45 
(1954), pp. 180-91; and Berlyne, Conflict, Arousal, and 
Curiosity (New York : McGraw-Hill, 1960).

47
John F. Hall, The Psychology of Learning (Phi­

ladelphia: J. B. Lippincott Co., 1966), pp. 83-84.
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as the sole organizational schema for the college class- 

Æ8
room. The most valid of these criticisms can be 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 not 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 is 

not a sufficient condition for learning. But not even 

the criticisms catalogued above enable one to ignore the 

very real possibility that curiosity may be a necessary 

zig 
‘ See, 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 their respective goals satisfied. Neither 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 school 
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 commitment 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, 

— t appears that monotony significantly decreases a per-

49
" Bruner, Toward a Theory of Instruction, p. 127. 
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son’s motivation to learn.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 FILM

If it is 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 to 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 

film should be able to arouse the students' curiosity 

level at least as well as other approaches for three im­

portant reasons.

1. We are a generation enraptured by the media. 

Television viewing and movie attendance are both volun-

SOpaul McReynolds, "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-increasing 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 those with less than a high 

school education. 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 seem 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.

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

52
John Harrington, Rhetoric of Film, cited by 

Peter C. Rollins, "Film and American Studies : Questions, 
Activities, Guides", American Quarterly, 26(August 1975),
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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- 

53 
ed in films. 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 Hollywood 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,

S^Roy 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 

expensiveCnot 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 live performance. The lecture can 

be rehearsed and re-shot until it is just right. 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 unnecessary 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.The reasons given 

should be obvious. Whatever limited opportunities for 

teacher-student interaction that exist in the traditional 

lecture format are eliminated by the film. 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

54
See, for example, Joe J. Christensen, "The Ef­

fects of Varying Class 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 dilutes 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 problemCan illustrative title 

might be nA 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-traditional than its advocates claim. 

By focusing on what the teacher wants the student to know, 

the documentary in some ways is 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 

of 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 bv 

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 Hollywood 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 dixference in production values, e.g. color, sound, 

special effects, props, and locations is usually notice­

able to even the casual viewer. In the docudrama the 

student can't expect to see a cast of thousands. In 
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short, he can’t expect to see any of the things he is 

accustomed to seeing in a Hollywood movie.

Second, the docudrama has the stigma of being 

"educationalIt 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 see. 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, if 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

61



. . 55 
period.

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 assume that the product contains nothing of inter­
est.

The possibilities of using film to arouse interest in 

topics such as political culture and ideology 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. Reality, esp­

ecially 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-

S^See Kracauer, From Caliqari to Hitler; Bergman, 

We're in the Money ; and Sklar, Movie-Made America.

^Stuart 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 observation.

Films can go a long way in motivating history classes 
....Like historical novelists, theatrical film makers 
are free from some of the restrictions 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 about 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, retention 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-

5 7
John E. O’Connor and Martin A. Jackson, Teach­

ing History with Film (Washington : American Historical 
Association, 19747^ p. 21.

CO

- 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 experiences 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 recalled, fblit 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.

59 
Esther M. Seeman, "Experimental Teaching in

Political Science", Educational Horizons, 53(Summer 1975), 
p. 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 screen 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, myth^, and 
assumptions of the culture that produces it.

Significant works by Siegfried Kracauer, 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 représenta- 

2
tions of popular films. 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

A . .
Bergman, We * re in the Money, p. xii.

2
Kracauer, From Calipari to Hitler; Bergman, 

We * re in the Money; and Sklar, Movie-Made America. 
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will interpret the same facts in very different ways. 
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 characterisations, 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 

scientists might point to those portrayals as the beacon 

of truth; others might claim that they are patently 

false. By judicious 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-

3 .
Richard G. Niemi and Herbert F. Weisberg, Con­

troversies in American Voting Behavior (San Francisco: 
W. H. 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 quite 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 is 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
/I 

insult to human intelligence.r 

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

^See, for example, Time, September 8, 1961, p.89; 

and Mew York Times, August 26, 1961, p. 15.
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Doe (1941), Hail the Conquering Hero (1944), State of 

the Union (1948), All the King1s 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 McGinty. Hail the Conquering 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 have 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.$

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 much to 

say. This will 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 constituency. 

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.

5Frank 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 7 

But even they grant that each voter has his own Rule 

which may be quite different from anyone else’s. The 

politican must, nevertheless, 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."

6Stanley Kelley, Jr. and Thad W. Mirer, "The Sim­

ple Act of Voting", American Political Science Review, 
68(June 1974), pp. 588-89.

7
See, 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. ————

Political scientists would phrase it differently. 

In "knowing the territory" the politician must have a 

thorough understanding of its political culture.' 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
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tics and political institutions are held ; the rules of 

the game; and sub-group realities, e.g. ethnic, racial, 

. . 8
and religious differences. 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 
9 

belief systems.

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. Moreover, 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-

$Richard E. Dawson and Kenneth Prewitt, Political 

Socialization (Boston: Little, Brown, 1969), pp. 25-36.

9
Edward C. Dreyer and Walter A. Rosenbaum, Poli­

tical Opinion and Behavior, 3rd ed. (North Scituate, MA: 
Duxbury Press, 1976), p. 72.
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10
rant electorate. In this view the average American is 

• 11as likely not to vote as to vote. 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 

basis 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 ascerbic observation of the species of American 

13 
body politic as boobus Americanus.

An alternative to the pessimistic portrait des­

cribed above has been defended by a number of political

10
Angus Campbell et.al., The American Voter (New 

York: Wiley, 1960). See also Philip E. 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).

11
Campbell, The American Voter, chap. 4.

12 . .
Niemi, .American Voting Behavior, p. 73.

13
H. 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. 

1/1 
in the words of V. 0. Key, "the voters are not fools". * 

Given distinct, unambiguous choices the American voter 

15 
can choose on the basis of factors other than habit.

Several studies note the general 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 
«2 g

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

14
The "voters-are-not-fools" model is discussed 

extensively in V. O. Key, Jr., The Responsible Elector­
ate (Cambridge: Harvard University Press, 1966).

15
Mark 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 

17 
for many citizens. 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.

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, films 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 

Scammon and Wattenberg call the "middle" voter—47-year

17
Anthony Downs, An Economic Theory of Democracy 

(New York : Harper & Row, 1957, especially chap. 14.

*18
Sidney Verba and Norman H. 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- 

19
bands are machinists.) Yet Rhodes has utter contempt 

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."19 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- 

21 
one flips the right switch in our control box." 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.

19
Benjamin Wattenberg and Richard Scammon, The 

Real Majority (New York : Coward, McCann, 1970), pp. 70-71. 

on
Budd Schulberg, A Face in the Crowd (New York: 

Bantam Books, 1957), p. 168.

John 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 

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

The plot of Hail the Conquering 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 you...only 
you didn’t know a good man when you saw one... 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

22
Paul Rotha, The Film Till Now, rev. ed. (Mid­

dlesex, England: Hamlyn Publishing Group, 1967), p. 441.

23 '
Preston Sturges, Hail the Conquering 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) a benign acceptance 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

ocratic regimes.Both of these apologias point to the 

relative apoliticism of the American public as a bless­

ing , not a failing. 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 

t • « 25Lipset.

In Meet John Doe the rich newspaper publisher, 

D. B. 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

- 2^ -
"This thesis particularly well-argued in Ber­

nard Berelson, Paul Lazarsfeld, and William McPhee, Vot­
ing (Chicago: University of Chicago Press, 1954).

25 . .
William Kornhauser, The Politics of Mass Soci­

ety (Glencoe, 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 clubs, 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 PEOPLE'S WILL 
IS THE WILL OF THE STATE...And they cheer.

There is no doubting that Stark is an effective campaign-

" 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 these 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 AmericaCwith numerous 

permutations thereof). Examples of each of these cul- 

27 
tures can be observed in the films examined here.

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 is viewed as an obligation and 

public service, and is not to be used for personal ag­

grandizement. There is 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 is 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 Doe 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 

27 .
Daniel J. Elazar, American Federalism : A View 

from the States (New York : Thomas Y. Crowell, 1966).
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28 
cars in the same direction". One of its greatest ap­

peals is that it is non-partisan. In fact, no politicians " * — "—— —-- - —- • —- .■ - - - —, . ' — — — — , « - — - . — . - — — .. . . -..   . --. . - . ■ » — .. W- — — - •  — — • - ' - " —— — •

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. Norton’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

linois, 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.

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

political life in the individualistic culture. Dan Mc­

Ginty sees politics as a way of gaining money and sta­

ture. In 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 oppo­

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 Old South. Politics is viewed 

as a paternalistic enterprise dedicated to maintaining 

an elitist social 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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ciety. Many scholars see the 1928-36 elections as impor­

tant in establishing 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.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

. . 31 .
olic or Jewish. According to the Ladd thesis, these 

cleavages have been largely obliterated. Instead, the 

principal cleavage in the contemporary political culture 
on

is that between blacks and whites.

Several of the films can be used to illustrate 

this changing ethnocultural frontier. In two of the old­

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

29
While this thesis has long been part of the 

mainsteam of scholarship it is perhaps most entertaining­
ly portrayed in Clinton Rossiter, Parties and Politics in 
America (Ithaca, NY: Cornell University Press, 1960), 
chapter 3.

■^Everett 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.

32
Ladd, ”A New Political Realignment", p. 56.
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(1958), one can see the New Deal cleavages rather clear­

ly. McGinty is, of course, Irish, while the 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 even 

more distinctly in The Last Hurrah. Skeffington’s party 

machine is unabashedly Irish though some other "ethnics” 

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

ly 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 

mentioned 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. Mahalia Jackson’s 

gospel singing at a convention dinner symbolizes the 

struggle within the party (obviously, in this instance, 

the Democrats) on how to deal with Blacks. Candidates 

Joe Cantwell and William Russell represent equally large 
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blocs 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 effective campaign appeals by Republican 

Crocker Jarman is his persistent 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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merits's ' tear down the fences between your neighbors' 

appeal), he'd sue you", or "The world's been shaved by a 

33 
drunken barber". 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 A1l 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".

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

33
Cited 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.

34 ,
"Cited in Vernon F. Anderson and Roger A. Van 

Winkle, JEn 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- 

35 
defined. Others, such as Sundquist and Beck, seem less 

sure that the traditional party alignments are approach­

ing a final dissolution.

First of all, one should pinpoint the principal 

differences between the Old 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-

35 ■
Walter Dean Burnham, Critical Elections and the 

Mainsprings of American Politics (New York: Norton, 1970) 
pp. 172-75. '

3 6 
Dreyer, Political Opinion and Behavior, p. 331.

37 
Robert J. Pitchell, "The Influence of Profes­

sional Campaign Management Firms in Partisan Elections in 
California", Western Political Quarterly, 11(June 1958), 
pp. 281-82; Dan Nimmo and Robert Savage, Candidates and 
Their Images : Concepts, Methods, and Findings (Pacific 
Palisades, CA: Goodyear Publishing Co., 1976), chap. 1; 
and David A. Leuthold, Electioneering in a Democracy : 
Campaigns for Congress (New York: Wiley, 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 is clearly The Candidate for reasons that 

will become evident shortly. Aspects of the Old 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 Man.

One difference between the two political styles 

is the matter of organization. In the 01d(or party-ori­

ented) Politics the party maintained a more-or-less perm­

anent organization between campaigns. 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 organization 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 accomplish­

ing post-election goals. The conclusion of The Candidate 
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has young McKay sitting in a crowded hotel room follow­

ing his victory asking a political advisor, "What now?". 

That question would never occur in a party-oriented cam­

paign.

A second aspect of a party-oriented campaign is 

its heavy reliance upon a network of personal contacts 

replete with old debts, friendships, favors, and face- 

38 
to-face precinct work. It is the ward captain’s res­

ponsibility to know most of his constituency on a person- 

39
al basis. He must understand the political pulse of 

his ward, know its needs, and be prepared to communicate 

this information to the party leadership. Traditionally, 

his election activities should include voter identifica­

tion (finding out "who's for us and agin' us"), voter re­

gistration, and voter turnout.Several researchers

41
suggest the existence of a "5-percent rule". That is, 

good person-to-person party work can add up to 5 percent

38 
Pitchell, "Professional Campaign Management", 

pp. 281-82.

39
Robert Agranoff, The Management of Election 

Campaigns (Boston: Holbrook Press, 1976), p. 448.

40
■ " Robert Agranoff, The New Style in Election Cam­

paigns , 2nd ed (Boston: Holbrook Press, 1976, p. 124 and 
p. 143.

41
" Phillips Cutright and Peter Rossi, "Grassroots 

Politicians and the Vote", American Sociological Review, 
23(1958), pp. 171-79; and Daniel Katz and Samuel Elders- 
veld, "The Impact of Local Party Activity upon the Elect­
orate", Public Opinion Quarterly, 27(1963), pp. 387-98. 
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more votes than if such activities area !t- used. A lack 

of constituency work can cause a similar decrease. 

These face-to-face activities are demonstrated in The 

Great McGinty where the ward heeler played by William 

Demarest is busy getting out the vote on election night. 

He is doing so by establishing a soup kitchen whose den­

izens are then paid to vote the party ticket. This is 

filmed quite amusingly but still reveals the real advan­

tages accruing to a candidate of that party’s organiza­

tion. Demarest is also responsible for organizing the 

parades and speeches in his precinct. This, incidental­

ly, suggests that most parties are organized on a geo­

graphical , rather than functional, basis.The ward 

leaders in The Last Hurrah, too, are expected to read the 

pulse of their neighborhoods. Indeed, the Pat O’Brien 

character informs Skeffington that the people in O’Bri­

en’s district are angry that the promised public housing 

has not been built. Skeffington is able to use this in­

formation in planning his campaign strategy.

However., Backstrom and Agranoff have pointed out 

that the ability of these ward leaders to accurately pre­

dict elections has been vastly overrated. Modern aggre­

gate analysis techniques can give the prospective candi-

42 '
For a more thorough discussion see Agranoff, 

Management of Election Campaigns, pp. 183-90.
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date much more accurate information about his constitu-. 

a 3
ency.’ This, too, is illustrated in The Last Hurrah when 

Skeffington loses the election. The local leaders are 

astounded. They have no explanation for the defeat and 

lapse into sniping at each other for not pulling their 

weight. But the lesson seems to be that the informal 

human network is simply not precise enough for modern 

elections. The New Politics on the other hand places 

more emphasis on media campaigning than on the face-to- 

face campaigning favored by party organizations. The 

New Politics does not completely ignore the latter. Ev­

en in The Candidate a brief scene shows volunteers plac­

ing McKay literature on door handles of homes. But the 

New Politics is far more likely to direct any extra re­

sources into its media efforts than into "walking around” 

money for the local party people.43 44

43
‘ Charles H. Backstrom and Robert Agranoff, "Ag­

gregate Election Data in the Campaign: Limitations, Pit­
falls, and Uses", in Agranoff, New Style in Campaigns, 
pp. 198-223. ---------— —

A4
Agranoff, New Style in Campaigns, p. 260.

Another difference between the Old and New is 

that in the former the party and party leaders tend to 

be in the public eye, while the campaign managers and me­

dia consultants of the New Politics are largely anony­

mous . The Lucas Klein’s of The Candidate are nebulous 
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sorts who drift from campaign to campaign with no vested 

interest in anything but their own professional marketa­

bility. McGinty's Boss, Skeffington, Jim Conover in 

State of the Union, Duffy in All the King's Men all have 

roots in the community and must uphold their own or their 

lieutenants' visibility in the community. They don't 

have the option of moving on to the next campaign as 

Klein and Hal Blake can.

Nevertheless, many observers believe that poli­

tical parties are becoming less important in electoral 

campaignsNo single explanation seems to satisfactor­

ily account for this decline. However, the films offer 

illustrations to document a number of explanations that 

have been set forth. One of the most compelling theories 

is that parties are no longer amenable to the needs of 

the modern candidate-oriented media campaigns. This as­

pect will be discussed in more detail later.

Another possible factor in the decline of parties 

may be the fractionalization of political parties.

Parties tend to divide by various warring groups or 
leaders, often cutting across levels of organization 
or ideological concerns—often to serve the ambitions 
or interests of those within the party structure. 
The factors that contribute to fractionalizing our * * 

4$Sorauf, Party Politics in America, p. 5.

46
‘ See below,
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parties may make it difficult for the "party" to un­
ite behind every candidate who is running for office 
on a party ticket.*

Many candidates may be choosing to run their own cam­

paigns for fear that they may get lost in the shuffle by 

relying only on the party. One can see this fractional- 

ization in The Best Man. The Democratic party convention 

seems hopelessly deadlocked between the two disparate 

candidates, Joe Cantwell and Bill Russell. For the 

"good of the party" both are forced to give way to a com­

promise candidate (Merwin). But there is still some 

question as to whether Merwin will really receive the 

support of the Russell and Cantwell factions after the 

convention. This also hold true in The Dark Horse. Hicks 

is nominated as the party's compromise candidate for gov­

ernor, but the party leaders lose interest in him rather 

quickly because their respective factions have little to 

gain or to lose in the election.

Closely related to the problem of party fraction- 

alization is the problem of party disinterest.47 48 Each 

candidate for public office believes that his campaign 

is worthy of a maximum effort. But a party may often 

take the stance that some offices are more important than 

others—or may bear greater potential for success. Clear­

47 '
" Agranoff, Management of Election Campaigns, p.16.
AS 
‘Ibid., p. 16.
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ly, the California Senate race in The Candidate is just 

such an election. Incumbent Crocker Jarman is so popu­

lar that the opposition party does not wish to commit 

significant resources in what would probably be a losing 

effort. Into the breech comes Bill McKay who, while 

gaining the symbolic support of the party (he appears 

at a large fund raising dinner as the party's candidate), 

must rely almost entirely on the resources of his per­

sonal campaign organization. That the film has him win­

ning only underscores the impotence of the party.

The changing nature of the electorate may also 

be contributing to the decline of party influence in cam­

paigns. It has already been noted that the public as a 

whole is becoming more independent-minded. The propor­

tion of the electorate that is willing to identify with 

a political party has been on the decline for a number 

49 
of years. DeVries has further demonstrated that ticket­

splitting has been increasing— another sign of ebbing 

party loyalty.An important factor in this decline of 

party identification may not be so much that people are 

deserting the parties, but rather that more new voters

49 -
* Nie, Changing American Voter, especially chap.4.

^Walter DeVries and V. Lance Tarrance, The Tic­

ket Splitter (Grand Rapids : Eerdmans, 1972), especially 
pp. 49-54.
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51 
prefer to be considered independents. Jennings and 

Niemi note that the intergenerational stability of party 

affiliation is weaker than expected. This is implied 

in both The Last Hurrah and The Candidate. In the for­

mer , Skeffington•s son has no interest in politics at 

all. The mayor has been unable to transmit his politi­

cal allegiance to the next generation. In the latter, 

Bill McKay is, in fact, opposed to much of what his ex­

Governor father stands for. Bill is an avowed indepen­

dent and even states that he’s not registered to vote. 

He has some strong positions on several political issues 

but these beliefs are not dependent upon allegiance to 

any particular party tradition or platform.

Along with the increase in the number of inde­

pendents , the parties are being undermined, to some ex­

tent, by their own members. At one time, the prime di- 

5 3 
rective of a party organization was to win elections.

Even if it performed all of its other functions success­

fully , a party would be deemed a failure if it continu­

ally lost elections. According to the Old Politics, the 

51
Nie, Changing American Voter, chap. 4. 

52
M. Kent Jennings and Richard G. Niemi, The Po­

litical Character of Adolescence : The Influence of Fam­
ilies and Schools (Princeton: Princeton University Press, 
19747, pp. 37-62.

53
Sorauf, Party Politics in America, pp. 17-21. 
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party was concerned most with a candidate’s electabil­

ity. It mattered very little whether the candidate’s 

ideology was "correct" or what compromises were necessary 

to placate prospective members of a winning electoral 

coalition. What mattered was winning. Wildavsky and 

others have argued that one of the justifications of a 

party convention is that it allows the party profession­

als (who are interested in finding a candidate acceptable 

to as many groups as possible) to do the candidate se­

lection.^ This process can be seen in The Dark Horse 

when Hicks is nominated not because he is the party’s 

ideal, but rather because he is the least objectionable 

man. He wins. In The Best Man one is led to believe 

that Russell is that "best man". Yet he and Cantwell 

are both objectionable to too many groups. The conven­

tion eventually turns to a compromise candidate (we don’t 

know if he wins the election) who may be less of a man 

but more electable.

Making the decision of who is electable has now 

shifted in most cases to those who vote in primary elec­

tions . While the party can still be an important factor 

in favoring one candidate over another, many candidates 

are now succeeding without the party’s help. Woodrow

54 ,
"Aaron Wildavsky, "On the Superiority of Na­

tional Conventions", Review of Politics, 25(1962), pp. 
307-19.
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Truesmith, Bill McKay, Willie Stark, and Charles Foster 

Kane are all essentially nonpartisan candidates even 

when campaigning under a party label. That is, their 

loyalty is to their own aspirations, their own values, 

and most importantly, to their own electorates which 

they have cultivated on their own, often during a pri­

mary campaign, e.g. McKay. Nonpartisanship, even among 

those running under a party label, seems to be a grow­

ing force in the New Politics.

The growth of primary elections has posed an­

other problem for political parties. Turnout in primar­

ies is traditionally lower than in general elections, 

except in some one-party areas where victory in the 

primary is tantamount to election. This low turnout 

may allow a candidate with a narrow but dedicated fol­

lowing to win the primary. These dedicated zealots may 

comprise a narrow majority, or even a minority, of the 

party's members. However, by turning out in dispropor­

tionate numbers they may win the primary for their can­

didate. Yet, such a candidate might bring overwhelming 

defeat for the party in the general election because the 

very qualities that make him attractive to the faithful 

may alienate much of the remainder of the general elect- 

55 
orate. Wildavsky refers to these individuals as "pur- 

55 
Sorauf, Party Politics in America, p. 221.
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rists". .

Here we begin to see the distinguishing character­
istics of the purists : their emphasis on internal 
criteria for decision, on what they believe "deep 
down inside"; their rejection of compromise; their 
lack of orientation toward winning ; their stress on 
the style and purity of decision— integrity, con­
sistency, adherence to group norms.

The recent nominations of Goldwater and McGovern show 

the results of purists’ efforts of the right and left. 

The parties were seized by the purists who employed them 

5 7 
for their own purposes— crusades rather than elections. 

Yet the movies are rife with these kinds of candidates.

In fact, it is a rather common theme that victory ought 

to be subordinate to one’s principles. Grant Matthews 

in State of the Union gains his initial political popu­

larity among a loyal group of followers by speaking his 

mind on the issues no matter who he alienates. The par­

ty professionals get control of him and convince him that 

if he wants to win he must modify some of his stands. 

In the dramatic climax, Matthews’ wife forces him to re­

assess himself. In this reappraisal he finds himself 

to be a puppet of the "pols" and not his own man. He 

confesses the betrayal of his own ideals, withdraws from

^Aaron Wildavsky, "The Goldwater Phenomenon : 

Purists, Politicians, and the Two-Party System", Review 
of Politics, 27(1965), pp. 386-413.

5 7 
Seymour M. Lipset and Everett C. Ladd, Jr., 

"The Fabric of Contemporary American Electoral Politics", 
in Dreyer, Political Opinion and Behavior, pp. 354-60. 
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the race, and ludicrously vows to attend both party’s 

conventions to press for his principles. Virtue tri­

umphs. Here is the classic purist— more concerned with 

principles than with victory and organizational values.

A similar point is made in The Candidate. When 

we first meet Bill McKay he is an earnest, forthright 

young man. He is more interested in championing the en­

vironmental cause than in gaining office. In fact, he 

is apolitical and only agrees to run for the Senate 

after he is assured that he will lose and, thus, will be 

free to use the campaign as a forum for his ideas. The 

campaign consultants gradually convince him to modify 

his stands until he ultimately becomes even more ambi­

guous than his opponent and wins the election— but at 

the price of his integrity. The theme also occurs in 

The Best Man. William Russell is a man of high princi­

ples . These principles prevent him from executing the 

compromises and stratagems necessary to win his party’s 

nomination at the convention. A colloquy between Rus­

sell and ex-President Art Hockstader(a certified old 

pro) highlights the dilemma.

R.— And so, one by one, these compromises, these 
small corruptions destroy character.

H.— To want power is corruption already. Dear God, 
you hate yourself for being human.

R.— No. I only want to be human..and it is not
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easy. Once this thing starts, there is no end 
to it, which is why it should never begin. And 
if I start... Well, Art, how does it end this 
sort of thing?58

Here, as earlier, most of the Hollywood movies exhibit 

a strong anti-party bias. Compromise and party activity 

are viewed as malevolent, perhaps even un-American. 

Personal principles should be maintained no matter what. 

Heroism is more palatable to the viewing public than the 

everyday routine of creating consensus.

Yet, despite some evidence that they are on the 

decline, no one seriously doubts that political parties 

perform important functions during campaigns. Most of 

the activities discussed above, even if overshadowed by 

the techniques of the New Politics, are still valuable 

resources for the potential candidate. Finally, even 

through the anti-party bias of Hollywood, one can dis­

cern an important function of the party. It still serves 

as the principal recruiter of candidates. The party is 

always on the lookout for individuals with talent, pop­

ularity , or any of the qualities that might be converted 

into electoral victory. Grant Matthews is sought out 

by Republican leaders because of his attractiveness, 

his business success, and his popularity acquired in

5 8
Cited in Andrew Sarris, Confessions of a Cult­

ist (New York : Simon & Schuster, 1970), p. 159. 

104



private life (Time’s Man of the Year). When Woodrow 

Truesmith returns to his hometown of Oakridge, Califor­

nia, as a war hero, the Progessive Party wants to take 

advantage of the ensuing civic enthusiasm to recruit 

Woodrow to head their ticket as candidate for Mayor. 

Willie Stark’s popularity in the rural sections of the 

state is aroused when he predicts the collapse of a 

school as a result of graft-ridden construction prac­

tices . He subsequently argues the legal case on behalf 

of the parents whose children were killed. As a result 

of this notoriety, the downstate party machine co-opts 

Willie into the party and ultimately makes him its can­

didate.

For better or worse, parties remain an important 

element in the electoral equation. Hollywood has por­

trayed many of these functions in its films. Moreover, 

while partisan activities are not always shown in a par­

ticularly favorable light, these films can still be used 

to introduce a number of the important controversies 

of this sub-field of the discipline.

HOLLYWOOD AND PRE-CAMPAIGN STRATEGY

One of the fascinating aspects about political 

campaigns is that no two are exactly alike. Every cam­

paign has its own unique character suited to its own 
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candidate and set of conditions. No brief essay can 

possibly encompass all of the factors, tactics, or stra— 

tegic considerations that can arise in a hypothetical 

campaign, nor is it possible to discuss all of the ex­

amples of American campaigning that are revealed in the 

eleven films. This section will, however, try to illus­

trate some of the current scholarly and practical find­

ings about pre-campaign strategy with material drawn 

from the Hollywood films.

One current controversy is whether or not cam­

paigns really serve to help people make up or change 

their minds about voting for particular candidates. 

Survey research data suggest that as many as 75% of the 

voters decide who they will vote for before the campaign 

actually begins. Campaigns would seem to be acting di­

rectly upon only a rather small portion of the elect­

orate (ignoring for a moment the reinforcing functions 

of a campaign). However, even a small proportion of 

voters can make a difference in a close election.59 60 An­

other recent study argues that aggregate survey and poll 

data will often suggest that campaigns cause only small 

changes in the electorate as a whole. Oberdorfer ar­

59
Dreyer, Political Opinion and Behavior, p. 156.

60Ibid., p. 157.
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gues, however, that these net changes obscure much great­

er opinion movement among individual voters. For exam- 

piGy 3% of the voters may have switched from Humphrey 

to Nixon while another 3% changed their preference from 

Nixon to Humphrey. If aggregated these data would sug­

gest that there was no apparent change. However, 6% of 

the voters clearly changed their preferences. Oberdor- 

fer finds that as many as 20% of the voters had switched 

preferences in just one month during the Nixon-Humphrey 

election. This suggests a far greater volatility 

among voters than previously assumed.

In general, the films exhibit examples of cam­

paigns in which the electorate is very open to sugges­

tion. Bill McKay's early campaign polls show him to be 

supported by less than 35% of the party's voters. Yet 

he finally wins both the primary and the general elec­

tion by comfortable margins. The implication is that 

campaigning(in this instance, a heavily media-oriented 

campaign) made a tremendous impact on the voting beha­

vior of the electorate. In All the King's Men, Willie 

Stark is destined to receive only token support in the 

gubernatorial race until his "I'm a hick, you're a hick!"

61
Don Oberdorfer, "Political Polling and Elect­

oral Strategy: The 1968 Election", in Dreyer, Political 
Opinion and Behavior, p. 60.
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campaign catches fire. He nearly wins. Campaigning, 

according to Hollywood, can make a difference.

But candidates have strategic decisions to con­

sider even before they enter the campaign stage. In as­

sessing his political potential, the prospective candi­

date, or someone else with campaign experience, must 

make a realistic appraisal of the candidate's personal 

qualities and resources. Of course, there is no such 

thing as the ideal candidate; and many with apparently 

superficial or ordinary qualities have won elections. 

But personal qualities remain a valuable resource. Boss 

Jim Conover, in State of the Union, believes Grant Mat­

thews to be excellent Presidential material. Conover 

notes that Matthews is a self-made man(worked himself up 

from a newsboy), is a war hero, has worked successfully 

with labor in his industry, is loved by women for his 

dashing personality and by men because he owns a ball 

club. Moreover, he is an amateur at a time when Conover 

senses a rising sentiment against incumbents. Such re­

sources at least offer the potential for a successful 

campaign.

In Hail the Conquering Hero, the leaders of the 

Progressive Party in a small California town believe that 

only one personal characteristic is necessary for a suc­

cessful campaign effort. Given the climate of 1944, 
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their candidate ought to be a war hero and they press 

returning ”hero” Woodrow Truesmith to be their nominee. 

Bill McKay attracts attention as a potential candidate 

because of his name (he is the son of an ex-Governor), 

his youth, his good looks, and his success in obtaining 

some favorable press coverage for his work on minority 

and environmental issues.

A potential candidate must also assess his fin­

ancial support. He must be able to generate some early 

"seed” money to establish his organization and have a 

reasonable assurance of a sufficient flow of money to 

meet all campaign expenses. This is no off-hand deci­

sion ; the rise in media advertising alone has spiraled 
c p 

the cost of running a campaign skyward. Theodore 

White’s portrait of a pathetic Hubert Humphrey running 

out of money in the 1960 West Virginia primary, while 

John Kennedy jetted home on the family aircraft, brings 

home the primacy of money. Money is, after all, the 

most convertible and transferable of campaign resources?

. See, for example, Herbert E. Alexander, Money 
in Politics (Washington: Public Affairs Press, 1972; and 
David W. Adamany, "Financing National Politics”, in Ag- 
ranoff, New Style in Election Campaigns, pp. 379-414.

c o

Theodore H. White, The Making of the President 
1960 (New York : Atheneum, 1961)7 pp. 279-95.

G^David Adamany, Campaign Finance in America 

(North Scituate, MA: Duxbury Press, 1972), pp. 3-4.
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Willie Stark comes upon this realization after,he loses 

in his first try for the governorship. He remarks that 

"he learned how to win". What follows in the film is a 

montage sequence of checks flowing into the Stark cof­

fers . Money is what it takes to win. A personal for­

tune becomes an important resource for any potential 

candidate, especially with the decline of party influ­

ence and the rise of candidate-oriented campaigns. Ex­

President Hockstader states the problem colorfully in 

The Best Man.

Politics has changed a lot since my day. The Age of 
the Great Hicks to which I belong is over. You rich 
boys have it all sewed up. Hell, you got to be a 
millionaire to run for President, nowadays, and it’s 
usually your Daddy’s million.65

These early assessments about potential resour­

ces must lead to an educated guess about probable suc­

cess . Upset victories are always possible, but there is 

no room for naivete in making the decision to run or 

sit it out. Curiously, it is a prognosis of sure defeat 

that convinces Bill McKay to run. He reasons that with 

victory an unreachable goal, he can use the campaign as 

an opportunity to mobilize the electorate’s awareness 

about certain important issues.

This pre-announcement period can also be used as 

^Quoted from the film, The Best Man. 

110



a time for trial balloons. As a non-candidate, the 

prospective contestant can make some speeches at civic 

affairs, speak with media representatives, and appear 

at public functions to test the political waters.66 The 

purpose of Grant Matthews' nationwide speechmaking tour 

is to determine whether his personality and ideas can 

catch on with important opinion leaders and with the 

general public. The success of this trip becomes part 

of the calculus that convinces him to announce his can­

didacy.

66Agranoff, Management of Election Campaigns, 

p. 290. c—a—

67Ibid., p. 290.

The announcement of candidacy, itself, can be­

come an important part of the campaign. It is often 

useful to make this announcement from a location with 

historic or symbolic importance.67 It can be the first 

substantial "media event" if we11-orchestrated. Bill 

McKay makes his announcement from the cluttered office 

of his storefront law office. The image immediately 

projected is of a man who cares about the poor people, 

minorities, and the oppressed. Grant Matthews' announce­

ment is staged very differently. He declares his can­

didacy from his home surrounded by his family and 

friends. This is designed to elicit a favorable res­

Ill



ponse from those who value traditional family virtues— 

a constituency that the campaign staff believes can be 

especially important to a Republican nominee.

This announcement usually offers an opportunity 

for the candidate to strike a keynote for the campaign 

in his "Why I am running" address.$$ Matthews' abortive 

speech exemplifies this ploy as he finally returns to 

the controversial themes he had begun with earlier in 

his speaking tour. This address should showcase the 

principal themes of the upcoming campaign. These themes 

should be few in number and simplistic in their appeal. 

They should tie together and highlight for the voter 

the principal issues or candidate qualities that will be 

stressed in the next several weeks, preferably in a slo- 

gan.69 "Bill McKay—For a Better Way" emphasized the 

youth and social activism of McKay, especially as con­

trasted with Crocker Jarman, his principal opponent. In 

The Dark Horse, "Hicks From the Stix" is meant to symbo­

lize his rural virtues and common sense ( a humorous

^Jernes Brown and Philip M. Seib, The Art of 

Politics : Electoral Strategies and Campaign Management 
(Port Washington, NY: Alfred Publishing Co., 1976), p?44.

^See, for example, Harry N. D. Fisher, "How the 

’I Dare You!' Candidate Won", in Agranoff, New Style in 
Election Campaigns, pp. 82-83; Edward A. Bernays, The 
Engineering of Consent (Norman, OK: University of Okla­
homa Press, 1955), p.16 ; and Agranoff, Management of 
Election Campaigns, p. 295.
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irony in that he has neither). The most ambitious slo­

gans are those on behalf of Willie Stark. Stark deliber­

ately attempts to stir the native populism of his poor, 

southern state with such slogans as "The People’s Will 

Should Be the Law of the State” and "My Study Is the 

Heart of the People".

Themes may also be developed in the candidate’s 

"standard" speeches. Details may of course vary with 

the interests of the particular constituents involved 

or with the requirements of the occasion. But it is 

useful to have a few set theme pieces designed to stir 

the political passions of the listeners. Themes are es­

pecially useful because they are both general and simple 

(or should be). Willie Stark learns this campaign tru­

ism when he asks his friend, Jack Burden, why his rea­

soned speeches on a "balanced tax program" are falling 

on deaf ears.

J.— All right. Look, Willie, you tell 'em too much. 
Just tell ’em you’re going to soak the fat boys 
and forget the rest of the tax stuff.

W.— That’s what I say.
J.— But it’s the way you say it. Willie, make ’em 

cry. Make ’em laugh, make ’em mad at you. 
Stir "em up and they’ll love it and come back 
for more. But for heaven’s sake don’t try to 
improve their minds.

70 •
Robert Rossen, Three Screen Plays (Garden City, 

NY: Doubleday, 1972), p. 30.

113



(Later)
W.— Do you want to know what my platform is? Here 

it is. I’m going to soak the fat boys and 
spread it thin.7^

Still, the candidate must at the same time avoid allow­

ing the monotony and heavy workload of the campaign turn 

him into an automaton. He must still be able to differ- 

72 
entiate the people and places that he confronts daily.

The standard speech can become a liability(especially 

in the era of television news coverage) if the candi­

date doesn’t occasionally vary his approach. The danger 

is humorously illustrated in The Candidate when McKay 

begins to babble hysterically as he transposes various 

statements of his standard speech into utter nonsense. 

He has long since forgotten what his speech really says 

and what his themes really mean.

Another important early consideration is the 

selection of a campaign manager. A cardinal rule of 

politics is that a candidate should not be his own cam­

. 73
paign manager. Running for office and managing a 

campaign operation are both full-time jobs. The candi­

date who chooses to try his hand at both is at a disad-

71Ibid., p. 42. 

72 
Brown, Art of Politics, p. 143.

73 . '
This practical rule is discussed in Brown, 

Art of Politics, p. 55.
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vantage. Hollywood candidates do not violate this rule, 

although it could be argued that Willie Stark and Frank 

Skeffington take more responsibility for day-to-day 

campaign activities than Steven Shadegg would recommend.

But out of all the prescriptions for victory offered 
here there is one I regard as paramount— the mana­
ger must command the campaign effort. Any division 
of authority between the manager and his assistants 
will, at some point in the campaign, produce disas­
ter. I argue this not because I think the campaign 
manager is in every case or in any case more compe­
tent than the candidate. The campaign must have 
unity....The manager can be objective; the candidate 
cannot completely divorce himself from the elect­
oral stress of being the candidate.

Campaign managers can be recruited from a number 

75 
of sources. The most common source is the ranks of 

trusted friends and business associates, one study indi­

cating that 60% of campaign managers were drawn from

76
close friends. Charles Foster Kane’s campaign is man­

aged by his best friend, Jed Leland (though Leland be­

comes disillusioned with his friend as a result of the 

experience). William Russell’s manager is an old friend, 

Dick Jensen, who also happens to be a professor of poli-

Stephen D. Shadegg, How to Win an Election : 
The Art of Political Victory (New York: Taplinger, 
196477PP. 25-34.

75 
Agranoff, Management of Election Campaigns, 

p. 195.

. ^Robert je Huckshorn and Robert C. Spencer, 

The Politics of Defeat (Amherst, MA: University of Mas­
sachusetts Press, 1971), p. 95.
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tical science. As noted above, the candidates them­

selves may take charge of the campaign as illustrated 

by Frank Skeffington•s "last hurrah". Family or close 

relatives may also be campaign managers. Joe Cantwell 

employs his brother who was himself an ex-Senator and 

former Presidential candidate.

An incumbent may wish to recuit someone out of 

his administration (a la Nixon—Mitchell) as manager. 

While it is difficult to determine whether Willie Stark 

ever has a campaign manager other than himself, Jack Bur­

den, a member of his personal staff, plays a large role 

in organizing and implementing the effort. Political 

parties are still capable of providing experienced per­

sons to potential candidates as campaign managers, though 

the candidate may have to relinquish some of his inde­

pendence. The Boss in The Great McGinty takes care of 

all the arrangements for McGinty's mayoral and guberna­

torial campaigns. Jim Conover, an old hand at Republi­

can party politics (references are made about him being 

part of the "old Harding gang"), is brought in to handle 

Grant Matthews' campaign.

But by far the fastest growing source of cam­

paign managers, especially for the larger constituency 

offices, are independent professionals and consulting 

firms. Rosenbloom states that a survey of major cam­
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paign management firms reveals that they served 842% 

more Congressional races in the period 1964-69 than in 

1952-57 and 626% more statewide races over the same 

77
period. As early as 1932 Hollywood took note of the 

phenomenon of professional managers with its portrayal 

of Hal Blake, "the man who can sell anything", in The 

Dark Horse. Blake is not a management firm in the mod­

ern, corporate sense of the term, but there are numerous 

references to his having travelled from one campaign to 

another. Indeed, the conclusion of the film finds him 

leaving for Nevada and a new candidate. The firm rep­

resented by Lucas Klein in The Candidate is more out of 

the modern mold as he brings with him an entire phalanx 

of specialists and workers. The disturbing, but some­

what unrealistic, aspect of Klein’s firm is that it re­

places the traditional party function of reculting can­

didates. In essence, the campaign manager hires the 

candidate so as to provide a market for his firm’s pro­

fessional services. Fortunately, there appears to be 

little documentation to support The Candidate’s menacing 

prospect.

Apart from themes and slogans, the orientation 

of a campaign must be established early. The basic op- 

77 
David L. Rosenbloom, The Election Men : Pro­

fessional Campaign Managers and American Democracy (New 
York : Quadrangle Books, 1973), p. 51.
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tions appear to be three : 1) a party-oriented campaign, 

2) a candidate-oriented approach, and 3) an issues ori­

entation . Certainly any campaign can, and should, con­

tain elements of each of these approaches. However, it 

is usually best to concentrate campaign strategy upon 

the orientation best-suited to the particular set of re­

sources and environmental factors. For instance, a cam­

paign stressing the candidate’s party affiliation would 

be most appropriate where party registration was advan­

tageous . Dan McGinty’s campaigns come closest to the 

party-orientation model. His appeals are to loyalty to 

the party (and to the machine). It is made clear that 

his party (not named in the film, but clearly the Demo­

crats) represents the interest of the less wealthy, work­

ing class, and unemployed while the opposition stands 

for the well-to-do and privileged. Frank Skeffington’s 

campaign is also oriented toward his party affiliation, 

though the resources of his personality are also an im­

portant factor.

Candidate-oriented campaigns are designed to 

convince the electorate to vote for "the man, not the 

party” and are often employed when party registrations 

are unfavorable or when the nominee has certain excep­

tionally marketable qualities. The sharpest, and fun­

niest, example of such a campaign is found in Hail the
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Conquering Hero. Truesmith is chosen as candidate for 

mayor on one basis only— he is a "war hero". There are 

no issues whatsoever to encumber the campaign. (Indeed, 

what issues could there be in Oakridge?) There is no 

partisan appeal to be made. He is a Progressive only 

because they were the first to have the idea of nomina­

ting him. Eight years before Eisenhower’s first campaign 

the sublime possibilities of a hero-candidacy are explor­

ed.

The choice of Robert Redford to portray Bill Mc­

Kay is a deliberate coup. The Candidate’s campaign is 

organized entirely around his blue eyes, handsome face, 

and virile-looking figure. His issue stands are delib­

erately obfuscated and party appeals are only tangential. 

He is surely a celebrity personality as demonstrated 

by the fawning and fainting of female "groupies" old 

and young. His campaign managers use this candidate 

image as their primary thrust.

The kind of issue-oriented campaign recently 

carried on by Barry Goldwater and George McGovern has 

no corresponding representation in Hollywood. The near­

est approximations are the campaigns of Grant Matthews 

and Willie Stark. Matthews’ popularity is somewhat re­

lated to his pleas for national unity and world govern­

ment. Stark’s campaign is filled with issue slogans 
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such as "Free Medicine For All People—Not As A Charity 

But As A Right". Moreover, he appeals to the rural seg­

ment of his state with his "soak the rich" schemes. 

Still, in both of these campaigns it is the dynamic 

qualities of the candidates themselves which really 

serve as the cutting edge of their campaign efforts.

Again, this section cannot hope to offer a com­

plete picture of campaign politics. There has, however, 

been an attempt to suggest that the films offer a lode 

of insights and information about pre-campaign strategy.

HOLLYWOOD AND THE MASS MEDIA

Candidates have long employed mass media as part 

of their campaign strategy. Even in the earliest years 

of the republic competitors for public office sought the 

support of newspapers and tabloids. One would suspect 

that in those ëarïÿ“ times newspapers could wield a great 

deal of influence over a public which had few other 

sources of information about candidates from other com­

munities , counties, or states.

Newspapers are still an important factor in cam­

paigns today. As with all of the mass media it is ex­

tremely difficult to determine how much short-term fac­

tors can affect public opinion and, thus, voter behavior. 

Nimmo, for instance, has stressed the "rule of minimal
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effects”. At best, the media can have some influence 

upon opinion leaders who may, in turn, influence their 

peers. But the media’s direct effects appear to be neg- 

78 
ligible. But there are some studies which dispute the 

rule of minimal effects as it applies to newspapers. 

Robinson, for instance, has reported that in the 1960 

and 1968 Presidential elections newspaper editorials 

may have played a critical role.

With other variables controlled, it was estimated 
that a newspaper’s perceived support of one candi­
date rather than another was associated with a 6 
percent edge in vote for the endorsed candidate over 
his opponent. ?

Two films illustrate the power of newspapers. 

D. B. Norton, the villainous tycoon of Meet John Doe, 

seeks to extend his control over public affairs through 

the Bulletin. The John Doe character first appears as 

a creation of a fired reporter who writes an angry let­

ter- to— the-editor attacking the materialism and selfish­

ness in the world and signs the letter: John Doe. When

See, for example, Nimmo, Candidates and Their 
Images, p. 20; Walter Weiss, ’’Effects of Mass Media of 
Communication" in Handbook of Social Psychology, vol. 5, 
ed. by Gardner Lindzey and Elliot Aronson (Boston : Addi­
son-Wesley, 1969), pp. 77-195 ; and Otto Larsen, "Social 
Effects of Mass Communication" in Handbook of Modern So­
ciology, ed. by Robert Faris (Chicago: Rand McNally, 19­
64), pp. 349-81.

79
John P. Robinson, "Perceived Media Bias and 

the 1968 Vote: Can the Medai Affect Behavior After All”, 
Journalism Quarterly. 49 (Summer 1972), p. 244. 
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the letter strikes a responsive chord in the public, 

Norton hires a hobo to portray John Doe and has him 

#write" more letters to Norton’s newspaper. The ploy 

is so successful that a political movement takes hold 

at the grassroots which Norton later seeks to exploit. 

That he ultimately fails does not lessen the central 

theme. The newspaper, in concert with radio, was able 

to influence the public on political matters to a very- 

large degree.

This is confirmed again in Citizen Kane. Kane 

uses his newspaper to thrust himself into the political 

spotlight. He is seen as a publisher who is willing to 

exploit, distort, even create news events for his own 

political advantage. From this popular base Kane runs 

for Governor and is considered a sure winner until a 

personal indiscretion gives his opponent some moral am­

munition.

The second of the major mass media is radio. Of­

ten overlooked because of the current fascination with 

television, radio is important both for its continuing 

use as a campaign resource and for its historical impact 

upon voter turnout. When radio experienced its rapid 

growth in the 1930’s it apparently reduced the costs of 

obtaining political information sufficiently that voter 

turnout increased sharply. No such increase occured
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80 
with the advent of television. Again, the rule of 

minimal effects seems to prevail in studies of radio’s 

direct effects. Hollywood, however, has portrayed ra­

dio as an essential part of any political campaign of 

the 1940’s. Grant Matthews in State of the Union plans 

to announce his candidacy for the Presidency from his 

home on a national radio hook-up. Moreover, his candi­

dacy developed its early momentum from a series of 

speaking engagements in cities across the country, many 

of which were broadcast on local radio. These served 

to “build” his grassroots support.

Radio is even more important in Meet John Doe. 

After developing a local constituency with his newspaper, 

Norton seeks to expand his influence by putting John 

Doe on a series of nationwide radio programs. From these 

springs the real John Doe Movement. In response to Wil­

loughby’s pleas for brotherhood and common humanity, 

John Doe Clubs are established throughout the country, 

leading eventually to a national convention at which 

Norton unsuccessfully tries to steer the delegates into 

nominating himself for President. Unfortunately, no 

films really depict radio as it is used today in polit­

ical campaigns. The extensive use of "drive time” for

80
Angus Campbell, "Has Television Reshaped Poli­

tics? ”, Columbia Journalism Review, 1 (1963), p. 13.
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political messages is common to most political cam- 

81 
paigns. Yet, even in The Candidate (the most recent 

of the films) this is largely ignored.

The medium which has come under the sharpest 

criticism has been television. Most of its critics em­

phasize the medium’s alleged ability to manipulate vo­

ters into irrational behavior. Principally, television 

campaigning is attacked for its emphasis on style rather 

than substance— on the image of a man rather than on 

his performance. Journalist Joe McGinniss states the 

issue powerfully.

The TV candidate, then, is measured not against his 
predecessors— not against a standard of performance 
established by two centuries of democracy— but 
against Mike Douglas. How well does he handle him­
self? Does he mumble, does he make me laugh, does 
he twitch? Do I feel warm inside? Style becomes 
substance the medium is the massage and the masseur 
gets the votes.82

In a less colorful vein, Dreyer comments that television 

is a short-term force in any election and has consider­

able potential for eroding long-term bases of voter 

support(the so-called "normal vote").* 82 83

Agranoff, Management of Election Campaigns. 
pp. 391-94. ---- ----------------------—

82
Joe McGinniss, The Selling of the President 

1968 (New York: Pocket Books, 1970), p. 23.

83
Edward Dreyer, "Media Use and Electoral Choi­

ces: Some Political Consequences of Information Exposure" 
Public Opinion Quarterly, 35(Winter 1971-72), p. 551.

124



Of the four post-1950 films, two, A Face in the 

Crowd and The Candidate, reflect in some depth upon the 

phenomenon of television in politics. In general, they 

agree with the thesis that television sells political 

ideas and political candidates like it sells underarm 

deodorant. In fact, in The Candidate Howard K. Smith 

says precisely that. He appears toward the end of the 

fj.lm as we see him delivering an on—the—air commentary 

about the McKay—Jarman race. His editorial essentially 

summarizes what has transpired earlier in the film. He 

notes that McKay began as a fresh candidate with fresh 

ideas. Now, he laments, McKay is campaigning more on 

style and clever packaging. The implication is that the 

demands of television have corrupted the candidates and 

deceived the public.

The entire public career of Lonesome Rhodes(A 

Face in the Crowd) is an indictment of the power that 

television can exercise over the mass mind. Lonesome is 

no more than a drunken vagrant when we first meet him. 

Yet, by using his native good humor and personality he 

parlays himself into a national television program in 

which his image as the home-spun, fun—loving guy next 

door is used to sell everything from "Vitajax" to, ul­

timately, a potential Presidential nominee. Yet his 

image and the image of Senator Fuller (the erstwhile 
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nominee) are totally artificial. Lonesome is a malevo­

lent power-seeking egomaniac interested only in what he 

can gain from his new-found success. But the power of 

the television camera is capable of projecting his "old- 

fashioned mixture of honesty and orneryness and indepen­

dence and meanness and shirt-off-his-back sentimentality" 

as reality.

Weiss, Nimmo, and others may argue that the ef­

fects of television upon electoral behavior, particular­

ly voter change during the campaign period, are minimal?4 

The Hollywood verdict, however, is for the McGinniss ar­

gument in its extreme. Television can create the demand 

for a product(candidate) and then help to fill it.

Beyond this generalized anti-television bias, 

the films recognize the political facts of campaign life. 

Television is a necessary part of any large-scale poli­

tical campaign. He who scorns the use of the medium 

does so at his own peril. This is the lesson that Frank 

Skeffington painfully learns. With the population ex­

plosion of the 20th century, constituencies grew rapidly 

in size. The face—to—face contact used by most candi­

dates became more difficult to establish. Just as the 

politician could no longer know each of his const!tu—

84
See footnote 78.

126



ents, his constituents found it exceedingly difficult to 

know him. First radio and then television served as 

useful intermediaries in the attempt to maintain the 

linkage between voter and politician.Skeffington 

fails to recognize this. When he sees his opponent’s 

amateurish appearance on TV, he spurns the medium and 

continues to campaign as he always has. While McClus­

key has, at least, made an attempt to present himself 

to his constituents, Skeffington relies on the old (lit­

erally) ward heelers to bridge the gap. It is no longer 

enough.

The films offer some interesting illustrations 

of many of the television campaign techniques and prin­

ciples currently in vogue. For instance, they can high­

light the differences between the use of television as 

"visual radio" and its use as "coming into your home". 

According to McCluhan, radio is a "hot" medium. That is, 

it must thrust itself constantly at the listener in or­

der to hold his attention. When television campaign 

spots seek to dazzle, entertain, pronounce, or throw 

visual images at the viewer the medium is being hot and 

thus more like radio.Jarman and McKay are experts

^Anderson, In, the Arena, p. 159.

^Marshall McCluhan, cited in McGinniss, Selling 

of the President, pp. 190-96.
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at using hot television (though McCluhan argues that 

this is an inappropriate and ineffective approach to us­

ing television). Their spots are extremely slick. The 

sights and sounds in them are attractive. The candi­

dates themselves, both handsome and articulate, are re­

vealed in a favorable- light. The Jarman "family spot" 

has a natural and spontaneous look to it, thus present­

ing a favorable image (this is in marked contrast to the 

hilarious McCluskey spot in The Last Hurrah). McKay is 

ably portrayed as the youthful activist, strolling among 

the people in his shirtsleeves.

While these sorts of techniques are the most 

common in modern campaigns, McCluhan is convinced that 

television is a "cool" medium and could be used more ef- 

8 7
factively via that style. What the viewer craves is 

not entertainment but participation. Lonesome Rhodes’ 

"Around the Crackerbarrel" program is an excellent exam­

ple of TV as a cool medium. Rhodes doesn’t attack the 

audience with images. Rather, he asks to come into the 

viewer’s home and "set a spell". The tone is relaxed, 

open, unrehearsed— to show his sense of humor, his 

one-of-the-boys demeanor, his humanity.

Given the quantity of campaign activity geared 

toward television it has become customary for larger

870p. cit.
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campaigns to hire a specialist in media advertising for 

88
the campaign team. (Witness the work of David Garth 

in the 1977 New York mayoral and New Jersey gubernator­

ial races.) As portrayed in The Candidate this special­

ist has the responsibility for producing all of his 

controlled TV appearances and may even extend to the 

actual coaching of the candidate for those appearances. 

For example, the specialist raves about Crocker Jarman’s 

skill before the cameras. Jarman is the only candidate 

he has ever known who could gaze at a camera straight 

ahead without looking shifty-eyed. Such a presence , 

he continues, must grow out of an understanding that 

television is a very different enterprise that requires 

special skills and hard work.

There is, of course, no one universally accept­

ed technique among the political television specialists. 

In fact, in The Candidate several of the more prominent 

television strategies can be seen. Roger Ailes, famous 

for his work with Richard Nixon in 1968, believes that 

the candidate’s voice must receive preeminence. The 

voter’s attention must be focused upon the candidate as 

much as possible. When other elements are introduced 

into the spot, the viewer may not always make the cor-

88
Agranoff, New Style in Election Campaigns, pp. 
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rect connection between message and candidate. Jar­

man's spots are done very much in the Ailes style. He 

appears in front of the camera, relaxed, well-tanned, 

and confident, and speaks to the audience about his cam­

paign themes.

Another approach is the cinema verite style ad­

vocated by Charles Guggenheim. His strategy arises 

from some recent research which indicates that the un­

controlled media are more effective than the controlled 

media in influencing the public, particularly in the 

90 
area of issue awareness. Controlled media messages 

are those that the candidate can carefully create, usu­

ally in a studio, eliminating any unwanted material or 

occurrences. Uncontrolled media are those over which 

the candidate has little or no influence. Such things 

as television news coverage, live events, question-and- 

answer panels, and debates are examples of uncontrolled 

media events. The realism and "live" qualities of these 

events seem to strike many viewers as more credible than 

the pre-packaged spots and thus more influential. As 

Daniel Boorstin notes, credibility is now more valuable 

than truth because it is far simpler for the viewer to

89 ^Ibid., p. 268. 

90 
DeVries, Ticket-Splitter, pp. 77-78.
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91assess.

The Guggenheim strategy is to make controlled 

media appear as uncontrolled as possible. Guggenheim 

would, for instance, often take a TV crew out on the 

hustings with the candidate shooting footage of him 

"talkingto the people”. This film could then be edited 

. go
into a package putting the candidate in his best light. 

This is precisely the strategy pursued by McKay’s media 

specialists. We see camera crews following McKay as he 

meets workers at a factory, as he tours a Black neigh­

borhood , as he chats informally with young people on a 

polluted beach. In fact, these staged happenings are 

called ’’media events” and are advocated by almost all 

. 93
media experts. The footage has the same jerky, spon­

taneous quality of news film. Yet it is totally control­

led. That this is true is illuminated by a scene where 

the producer shows McKay a disastrous tape of the can­

didate in a medical clinic being overwhelmed by crying

91 .
Daniel Boorstin cited in Anderson, In the Ar­

ena, p. 25. 

92
’’Political Advertising : Making It Look Like 

News”, Congressional Quarterly. 30 (November 4, 1972), 
pp. 2900-03. 

93
See, for example, Joseph Napolitan, The Elec­

tion Game (Garden City, NY: Doubleday, 1972), pp. 97-98; 
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and Robert MacNeil, The People Machine (New York : Harper 
& Row, 1968), pp. 184-93.
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babies and hostile Black mothers. This film clip will 

never see the public light of day.

A third approach is championed by Tony Schwartz. 

More akin to a theme than a technique , Schwartz's style 

urges the candidate to direct his media effort into an 

image appeal. He should ignore issue and partisan ap­

peals. Instead, the campaigner should recognize that 

voters have feelings and are more likely to respond to 

an appeal to those feelings than to the voter's intel­

lect. The job of the media specialist is, thus, to com­

municate to the voter those personal qualities of the 

94 
candidate that are especially attractive. ' Image takes 

precedence over issues. Both Jarman and McKay make use 

of the Schwartz style. Jarman's commercials emphasize 

his reliability and his integrity. They show him as a 

warm, decent family man. They also show him appearing 

at football games. McKay's ads stress his youth, his 

activismCnot political, but physical). As played by 

Robert Redford, McKay’s handsomeness is accentuated by 

shots of adoring crowds.

The Schwartz approach assumes that the popular 

perceptions of a candidate are a function of the images 

projected by the candidate (or more accurately, his cam-

'Tony Schwartz, "The inside of the Outside" in 
Agranoff, New Style in Election Campaigns, pp. 344-58. 
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paign spots). According to this image, or stimulus, 

theory, if a candidate’s media ads project an image of 

humility then that is the image the public will per- 

95 
ceive. Another theory, perceptual balance, asserts 

that voters project their own values onto the candidate?0 

That is, if a voter values humility highly he will seek 

to project that image onto at least one of the candi­

dates. .

Research by Gordon suggests that "voters prefer 

candidates they perceive as benevolent(kind, generous, 

and helpful) and as having a touch of humility". Va­

lues related to a candidate’s desire for power or his 

strength or egotism are viewed negatively. If Gordon 

is correct, then the media specialist would do well to 

have his candidate try to project an image with those 

positive values. In assessing the TV images of Jarman 

and McKay one would have to say that their images fall 

somewhere in the middle of the Gordon continuum. Nei­

ther man projects much of a benevolent image. At the 

same time, neither one seems to stress power or reveal

95
Nimmo, Candidates and Their Images, pp. 82-84. 

96
Ibid., pp. 84-89.

97
Leonard V. Gordon, "The Image of Political 

Candidates: Values and Voter Preference", Journal of 
Applied Psychology, 56 (1972), pp. 382-87.
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a great deal of egotism— until the end of the campaign 

when both men begin to reveal their negative sides.

Curiously, when one assesses all of the candi­

dates in the films (including those without the benefit 

of television campaigns) only two candidates stand out 

as projecting an image of benevolence. Interestingly 

enough, the two, John Doe and Woodrow Truesmith, are 

the most reluctant of the candidates. In fact, the 

more humility that Truesmith exhibits the more popular 

he becomes. Of the others, Kane, McGinty, Stark, and 

Cantwell clearly project images that are negative by 

Gordon’s scale. Frank Skeffington and William Russell 

seem to project ambiguous images. Some of the public 

obviously perceives them as benevolent, kind men. Yet 

their desire for power is evident to other segments of 

the public.

Finally, can television "create” a viable candi­

date and then enable him to win an election regardless 

of his qualifications?. Certainly there is ample evi­

dence that voters deem candidate qualities more import- 

98 
ant than they do issue or party considerations. As 

candidate qualities increase in importance, television 

seems particularly well-suited to promulgating these

98 .
Nie, Changing American Voter, pp. 164-73; and 

Nimmo, Candidates and Their Images, p. 135.
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99 
intangible qualities. Moreover, there is considerable 

case evidence that candidates who were "unknown” have, 

through massive media expenditures, eventually won, e.g. 

John Kennedy in the 1960 primaries, George McGovern in 

the 1972 primaries, Howard Metzenbaum in the Ohio Senate 

primary of 1966^^ perhaps even Jimmy Carter in 1976.

Yet, it is unproven that television by itself was suf­

ficient to bring about these victories. There is still 

much support for the rule of minimal effects. Neverthe- —-- • - • - —• ■ — ———

less, Hollywood’s verdict in The Candidate, A Face in the 

Crowd, and The Last Hurrah is that television is the 

great manipulator of public opinion and a force for 

great anti-democratic potential in American society. 

At the very least, Hollywood seems to be saying that 

television offers to change the nature of American cam­

paign politics.

"Stanley Kelley, Jr., "Elections and the Mass 

Media", Law and Contemporary Problems, 28 (Spring 1962), 
pp. 309-11; and Agranoff, Nev; Style in Election Cam- 
paiqns, p. 265.

l°°Agranoff, New Style in Election Campaigns, 

p. 263.
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CHAPTER THREE

AMERICAN POLITICAL CAMPAIGNING

AND THE MOVIES:

A COURSE UTILIZING HOLLYWOOD

FILMS TO TEACH CAMPAIGN POLITICS



INTRODUCTION

The major thrust of this project is to demon­

strate that Hollywood films can help students to learn 

about politics• To this point the principal theme of 

discussion has been the theoretical aspects of teaching 

with film. There is a body of research and theory about 

the teaching-learning process that could justify the use 

1 
of film in the classroom. In addition, films can, at 

least in theory, serve as valuable sources of knowledge 

about politics to the viewer who is willing to look for 

2 
this kind of information. The next step is to put the 

theory to the test.

To this end, "American Political Campaigning and 

the Movies" was offered as an interim term course at 

Iowa Wesleyan College, Mount Pleasant, Iowa in January 

1977. The purpose of this chapter is to discuss in some 

detail how the film-oriented approach was employed to 

teach campaign politics. Particular stress will be pla­

ced on the procedures and strategies used to design, or­

ganise, and, finally, implement this course.

See the discussion above, pp. 52-65. 

2
This proposition is discussed at great length 

in Chapter Two.
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THE COLLEGE

One of the basic tenets of this paper is that 

the success or failure of any teaching method or approach 

is contingent upon a large number of factors, e.g. class 

size, physical environment, and student abilities to 

3 
name but a few. Thus any complete discussion of this 

course must also include information about as many of 

these environmental factors as possible.

Iowa Wesleyan College is a small, four-year lib­

eral arts college traditionally affiliated with the Uni­

ted Methodist Church. Located in a small town in the 

southeastern corner of the state, Iowa Wesleyan draws 

the largest portion of its student body from the rural 

and small-town areas of Eastern Iowa and Western Illi­

nois. The college offers majors in most of the tradi­

tional liberal arts disciplines as well as in a burgeon­

ing nursing program. In recent years declining enroll­

ments , which fell from a high of about 900 students in 

the late 1960‘s to a little less than 600 in 1977, had 

resulted in some very severe financial difficulties.

As one strategy designed to alleviate the defi­

cits , the college embarked upon several programs direct­

ed at increasing student enrollment. Normally, such

3
See above, pp. 31-41.
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matters of administrative policy would be of little con­

cern to the classroom instructor. However, one recruit­

ment strategy was a reduction in admissions standards 

for incoming freshmen in all but the nursing program. 

This policy was in effect for the classes of 1979 and 

1980. The change was not a dramatic one. Admissions 

standards at Iowa Wesleyan had never been particularly 

rigorous. Nevertheless, there was a subjective feeling 

among many faculty that the classes of 1979 and 1980 .

were less prepared as a group, especially in basic 

skills such as writing and readingthan previous class­

es in recent memory. This is noteworthy because these 

two classes would probably provide a large portion of 

the students for "American Political Campaigning and 

the Movies".

THE INTERIM

The course, "American Political Campaigning and 

the Movies", was offered during the January 1977 interim 

at Iowa Wesleyan. The interim is a one-month term of 

study and is part of a 4-1-4 academic calendar that is 

now quite popular, especially among smaller private col­

leges. Some schools choose to offer this term in May as 

a 4-4-1 arrangement, but the most common setting for the 

interim is in January. The interim at Iowa Wesleyan is 
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quite different, both in intent and structure, from the 

two regular semesters. Because many of the institution­

al policies regarding the interim affected the planning 

and teaching of this course, considerable attention will 

be focused on these special aspects.

1. College policy expressed a clear preference 

for innovative and non-traditional learning experiences 

during the interim. While judgements about what is in­

novative and what is not are largely subjective, this 

policy was only sporadically enforced. Rarely did more than 

50% of the course descriptions for any interim appear to 

be strikingly innovative or non-traditional. Neverthe­

less, an institutional climate existed which encouraged 

faculty to experiment with new approaches.

2. The faculty was expected to offer courses not 

listed regularly in the college catalog. This policy of 

offering only "new" courses was in keeping with the theme 

of the interim as a change of pace. Because "American 

Political Campaigning and the Movies" was not a regular 

catalog offering, it satisfied the policy. Of course, 

the fact that a course was not in the catalog did not 

necessarily make it innovative. Indeed, most of the 

courses listed for an interim were fairly traditional in 

their approach, e.g. "Europe in World War II, "Introduc­

tion to Biochemistry", or "American Female Poets". For 
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many faculty members, teaching a course outside of their 

usual routine was defined as innovation.

3. Interim courses were classified as "general 

studies". That is, the courses could not require any 

prerequisites and should be open for enrollment to any 

student. This meant the coursework had to be such that 

a student from any grade level and any major should be 

capable of handling it. Faculty were encouraged to de­

sign interdisciplinary courses so as to conform to the 

spirit of this policy. For this project, however, the 

"general studies" policy could have created some diffi­

culties in course planning. In this instance, it was 

conceivable that "American Campaign Politics and the 

Movies" could have senior political science majors as 

well as freshmen nursing students. Such examples had 

occurred in other interim courses. In such a case, the 

course would probably be a waste for the former or fut­

ility for the latter. However, these difficulties were 

ameliorated in two ways.

First, all political science majors were advised 

not to take the course. The few majors who expressed 

some initial interest were urged to take the regular 

catalog listing, "American Party Politics", during a 

regular semester. Those who had already taken "American 

Party Politics" recognized that the interim course re­

141



peated enough of the same material to reduce its appeal.

Second, all interim courses are elective. Stu­

dents receive an interim catalog that contains rather de­

tailed course descriptions and requirements. These make 

it reasonably clear what will be expected of students 

ineach course. Thus, given this process of self-exclu­

sion, one is probably less likely to have either the 

woefully unprepared or the highly disinterested student 

enrolling in the course.

4. Class sizes are limited by administrative fi­

at so as to assure adequate enrollments in all interim 

courses. The upper limit for most single-instructor 

courses was 25. While this limit did not guarantee an 

exact class size, it did provide the likelihood of a 

moderate—sized class. Such knowledge was very useful in 

the planning for the course.

5. One could anticipate that most of the stu­

dents would be freshmen or sophomores. While some pro­

portion would still be upper-classmen, many juniors and 

seniors do not enroll in interim courses because they 

are involved in off-campus study or simply do not need 

the interim credit hours. Students were not required to 

enroll in the interim. Again, such information proved 

useful in planning the course.

6. During the interim, students register for
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only one course. This arrangement was of particular im­

portance in this instance because of the great schedul­

ing flexibility it allowed. Feature-length films are 

difficult to integrate into the traditional 50 or 75- 

minute time blocs common to most courses. The films 

would have to be editedCprobably to their disadvantage), 

or screened over several class meetings(reducing the 

dramatic impact), or shown on an extracurricular basis 

(an imposition upon the students). However, during the 

interim the student has no other academic responsibili­

ties. Thus, films can be shown in their entirety. 

Classroom time can easily be adjusted for special acti­

vities without any imposition on the students.

FILMS FOR POLITICAL SCIENCE: THE LITERATURE

Before designing "American Political Campaign­

ing and the Movies" a rigorous search of the literature 

for similar experiments was undertaken. Most of the 

studies dealing with the uses of film in the college 

social science classroom are results-oriented. These 

studies usually report whether or not films had a fav­

orable impact on learning (often supported with little 

or no empirical data), but they rarely offer any detail­

ed information about course design or course implement­

ation. To this point there are only two prominent stu­
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dies dealing with the use of Hollywood feature films to 

teach American politics at the college level. An arti­

cle in a recent issue of DEA News suggests that a number 

of studies and articles will soon be forthcoming.But 

as yet there are few guideposts for designing such a 

course.

Patrick O’Meara discusses the general issue of 

the use of commercial films to teach political science. 

For the most part, the article is written from a specu­

lative and theoretical perspective and deals with such 

matters as film as a motivator, learning theory, and the 

impact of film. However, most of these issues have been 

discussed earlier.$ O’Meara offers little specific in­

formation or advice about designing a political science 

course using films. He does, however, offer several 

general suggestions about using films. The most use­

ful of these will be cited later where appropriate.

Jose Sanchez also reports about efforts to use 

films to teach American politics. His course at Adelphi

4
Dean C. Myers, ’’Filmography", DEA News, no. 15 

(Fall 1977), pp. 2-3.

^Patrick O’Meara, "The Use of Full-Length Com­

mercial Films in Political Science Undergraduate Educa­
tion” , Teaching Political Science, 3 (January 1976), pp. 
215-21.

^See the discussion above, especially pp. 52-65.
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University did use Hollywood films as a learning re- 

7 
source. Indeed, the objectives of his course differ 

only slightly from the objectives of the course des­

cribed here. Sanchez was concerned principally with in­

creasing the film literacy of his students. That is, 

his emphasis was upon the study of the film as a polit­

ical statement. Students were encouraged to extract 

the major political ideas and meanings from the films. 

This involved understanding the director’s point of view 

and interpreting the film’s political message. All of 

these objectives were also included in the Iowa Wesleyan 

course. But a subtle distinction between the two ap­

proaches remains. Sanchez appears to place greatest 

emphasis on the study of films as film. His course is, 

after all, about the American political film, not about 

American politics directly. The focus in "American Pol­

itical Campaigning and the Movies" was on film as an 

instrument to stimulate learning about campaign politics. 

Sanchez’s terminal goal seems to be a better awareness 

of the political content of films. Here the concern is 

to use film to help students obtain something more— a 

better understanding of a substantive area(campaign pol­

itics). The films are merely agents in achieving that 

7
Jose M. Sanchez, "Hollywood Comes to Class : A 

Course on the American Political Film", Teaching Politi­
cal Science, 4 (October 1976), pp. 93-99.
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end. However, the kind of film literacy encouraged by 

Sanchez is extremely useful. It makes the films more 

effective as stimuli for discussions and learning. 

Some of his ideas for improving film literacy will be 

noted later. Nevertheless, Sanchez offers few details 

about the teaching strategies he employed.

There are a few other studies reporting the use 

of Hollywood films as teaching tools in disciplines
Q 

closely related to political science. History , socio-

9 in 11
logy , social studies , and American studies are just 

a few of the areas in which noteworthy studies have tak­

en place. Again, though, most of the reports merely 

comment that the films were useful and stimulating or 

note some favorable comparisons with other teaching ap­

proaches. There are very few specific practical-sugges-

See, for example, Lawrence L. Murray, "The Fea­
ture Film as Historical Document", The Social Studies, 
68 (January/February 1977), pp. 10-14; D. J. Wenden, 
"Films and the Teaching of Modern History", History, 55 
(June 1970), pp. 216-19; and Claire Hirschfield, "Teach­
ing History to the Disadvantaged College Student: A 
History through Film Approach", Film & History, 4 (Feb­
ruary 1974), pp. 4-11.

9
K. G. Collier, "An Experiment in University 

Teaching", Universities Quarterly, 20 (June 1966), pp. 
336-48.

10 
O’Connor, Teaching History with Film.

11
Peter C. Rollins, "Film and American Studies: 

Questions, Activities, Guides", American Quarterly, 26 
(August 1974), pp. 245-65.
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tions or guidelines in the literature to assist the 

teacher in developing similar courses.

Thus, there were three principal sources for the 

ideas about teaching strategies, techniques, and plan­

ning used in this course. First, some ideas were drawn 

from the results and interpretations of other research 

about film-oriented instruction. Second, the instruc­

tor had used films as a teaching approach in another 

course, "The American West and the American Western", 

that he had taught during the two previous interims. 

This experience suggested a number of ideas that proved 

useful in this experiment. Finally, some strategies 

were developed based upon the principles implied by re­

search in learning theory. Wherever possible, the 

source of each distinct procedure will be noted.

ESTABLISHING GENERAL GUIDELINES

The first step in designing "American Political 

Campaigning and the Movies" was to establish certain 

general guidelines. These guidelines were not object­

ives. Behavioral objectives usually require a rather 

high degree of specificity. Instead, these guidelines 

were statements of principle or educational philosophy 

that could serve as a framework for the more specific 

details of the course to be developed later.
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It was believed, for example, that no matter 

what teaching methods were finally adopted, the academ­

ic standards for the course should be at least as strin­

gent as for any other course offered by the same instruc­

tor. There was an obvious danger that students and 

faculty would perceive the experimental course as a 

"watered-down" version or as "fun-and-games" time. Great 

care would have to be exercised to prevent the films from 

trivializing the subject matter. The project’s educa­

tional value could only be asserted if substantive 

learning was taking place. Adequate academic standards 

would help to uphold the seriousness of purpose demand­

ed by the course.

Another guideline was that a special effort 

should be made to encourage individual inquiry efforts 

by the students. This, after all, is a major reason for 

even exploring film as a teaching-learning resource in 

the first place. The findings reported earlier suggest­

ed that films might prove to be an effective means of 

encouraging the transition from any interests initiated 

by the films to substantive learning in the subject 

12 
area. Means should be found to encourage students 

to explore their curiosity.

12
Bruner, Toward a Theory of Instruction ; also 

see the discussion above, pp. 52-65.
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In addition, an important guideline for any 

course in the liberal arts tradition is that there be 

ample opportunity for oral and written articulation. 

Knowledge and insight are of little value if the stu­

dent is unable to effectively express those ideas to 

himself and to others. Films may provide a stimulus 

for thought, but the course design should integrate 

specific exercises and opportunities in such a way as 

to encourage writing and speaking skills. In this way, 

the liberal desire for the broadly educated person will 

more likely be served.

ORGANIZING THE COURSE

Having established general guidelines, the task 

was now to design a course that implemented those prin­

ciples. The strategies employed in organizing "American 

Political Campaigning and the Movies" were not entirely 

unique. The factor which caused the most significant 

difference in planning for this course as opposed to 

others was the use of Hollywood films. Thus, this sec­

tion emphasizes those areas of course planning upon 

which films made the greatest impact.

First of all, a decision was made that the 

course would not follow the traditional building-block
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13 approach used in most courses. This strategy was ad­

opted for two reasons. 1) It would be difficult to find 

films whose content could be narrowly defined enough to 

conform to the limits of a particular instructional unit 

Most of the prospective film choices portrayed many as­

pects of campaign politics. It would be unrealistic to 

force students to pay attention only to the ideas rele­

vant to their current unit of study. 2) If the films 

were successful in generating student interest in the 

subject, an inquiry approach would encourage them to 

pursue those interests more so than a structured ap­

proach. This more informal structure took the form of 

a topical approach to campaigning.

Thus, this first stage of planning continued 

with the gathering of various information sources about 

campaign politics which were then collated and classi­

fied under a number of topics. This search relied heav-

a n __ _ _ _ __

The "building block” approach has been defined 
in many ways. As used here the building-block approach 
assumes that there is an ordered sequence of items to be 
learned. For example, a student learns material in 
stage two because he has been exposed already to the in­
formation in stage one. Without that exposure, the ma­
terial in stage two would be too complex to understand. 
Thus, stage two "builds” on stage one. Most textbooks 
acknowledge this practice by introducing terminology in 
early chapters that is essential to later chapters. 
Therefore, Chapter 10 of such a hypothetical text be­
comes difficult to understand without the context pro­
vided by the previous nine.
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ily on the resources of the Iowa Wesleyan library. A 

topical bibliography was developed (see Appendix A). The 

importance of this bibliography was heightened because 

students would not be required to read a specific text­

book. A textbook, with its building-block format, could 

quickly impose a more formal structure on the class than 

was intended. Instead, students would be reading from 

a large number of sources drawn from this bibliography. 

Each student’s reading would depend somewhat on his par­

ticular interests. This bibliography is, of course, not 

comprehensive. But it probably does reflect the kind of 

materials that are likely to be available in a small 

college library.

The second step was to prepare a tentative course 

outline, including a schedule of which topics might be 

studied. A basic parameter of this course was that the 

instructor and students could be free to suggest addi­

tions or deletions to this schedule, or could suggest 

that some topics be examined in greater detail. Such 

flexibility might encourage greater student interest in 

the course material. Still, some tentative outline was 

necessary if for no other reason than to provide some 

criterion for the selection and scheduling of the films.

Selecting the films was the third step. This 

selection process presented planning problems in at least 
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three areas.

1. Cost- Unlike most educational films, which 

are usually available to instructors without cost, com­

mercial feature films can be quite expensive. The lat­

ter are usually only obtained through film rental com­

panies whose fees can be quite high depending upon the 

age and popular demand of a film. Rental fees of $250 

for major releases are not uncommon. .A 1972 course at 

the University of Pennsylvania offered by two history 

professors, "Film as Social and Intellectual History", 

employed over 120 feature films. The final cost for 

this undertaking was more than $7,000. Departmental 

monies and outside grants can be pursued. The National 

Endowment for the Humanities, for one, has occasionally 

funded film-as-education projects. But as a practical 

matter, the small liberal arts college is not likely to 

be a ready source of funds. Thus, costs tend to be an 

inhibiting factor in the use of Hollywood films for ed­

ucational purposes. In this instance, it was decided 

that the students enrolling in the course would be sub­

ject to a laboratory fee of $15-20(the final amount be­

ing dependent on the number of students taking the 

course). This information was included in the course

14
"Samuels, "Film and the Historian", pp. 31-37. 
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announcement. Because the students were not required to 

purchase any textbooks ( an expense that can easily ex­

ceed this modest fee), those who enrolled expressed a 

willingness to pay the fee. Whether or not the announ­

ced cost deterred other students from enrolling, however, 

cannot be determined.

Some economizing is possible. Older films are 

generally cheaper than the most recent releases; black- 

and-white films tend to be less than color; films in 

multiple release are usually cheaper than films held by 

a single distributor; films retaining high visibility, 

especially in the college market; e.g. Citizen Kane, 

can be expensive as well. Where several distributors 

handle a given film, prices can vary widely. The Last 

Hurrah, for instance, can be rented for anywhere from 

318.50 to $50.

Another cost-saving tactic is video-taping tel­

evision broadcasts of films. One film used in "American 

Political Campaigning and the Movies" was screened in 

this fashion (Meet John Doe) because of the prohibitive 

rental fee and the avail abilijty of an uncut version 

broadcast on a local PBS station. But the use of VTR 

has too many drawbacks to attract serious consideration 

as a substitute for the films. First, one eliminates 

most of the supposed advantages of the film as a learn-

153



ing tool. Television showings of a film are almost al­

ways edited— sometimes quite drastically. Important 

scenes may be lost in the editing. The technical qual­

ity of videotape (especially a third-generation video­

tape of a televised image of a film) is poor when com­

pared to the film itself. Moreover, students must hud­

dle around a television monitor to watch the replay. 

The full-screen showing of the movie is far superior in 

every regard, except cost, to the VTR rendition. More­

over, one cannot expect to tape an entire series of 

films from television broadcasts. One might never see 

some desirable films on television ; others are shown in­

frequently. Most stations are reluctant to issue sche­

duling information more than a few weeks in advance, so 

listings must be perused weekly and equipment must be 

accessible on short notice.

Finally, and most importantly, the video-taping 

of television broadcasts is probably against the law. 

Public Law 94-553 is an attempt to modernize the Fed­

eral copyright laws. A reading of the legislative 

history seems to state the case quite emphatically. 

Video-taping for performance, even in a classroom set­

ting, is not exempt from traditional copyright protec-

15
. _ For a more complete critique of film vs. tele­

vision as an instructional medium see above, pp. 55-57.
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tions. The controlling legislation can be found in Sec­

tion 110 of the new law which stipulates what are not 

infringements of copyright.

Performance or display of a work by instructors or 
pupils in the course of face-to-face teaching acti­
vities of a non-profit educational institution, in 
a classroom or similar place devoted to instruction- 
unless, in the case of a motion picture or other au­
dio-visual work, the performance, or the display of 
individual images, is given by means of a copy that 
was not lawfully made under this title, and that the 
person responsible for the performance kçgw or had 
reason to believe was not lawfully made.

An important criterion in determining the lawfulness of 

such a copy is whether it was made in order to avoid

17 
paying a royalty. Since this is almost the only reason 

for preferring a VTR recording to the film itself, then 

the law would seem to clearly prohibit such activity.

2. Availability- As noted earlier, there are 

quite a few films which have considerable potential for 

learning about campaign politics. The decision of which 

ones to finally select can depend as much upon availa­

bility as on cost or suitability. Many distributors re­

quire at least three months notice if you desire to sche-

U.S. Code Congressional and Administrative 
News, 94th Congress, 2nd session, vol.3 (1976), Public 
Law 94-553, sec. 110.

17
Congressional Quarterly Weekly Report, 34(Sep­

tember 18, 1976), p. 2942. •

• 13
Several of these films are discussed more ex­

tensively in Chapter Two.
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dule a film on a specific date, though this requirement 

can vary. Past experience has shown that some films 

can be booked as late as two weeks before the play date, 

but some of the more popular offerings, e.g. Citizen 

Kane and The Candidate, may have to be booked consider­

ably more than three months in advance. Thus, advance 

planning is essential to any course using film in order 

to assure availability of the desired films.

A starting point for almost any film search is 

1 g 
Limbacher’s Guide to 16mm Feature Films. This volume,

available at most libraries, lists nearly all of the 

feature films currently on the rental market and indi­

cates which distributors handle them. Limbacher does 

not list prices, however, so one must still peruse sev- 

20 
eral film catalogs to obtain comparative costs. Some 

comparison shopping is possible if one is looking to 

reduce costs to the absolute minimum. However, past ex­

perience suggests that it may not always be the wisest

19
James L. Limbacher, comp., Feature Films on 

8mm and 16mm, 5th ed. (New York: R. R. Bowker, 1977). 

20 .
There is one source that does compare prices— 

Kathleen Weaver, comp., Film Programmer•s Guide to 16mm 
Rentals, 2nd ed. (Berkeley: Reel Research, 1975). How­
ever, Limbacher is preferred because Weaver's filmography 
is not as extensive and does not include a number of im­
portant distributors. It is, however, a good second 
choice where Limbacher is unavailable or when film rent­
al catalogs are difficult to obtain.
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policy to select the cheapest alternative. Film prints 

can vary widely in quality. Unfortunately, only trial­

and-error can offer the instructor any guidelines in se­

lecting those distributors whose service and prints are 

consistently satisfactory.

3. Number- An important goal of this project is 

to use film in such a manner as to spark curiosity— to 

arouse the interests of students to learn more about 

campaign politics. But how many films should be shown? 

This is a crucial question. It would strain credulity 

to assume that one film would be sufficient to arouse 

and sustain this curiosity for four weeks. Yet, some 

research on curiosity indicates that a novel stimulation 

can lose its ability to generate curiosity after a cer- 

21 
tain point— a kind of law of diminishing returns. 

Learning, of course, can continue to take place, but 

other motivating forces must be introduced to replace 

the film. Unfortunately, there is no simple formula 

for determining this point of diminishing returns. Ex­

perience with "The American West and the American West­

ern” suggested that interest seemed to wane after about 

eight or nine films. Post-film discussions failed to 

break much new ground at that point. Thusit was de-

21
Berlyne, "Novelty and Curiosity as Determinants 

of Exploratory Behavior", p. 74.
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aided to use seven or eight films in "American Politi­

cal Campaigning and the Movies”. While this figure was 

arbitrary, a pattern of two films per week seemed intu­

itively reasonable. Also, a larger number of films 

would have raised costs beyond an acceptable limit. The 

seven films finally chosen (The Dark Horse, The Great 

McGinty, Meet John Doe, All the King's Men, The Last 

Hurrah, The Best Man, and The Candidate) were selected 

on the basis of availability, cost, and compatibility 

with the tentative topical outline. Some overlap and 

repetition of subject matter in these films is inevita­

ble, but these seven presented enough variety to merit 

inclusion.

COURSE OBJECTIVES 

With the films now chosen and scheduled into the 

tentative course outline, the next task was to expand 

the general course guidelines discussed earlier into a 

series of more specific objectives. Ideally, such ob­

jectives should define the desired end behaviors of 

students in very specific terms. However, one of the 

guidelines is that oral and written articulation by the 

students should be emphasized. Goals such as this are 

extremely difficult to objectivize. As a result, some 

degree of ambiguity was unavoidable in developing the 
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course objectives.

1. Each student shall answer correctly at least 

70% of the questions on each of two quizzes. These 

quizzes shall test the student's knowledge of material 

covered in lectures, class discussions and assigned 

readings.

2. Each student shall write short papers (each 

4-6 typewritten pages in length) about two issues or 

controversies in the field of campaign politics. Stu­

dents may choose their own topics. The objective will 

be achieved if each of the following criteria are sat­

isfied: a) the opening statement will describe the is­

sue in question and explain why it is important, b) the 

body of the paper will summarize some of the major find­

ings relevant to the issue and will describe some of the 

conclusions derived from those findings, c) the final 

section will include a personal evaluation of the worth 

of these findings and, also, a tentative personal con­

clusion regarding the controversy, and d) the entire 

paper will be written in acceptable grammatical style 

with proper punctuation and spelling. This last criter­

ion is unquestionably subjective, but the goal here is 

improvement for each student individually— thus the 

need for flexibility.

3. Each student, as part of a small group, will
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design a public opinion survey. The successful project 

will include: a) a working hypothesis capable of eli­

citing information that would be useful either to a 

political candidate or to a political scientist inter­

ested in understanding political campaigns, b) a ques­

tionnaire with " a number of valid, reliable questions 

sufficient to reveal some information useful to the re­

solution of the working hypothesis, and c) a description 

of a sampling procedure suitable to the demands of the 

working hypothesis. Members of the group should be 

prepared to discuss and defend their survey in class.

4. Each student, as part of a small group, will 

create one thirty-second commercial and one three-minute 

commercial for television. These "spots" should be de­

signed to advocate the election of a candidate who can 

either be an actual political figure or a fictitious 

character. Students should avail themselves of the col­

lege’s VTR equipment in producing these commercials. 

The spots should show evidence of several of the prin­

ciples of political media advertising revealed in the 

assigned readings. Members of the group should be pre­

pared to discuss and defend their commercials in class.

5. Each student will, on a daily basis, contri­

bute to class discussions. These discussions will draw 

heavily on information and ideas derived from assigned
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and optional readings, lectures, films, and group pro­

jects. For this objective and for objective #6, stu­

dents should strive for more effective articulation of 

their ideas.

6. Each student, as part of a panel, will as­

sist in leading class discussion about one of the films 

Each student on a panel should be prepared to raise im­

portant questions, note discrepancies between film in­

terpretations and material from the readings, analyze 

some of the significant themes and scenes from the 

movie, ask discussion-provoking questions of fellow 

students, and offer personal comments and opinions.

Each of these six objectives was stated clearly 

for the students in the course syllabus (Appendix B). 

This syllabus also included an introduction, a brief 

general statement regarding the purposes of the course, 

a specific explanation of the grading policy, and sug­

gestions for optional exercises in addition to those 

planned.

IMPLEMENTING THE FILMS

As stated previously, one rationale for using 

Hollywood films in an academic setting is that they are 

interesting and even entertaining. With an appropriate 

teaching strategy, this generalized interest in the 
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film might be funneled into a more useful state— curi­

osity. Curiosity, because it is self-directed, might 

lead to more effective learning. This linkage might 

be represented by the following illustration.

Film(stimulus)----- Curiosity ----------Learning

However, even if this purported linkage were ac­

curate in theory, there would still be two very impor­

tant obstacles to overcome. First, one would need to 

present films that, indeed, aroused the students’ curi­

osity. Second, having generated that curiosity, one 

would need to have teaching strategies available to as­

sist students in converting their curiosity into know­

ledge and understanding of campaign politics. Aimless, 

undirected curiosity would be of little educational 

value.

The problem of eliciting a healthy curiosity 

was approached from several perspectives. As stated 

earlier, the great potential advantage that Hollywood 

film has over educational film is its superior enter- 

22 
tainment values. The Hollywood film’s essential 

function is to attract the interest and curiosity of 

the viewer or consumer. However, it would be wrong to 

assume that all commercial features can interest the

22
See the discussion above, pp. 52-65.
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viewer equally well. A poorly-made Hollywood film 

would certainly not guarantee an arousal of student in­

terest in anything, except perhaps the intermission. 

Thus, an effort was made to select films that succeeded 

as entertainment as well as sources of political in­

sight.

The scheduling of the films can also be a factor 

in increasing their effectiveness. Showing all of the 

movies within a very short time span, for example, could 

prove deleterious in two ways. Screening all seven 

films in a short period of time could turn an entertain­

ing experience into an endurance test. Such constant 

stimulation would almost surely cross that ephemeral 

point of diminishing returns. Certainly the uniqueness 

of the experience would soon wear off. Moreover, the 

goal is to maintain the students’ curiosity throughout 

the four-week term. Showing the films in one rather 

concentrated time period might stimulate a great deal 

of initial curiosity (assuming that the endurance factor 

can be ignored), but it would not be very likely that 

this stimulation could maintain activity for the entire 

interim. In fact, research on the curiosity motive sug­

gests that intermittent novel stimuli may be the most 

. 23
effective way to elicit curiosity. For these reasons

23
DeCecco, Psychology of Learning, p. 148. 
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the films were scheduled to be shown on a twice weekly 

basis except for the final week when only one film 

would be shown.

Some disadvantages may accrue by using some of 

the films in the early days of the course. Three or 

four days of readings and lectures are obviously insuf­

ficient for preparing students to analyze and synthe­

size all of the political lore found in these first 

films. However, even films shown early in the course 

can have beneficial effects. For example, the films 

can serve as a common reference point for all students. 

This can offer even those students with little politi­

cal science background an opportunity to make contribu­

tions in discussions. The level of sophistication in 

these early discussions will probably not be as high as 

in the later stages of the course. Thus, there is a 

kind of educational trade-off. The first films are not 

as likely to be effective disseminators of information. 

Given their limited background in the subject at that 

point, students are going to miss some things. But us­

ing films even in the early stages of the course could 

help to acclimate students to the films as a learning 

resource. Also, if films can arouse student curiosity 

then they should be used as soon as possible.

An additional problem was to assure that the 
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curiosity aroused by the films could be transformed into 

meaningful learning about campaign politics. A princi­

pal means for accomplishing this goal was the post-film 

discussion. Since an important objective of the course 

was to encourage students to articulate their thoughts 

and feelings, discussions seemed an appropriate format. 

Discussions have long been useful as a teaching strategy 

even though the method does have certain drawbacks. 

Some students are by nature reluctant to participate 

while others tend to monopolize the talking. Student­

centered activities such as discussions can easily wan­

der from the important issues and bog down in more tri­

vial matters. By accentuating the importance of discus­

sions to the course objectives it was hoped that these 

drawbacks would be mitigated. It was stressed repeated­

ly in the syllabus and in class that the panels and 

daily discussions were important in the evaluation pro­

cess. There is the distinct possibility that the sort 

of stimulus provided by a grade incentive and the sort 

provided by the films are incompatible. Using both sti­

muli simultaneously may inhibit the curiosity resulting 

from the film viewings. Curiosity is, after all, gen­

erally considered to be a positive stimulus while grades 

are sometimes,though to be negative. In other words, 

some students will be motivated to avoid F’s, not ' 
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achieve A’s. Nevertheless, past teaching experience 

suggested that the additional incentive could prove use­

ful in maintaining the quantity and quality of student 

participation.

Despite the earlier assertion that film literacy 

is at its peak during the college age years,24 Sanchez 

notes that this literacy is not equally distributed.* 25 

Some students seem quite apt at grasping the themes and 

concepts, both subtle and overt, portrayed in the films. 

Others have difficulty in grasping even the most rudi­

mentary of filmic ideas.

2 A
"Harrington, cited in Rollins, "Film and Amer­

ican Studies", p. 245.

25
Sanchez, "Hollywood Comes to Class", p. 94.

Several tools were employed to help increase the 

students’ film literacy. An obvious problem for some 

students was that they had difficulty in viewing the 

films with an eye toward analysis rather than merely en­

tertainment. For the first few films a study guide was 

used. These study guides were designed to aid students 

in looking for the important political ideas expressed 

in the films and also to offer some suggestions of po­

tential linkages between the films and the more tradi­

tional sources of political knowledge. Figure 1 shows 

the study guide for the first film, Meet John Doe. The
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Figure 1

STUDY GUIDE FOR MEET JOHN DOE

1. Does the John Doe character give you any ideas about 
how to "create a public figure?

2. What are Long John Willoughby’s character traits 
when we first meet him? What makes him the ideal 
John Doe?

3. What seems to motivate most of the individuals in 
this film(especially when we first encounter them)?

4. Who is D. B. Norton? What does he represent? Is he 
a stereotype or do you think he represents some ele­
ments of reality?

5. What is the Colonel’s philosophy? Does he represent 
American political culture?

6. What is the philosophy noted in John Doe’s first 
speech? Did you find it appealing? Why or why not?

7. How are politicians portrayed in this film? Do you 
think the portrayal is accurate?

8. Where do the John Doe Clubs get their start? Is 
there any significance in this? (HINT: Elazar may be 
of some relevance here.)

9. Does American society always require a great or good 
man to lead it? Are the masses capable of effective­
ly governing themselves? (The John Doe Convention 
may be of particular interest here.)

10. What techniques were used to spread the John Doe 
Movement? Could these techniques be successful 
in a modern political campaign? """

11» Is it possible for a John Doe Party to be successful 
in this country? Can any third party expect the 
success spoken of in this film?

12. Is there any latent violence in "John Doe" or any of 
. the other "ordinary" people portrayed in this film?

How do they resolve personal and organizational con­
flicts?

167



Figure Kcont.)

STUDY GUIDE FOR MEET JOHN DOE

13. Who is present at the dinner meeting at Norton’s? 
Is there any significance in this? Is government 
viewed as little more than a grand conspiracy?

14. Are there any contradictions in Cannell’s drunken 
speech to John Doe? Are any of his thoughts reveal­
ing about our national character?

15. What is, the difference between John Doe and D. B. 
Norton? In what ways are they very much alike?

16. Does anything bother you about the John Doe Move­
ment? Do you really think it would be a beneficial 
thing for our society?

17. What role do the mass media play in the rise of the 
John Doe Movement? Would the Movement have ever 
happened without the newspapers? without the radio?

18. Are there any modern parallels to the John Doe Move­
ment?
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guide was distributed about fifteen 'minutes before the 

film was screened, allowing the students to familiarize 

themselves with the questions posed by the guide. Occa­

sionally, the instructor would also interject a brief 

(not more than five minutes) introduction to the film. 

This talk was limited to placing the film in its proper 

historical setting. Personalities and events referred 

to in movies made thirty years ago may be unknown to the 

current generation. An introduction made the students 

aware of some of these items. The purpose of the guides 

was merely to improve the students' film literacy and 

accustom them to asking provocative questions. As soon 

as the students became able to generate their own in­

sights, opinions, and discussion questions the study 

guides were no longer used. They were eliminated after 

the third film.

Another helpful technique in improving film lit­

eracy was what Richard Lacey calls the "sight-sound skim". 

At the conclusion of the film each student was asked to 

o? 
express what he heard, or saw, or felt during the movie. 

Whenever possible, at least at this "skimming" stage,

2 6 ̂Samples of each of the film guides used in the 
course are included in Appendix C.

2? .
Richard Lacey, cited in O'Connor, Teaching 

History with Film, pp. 44-45.
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statements should be brief. These brief statements, or 

images, can be recorded on a blackboard. When students 

have exhausted the skimming stages, discussion could 

proceed, perhaps with an attempt to explain contrary 

images or synthesize several images into a coherent 

theme. Naturally, some of the energy spent on this act­

ivity could be characterized as non-germane to political 

education , but there are still two advantages. Every 

student is compelled to participate and the film and 

resultant images become a shared experience for all of 

the students. Discussions are, thus, less likely to 

drift into areas where only a few students are interested 

or knowledgeable. The "sight-sound skim” was formally 

used only for the first two or three films, although 

students were then encouraged to use the technique on 

their own to stimulate their personal thinking.

A third technique of directing curiosity into a 

productive search for political knowledge was the stu— 

dent-led panel discussion. As noted earlier, three or 

four students volunteered as leaders for the discussions 

following each film. It would be their responsibility 

to generate useful questions, insights, or ideas, and 

to involve their classmates in this communal thinking- 

°ut-loud process. There is a tendency for teacher-cen­

tered discussions to become little more than lectures 

170



in disguise. The teacher wants certain points to be 

made, hence he will interject himself into the process 

continually to assure that material "X” is covered and 

understood. This may be an important goal at times, 

but it does little to further the ends of self-directed 

learning and discovery. Here, the concern was not to 

have the discussion proceed along a particular path, but 

rather it was to make sure that it was travelling in 

some useful direction. Student interest, so long as it 

was germane to the goals of the course, was encouraged. 

Frankly, it was still necessary for the instructor to 

interject comments from time to time. Conversations 

did occasionally become mired in triviality. But when­

ever possible the panel format was intended to allow the 

students to control at least the direction of the dis­

cussions. With students thus having a large voice in 

determining which substantive areas they wished to ex­

plore, the instructor’s function was to serve as a ref­

erence person directing students toward the sources use­

ful to a resolution of their questions.

Every opportunity to use the films and the sub­

sequent discussions as initiating points for additional 

study was explored. Discussions would often reach a 

point where students showed a considerable interest in 

a particular topic or question. Whenever this occurred
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the instructor would suggest a reading assignment to 

enable the students to continue the discussion on a 

more informed basis the next day. The students quite 

often accepted this challenge. In those instances, as­

signments were made from the master bibliography (each 

had a copy) of materials on library reserve. This 

chain of events happened often enough that the.j^ntative 

schedule was rearranged considerably during the course. 

Most of the topics originally planned were eventually 

covered, but their order of presentation was altered 

quite a bit.

In addition, it was made clear to everyone that 

the subjects for the inquiry papers could be derived 

from the films as well as from the usual sources. In 

fact, it was hoped that the films would have a great 

deal of impact upon this sort of discovery learning. It 

is, however, rather difficult to determine how many in­

quiry papers were generated from ideas stimulated by 

the films. In numerous cases the papers concerned mat­

ters introduced in several modes : lectures, discussions 

class activities, and readings. Each student was asked 

where the idea for his paper originated. While this 

measure is rather crude, indications are that over half 

of the papers could trace their origins to ideas pre­

sented by the films.
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THE INQUIRY PROCESS AT WORK

The following is offered as one illustration of 

how this inquiry, or discovery, process could develop 

from the usage of the Hollywood films. After the 

showing of The Candidate (probably the most popular of 

the seven films used) one student immediately commented 

that this was her favorite film because it starred Rob­

ert Redford. She could "watch him all day". The com­

ment was made in mock seriousness, but another student 

quickly retorted that Redford was, in fact, all wrong 

for the role. He was "just too young, too handsome, 

too virile— he didn’t look like any candidates that I 

know of". In short, the film was completely unrealist­

ic for him. At this point the discussion was extremely 

frivolous, bordering on the high-schoolish "I liked the 

film because..." syndrome. But without any instructor 

direction or intervention, the discussion gradually be­

came more germane.

A debate developed as to whether the Redford 

figure was a valid representation of a political candi­

date. At first, the discussion was conducted along gen­

eralities, one segment of the class claiming "He is", 

the other side equally adamant in their belief that "He 

is not", but each side unable to state reasonable argu- 

28
See footnote 58, Chapter One.
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ments to support their views. One student finally cited 

some historical examples of so-called "pretty boy" cand­

idates— the Kennedys, Jim Leach (a local Iowa Congres­

sional candidate), Jerry Brown. After some additional 

discussion several persons in the class suggested that 

this whole area of candidate qualities and qualifications 

be the subject of the next day's assignment. The in­

structor then offered a reading list that would provide 

some interesting information and insight into this ques­

tion. The next day the discussion continued, but now 

with a far greater depth of analysis as students were 

able to augment their views with material drawn from the 

readings. Indeed, the readings themselves because the 

subject of additional debate as students had different 

views of how this material should be interpreted.

In addition, the person who made the original 

comment about Robert Redford’s handsomeness now asked to 

do an inquiry paper on the importance of physical attrac­

tiveness to a political candidate.

This example of the process at work is not meant 

to imply that the usage of Hollywood films is without 

serious difficulties or that all of the discussions de­

veloped in this fashion. In fact, the entire process is 

fraught with very real problems, many of which have been 

already referred to. The films themselves contain much 
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that could fairly be labeled as political misinformation 

and much that simply isn't pertinent. The films are, 

after all, produced with an eye toward entertainment, 

not education. One must be prepared for the possibility 

that a particular film will not elicit the desired res­

ponses. For instance, after the first film, Meet John 

Doe, the discussion dwelled far too much on trivialities 

and the most obvious of themes. Even with the use of 

the study guide, there was very little originality of 

thought or depth of analysis. However, because this 

was the first film, this result was not totally unex­

pected. Film literacy increased markedly with subse­

quent films and the discussions became progressively 

more lively, thought-provoking, and informative.

The management of discussions such as these can 

also pose a perplexing problem. Placing students in 

charge of their own learning will always be risky. The 

instructor must always walk a tightrope of whether to 

interpose himself into the student-directed discussions. 

At times the direction of a conversation is so patently 

valueless that teacher direction is necessary, and usu­

ally welcomed by the students. Yet, every time the 

teacher asserts himself in such situations he risks al­

lowing students to withdraw from their responsibilities. 

"If the professor will tell us what the truth is, then 
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why waste time talking about it” is a common response 

of students. However, this a problem familiar to any 

discussion-type format. It is not unique to the process 

of learning from films.
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CHAPTER FOUR:

EVALUATING THE IMPACT OF 

"AMERICAN POLITICAL CAMPAIGNING

AND THE MOVIES"



INTRODUCTION: THE PROBLEM OF EVALUATION

The most serious problem in the realm of educa­

tional research is the problem of evaluation. This pro­

ject is not exempt from this concern. As indicated ear­

lier the teaching-learning process is highly resistant 

to any sort of causal analysis. So many variables are 

a part of this process that it is very difficult to iso­

late any one variable and determine whether or not by

T 
itself it has an impact upon learning.

One of the most common and traditional measures 

of evaluation has been grades. They do, after all, in­

dicate the level of student achievement in a course. 

Ideally, grades summarize a great number of student be­

haviors . Comparison of grades and Grade Point Averages 

(GPA’s) is, however, rife with problems. Marshall, for 

instance, notes that grades, and the evaluation process 

from which they are derived, vary from course to course 
. 2

nad instructor to instructor. Evans summarizes the re­

search on grading by asserting that grades have no com­

mon meaning nor do they really represent any kind of

. A
See the extensive discussion of the teaching­

learning paradox and the multivariate nature of class­
room learning above, Chapter One.

2
M. S. Marshall, "This Thing Called Evaluation”, 

Educational Forum, 22 (1958), pp. 41-53.
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standardized measurement.$

Even where th'e instructor is a constant, grades 

are of limited comparative meaning. Every course brings 

with it its own set of objectives and performance cri­

teria. ' Moreover, even the most "objective" of grading 

standards still involves a degree of subjective judge­

ment. Several studies point out that there is a rather 

low correlation between the first and second evaluations 

of an essay by the same instructor.5 Thus, even in the 

same class with the same instructor, two B’s, while sym­

bolically equivalent, may represent different evalua­

tions . Student X’s grade of B may reflect good scores 

on cognitive achievement tests, but little classroom in­

teraction. Student Y’s grade of B may represent his ab­

ility to articulate his ideas well, but his test scores

Francis B. Evans, "What Research Says About 
Grading" in Degrading the Grading Myths: A Primer of Al­
ternatives to Grades and Marks, ed. by Sidney Simon and 
James Bellanca (Washington: Association for Supervision 
and Curriculum Development, 1976), pp. 30-50.

a
R. M. W. Travers and N. E. Grenlund, "The Mean­

ing of - Marks", Journal of Higher Education, 31 (1961), 
pp. 378-82. ------------- -----------

5See, for example, W. C. Bells, "Reliability of 

Repeated Grading of Essay Type Examinations", Journal of 
Educational Psychology, 21 (1930), pp. 48-52; and G. hT" 
Bracht, "The Comparative Values of Objective and Essay 
Testing in Undergraduate Education" in Educational and 
Psychological Measurement and Evaluation, ed. by J. C- 
Stanley and K. D. Hopkins (Engelwood Cliffs, NJ: Pren­
tice-Hall, 1972), p. 203.
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may be lower than those of X.

Nevertheless, grades are used for purposes of 

comparison despite these questions about reliability and 

validity.6 Thus, it may be of some interest to compare 

the grade achievements in "American Political Campaign­

ing and the Movies" with other courses offered by the 

same instructor. The GPA for students in this experi­

mental film-oriented course was 2.69(based on a four- 

point scale). The mean student GPA for all previous 

courses offered by the instructor was 3.01. Thus, the 

performance of the experimental group, at least when 

measured by grades, was somewhat less than hoped for. 

However, this film course was considered to be introduc­

tory in nature. The GPA for all introductory courses 

taught by the instructor is 2.64—almost identical with 

the experimental group. Thus, by examining grades alone 

it is difficult to see any difference between the film- 

oriented and traditional approaches.

More varied tools of evaluation are required. 

Bloom, for example, notes that learning is of two do­

mains— cognitive and affective. The cognitive domain

$N. M. Chansky, "A Note on the Grade Point Aver­

age in Research", Educational and Psychological Measure­
ment, 24 (1964), pp. 95-99; and A. F. Etaugh, "Reliabil­
ity of College Grades and GPA’s", Educational and Psycho­
logical Measurement. 32 (1972), pp. 1045-50.
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consists of knowledge, comprehension, application, an­

alysis, synthesis, and evaluation. The affective domain 

7 
comprises such areas as responsiveness and curiosity.

Therefore, it becomes important to use a number of in­

struments to truly evaluate the effectiveness and impact 

of a course. -

Because of the many problems posed in evaluating 

subjective values, many researchers avoid the issue al­

together. However, as noted earlier, "American Politic­

al Campaigning and the Movies" was designed with a num­

ber of objectives of which several are clearly subjec­

tive in nature.8 Are students better able to express 

themselves at the end of the course? Are they better 

able to analyze issues" Can they relate abstract repre­

sentations from the films to more concrete principles? 

Are their attitudes toward politics and the discipline 

of political science altered? Has a curiosity for learn­

ing been aroused?

Because these questions express many of the 

goals for the course, one simply cannot avoid an attempt

7 .
A concise version of Bloom's taxonomy appears 

in Benjamin S. Bloom, J. Thomas Hastings, and George F. 
Madaus, Handbook on Formative and Summative Evaluation 
of Student Learning (New York: McGraw-Hill, 1971), pp. 
271-77.

8
The course objectives are discussed above, po. 

158-61. ‘ 
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at evaluating possible changes in these areas. Nor 

should one simply be satisfied with measuring that which 

can easily be measured by test scores merely because 

those scores are amenable to statistical analysis. The 

techniques used here to measure these-subjective values 

may have serious deficiencies as reliable analytical 

tools, but the effort to at least begin an assessment of 

the impact of ’’American Political Campaigning and the 

Movies” upon these values is crucial.

RESEARCH DESIGN

There are a number of widely-accepted experiment-
Q 

al designs for empirical research in education. Of 

these, the most commonly used is the Pretest-Posttest 

"10
Control Group Design. Briefly, the procedure for this 

design specifies that two groups must be randomly select­

ed. For each group a measurement is taken so as to pro­

vide a baseline for subsequent comparisons. An instru­

mente independent variable X) is applied to the test 

group but not to the control group. The two are measur-

9 .
The best discussion of educational research de­

signs is found in Donald T. Campbell and Julian C. Stan­
ley, "Experimental and Quasi-Experimental Designs for 
Research on Teaching” in Handbook of Research on Teach­
ing, ed. by N. L. Gage (Chicago : Rand McNally, 1963), 
pp. 171-246.

10
Ibid., p. 184
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11 ed again and the results compared.

Unfortunately, a reliable research design such 

as this was unattainable here. Ironically, many of the 

very factors that made the project feasible from a prac­

tical standpoint are factors which compromise the re­

search design. It was noted earlier that Iowa Wesleyan’s 

interim term was a conducive environment for educational 

12 
innovation. The interim, for example, allowed for the 

great flexibility in time scheduling required by this 

project. But while the interim benefited the experiment 

in many ways, it also erected a number of very serious 

obstacles to a reliable experimental design.

1. Test group and control group are not subject 

to the same treatment.— To satisfy the requirements for 

a reliable design each of the two groups must receive 

identical treatment save for the independent variable. 

In this way, any noteworthy difference in performances 

can be attributed to X. However, because Iowa Wesleyan 

policy stated that interim offerings should be "new" 

courses not in the catalog, the possibility of estab­

lishing a reliable control group quickly evaporated. In 

order to generate some comparisons a quasi-control group 

11 iXIbid., p. 184.

12 
See above, pp. 139-43.

183



was selected— in this instance, the students enrolled 

in "American Party Politics" taught at Iowa Wesleyan in 

13
the fall of 1976. It was the catalog offering most 

similar in content to "American Political Campaigning 

and the Movies". However, the two classes did not deal 

with identical material. "American Party Politics" was 

an upper-level course. "American Political Campaigning 

and the Movies" was designed as an introductory offer­

ing. This, again, was a college policy regarding inter­

im courses. Because the students in each group dealt 

with somewhat different material, the possibility of 

using standardized test scores as a measurement tool 

was virtually eliminated.

2. Test group and control group are not random 

samples.— To satisfy a reliable design each of the ex­

perimental groups must be randomly selected. The cir­

cumstances of this case allowed for no randomness. Stu­

dents in both groups engaged in a high degree of self­

inclusion beyond the researcher’s capacity to control. 

As a result, the two groups are more nearly populations 

than samples.

"American Political Campaigning and the Movies"

13
The meaning and importance of a quasi-experi­

mental group will be explained later in this Chapter; 
see below,
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was announced in the interim catalog as a course using 

films as a teaching-learning resource. Thus, students 

who elected to take the course may have held predisposi­

tions that would make them more likely to be motivated 

to learn from films. Those for whom films held no at­

traction would not be as likely to enroll. Thus, the 

students in the test group are not at all a representa­

tive or random sampling.

"American Party Politics" was also an elective, 

but because of the limited number of course offerings 

in the department it was a virtual requirement for pol­

itical science majors. Also, its upper-level classifi­

cation may well have deterred inexperienced non-majors 

from enrolling. A few of the more obvious differences 

between the two groups are highlighted in Table 1.

TABLE 1

Population Differences between Groups

Film Group 
(N=12)

Non-film Group 
(N=13)

Political science 
majors

0% 54%

Previous course with 
same instructor

58% 92%

Two or more previous 
political science 
courses

42% 69%
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Each of the three factors highlighted in Table 1 

says something important about the lack of randomness 

and equivalence in the two groups. For instance, one 

can reasonably assume that political science majors are 

likely to register a greater interest in matters of pol­

itics than are non-political science majors. Thus, the 

high proportion of political science majors in the non­

film group may enter the experiment with a higher level 

of motivation toward the subject than the members of 

the film group. The non-film group also has a somewhat 

higher level of previous political science exposure than 

does the film group. Previous classroom experience in 

political science may lead to a greater ability to as­

similate material of the discipline. Finally the non- 

xilm group shows a higher level of previous exposure to 

the instructor. This, too, may affect the levels of fi­

nal performance. Students accustomed to a particular 

pedagogical style may perform better than those for whom 

that style is new. Thus, the two groups are certainly 

not randomly selected, nor are they probably equivalent.

3. The size of the populations.— Most of the 

statistical methods of analysis available in educational 

research require relatively large samples or populations. 

In this experiment, the two groups were both rather 

small (12 in the film group, 13 in the non-film group).
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Administrative policy at Iowa Wesleyan decreed that en­

rollments in interim courses could not exceed twenty- 

five students.

These small populations also prohibit use of the 

"split-half technique". This procedure is commonly used 

in education research when an experimenter has no con­

trol group. By randomly dividing the test population 

into two groups of equal size, one can, to an extent, 

bypass some of the problems that arise when an equival­

ent control group is difficult to establish. However, 

halving a test group of twelve subjects cannot be just­

ified.

4. The interim as an intervening variable.— The 

character of the interim itself makes it difficult to 

evaluate the effects of using film or, for that matter, 

any other innovative teaching techniques employed during 

the interim. Students may well have been socialized to 

expect innovation during Iowa Wesleyan’s interim. The 

college catalog, the special bulletin describing speci­

fic interim courses, and even school tradition all 

stresses the uniqueness of the interim as something "dif­

ferent". Any resultant changes in student performance 

may just as easily be attributable to the students' an­

ticipation of something different as to independent var­

iable X.

187



5, Time as an intervening variable.— The con­

tact periods used in "Ameriacn Political Campaigning and 

the Movies” varied somewhat from day-to-day but were gen­

erally three to four hours long. This broad flexibility 

in scheduling was a crucial factor in allowing the use 

of full-length feature films as a classroom resource. 

But daily class sessions of at least three hours may be 

a fundamentally different environment than the more fam­

iliar thrice-weekly one hour class periods employed in 

the non-film group. Moreover, students take only one 

course during the interim. This intensive immersion in­

to one course for a four-week period may generate differ­

ent learning processes than those found in the more tra­

ditional fourteen-week semester. Either of these fac­

tors could affect student performance.

6. Other intervening variables.— There are many 

other potential intervening variables in learning re­

search. It is really beyond the scope of this paper to 

itemize them all. However, a few of these factors are 

particularly relevant to this experiment. Ideally, the 

instructor is a'constant for both groups. Instructor 

variance can thus be controlled. Yet, the possibility 

of instructor bias cannot be eliminated. The instruc­

tor, out of a desire to see the experiment succeed, may 

unintentionally alter his teaching style considerably.
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For example, he might unknowingly teach in the film 

group class with greater enthusiasm; or he might impart 

greater effort to this teaching there. Either of these 

factors could perceptibly affect student performance in­

dependent of X.

The two courses were taught in different physi­

cal surroundings. The non-film group met in a "typical" 

classroom replete with desks, chalkboards, noisy halls, 

and other characteristics of that environment The film 

group met in a carpeted, sound-proof room with comfort­

able furniture(no desks) and good lighting. The process 

of physical change may in and of itself alter behavior.

Finally, the effects of the experimental exper­

ience itself are unknown. Students in the film group 

recognized the experimental nature of the course when 

the pretest questionnaires were first distributed. It 

is conceivable that the Hawthorne effect, whereby sub­

jects perform differently because special attention is 

being paid to them, came into play. Their behavior may 

conform to what they perceive to be the instructor’s 

desired ends. Specifically,, their responses to the pre­

test and posttest questionnaires may be affected in this 

way.

7. Film can’t be isolated as independent varia­

ble.— In a reliable research design there must be a
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clearly identifiable independent variable(or X). This 

is not the case in this experiment. Both groups were 

exposed to a number of teaching techniques. Some non- 

traditional methods were used with the non-film group, 

e.g. computer exercises and political cartoons. Some 

other non-traditional methods were employed in the film 

group, e.g. video-tape exercises, group work, and inde­

pendent study. Given this set of circumstances it be­

comes difficult to isolate the films as the independent 

variable. All other things, as the caveat goes, are not 

equal.

Of course, this recalls one of the central 

themes of this project. The project does not contend 

that film is a more effective teaching technique than 

any other. Such a proposition has been carefully de- 

izi
bunked by a number of reputable sources. * It is, propos­

ed that film, either alone or in conjunction with other 

methods, can be used to effectively teach about poli­

tics. Therefore, the inability to isolate film as an 

independent variable, while unfortunate, is not as dev­

astating to the experimental design as was at first 

thought.

‘See, for example, Dubin and Taveggia, The • • 
Teaching-Learning Paradox; and McKeachie, "Research in 
Teaching".
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QUASI-EXPERIMENTAL DESIGNS

This experiment obviously cannot meet the strin­

gent criteria demanded of a reliable research design. 

However, an influential work by Campbell and Stanley of­

fers hope of still generating some useful data. They 

suggest the adoption of quasi-experimental designs— re­

search designs which are less rigorous than experimental 

designs, but which can still assist the researcher in 

evaluating his results. The underlying philosophy is 

that if one cannot control all conditions, then it is 

still better to try to control some of those conditions. 

The most relevant of these quasi-experimental designs 

suggested by Campbell and Stanley is the Nonequivalent 

Control Group Design.

One of the most widespread experimental designs in 
educational research involves an experimental group 
and a control group both given a pretest and a post­
test, but in which the control group and the exper­
imental group do not have pre-experimental sampling 
equivalence. Rather, the groups constitute natural­
ly assembled collectives such as classrooms, as 
similar as availability admits but yet not so simi­
lar that one can dispense with the pretest. °

The Nonequivalent Control Group Design is not 

without its problems, but the addition of even an un­

matched or nonequivalent control group reduces the level

15 ,
Campbell and Stanley, "Experimental and Quasi— 

Experimental Designs”.

16Ibid., 217.
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of equivocation one is left with when using such primi­

tive designs as the One-Shot Case Study and One-Group 

17 
Pretest-Posttest design.

Unfortunately, even this quasi-experimental de­

sign cannot be attained in the ideal in this project. 

As discussed earlier, the two groups are not being taught 

the same material. The film group is not subject to the 

effects of a specific independent variable. Other po­

tential intervening variables are not controlled. Each 

of these items adds equivocation to the Nonequivalent 

Control Group design. These factors could cause one to 

seriously question any of the results achieved by means 

of this design.

still, given the practical limitations establish­

ed in this project, the design is the best that can be 

done. Whatever its weaknesses, the design employed here 

is still an improvement over no research design at all. 

Even though reliability cannot be attained, any data 

resulting from the design might still be useful in sug­

gesting patterns of behavior or hypotheses for future 

research.

In accord with this design model, pretest ques­

tionnaires were distributed to each group on the first

17Ibid., pp. 217-18.
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class day. The posttest questionnaires were administered 

at the final class meetings. Samples of each question­

naire are included as Appendices D and E. The empirical 

data gathered through the use of the Nonequivalent Con­

trol Group Design will be compared in the next several 

sections of this chapter.

INTEREST IN POLITICAL SCIENCE

One of the issues of interest in this project 

is the level of student curiosity, particularly toward 

learning about politics. Unfortunately, this is not a 

factor that can easily or directly be measured. Berlyne, 

Montgomery and others who have expounded the existence 

of a curiosity drive have had difficulty in deriving a 
do 

reliable direct measurement. The first two questions 

of Section Two of the questionnaire attempt to generate 

such an indirect measure.

Question 1— Would you like to take another political 
science course in the future?

Question 2- Do you plan to take any more political 
science courses at IWC?

Responses to these questions could be either YES, NO, or 

NOT SURE. The responses were then appropriately weight- 

ed(yes=2, not sure=l, no=0) for comparative purposes.

*18 .
See, for example, Montgomery,"The Role of the 

Exploratory Drive". Further references can be found at 
footnote 46 of Chapter One.
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The implicit hypothesis underlying this measure 

was that if students, particularly those in the film 

group, showed marked changes in their willingness to be 

further exposed to political science, then this might 

suggest that some useful curiosity had been aroused.

Of the twelve subjects in the film group, nine 

(or 75%) showed no difference at all in their level of 

interest in political science. Two students indicated 

an increased interest in political science from the pre­

test to the posttest. One student indicated a decreased 

level of interest over this time period. Results were 

very similar for the non-film group as well. Eleven of 

the thirteen subjects(or 85%) in this group showed no 

difference in their interest level. The two remaining 

students each revealed an increased interest in politi­

cal science, though the increases were rather small.

These results suggest that neither group exper­

ienced much change in their attitudes toward the disci­

pline. One would have expected such a result for the 

non-film group. A majority of these students were pol­

itical science majors. One could reasonably assume that 

these majors would have a fairly high interest in poli­

tical science that would likely not be affected drama­

tically by any one particular course. Also, as majors 

it is likely that they would be required to take addi­
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tional political science courses in the future. This 

nullifies much of the value of Question 2. Thus, one 

could anticipate that the non-film group would show lit­

tle change in their level of political science interest.

However, while the results for the non-film 

group were not surprising, the results from the film 

group were rather disappointing. "American Political 

Campaigning and the Movies" was an elective course for 

each student. Moreover, there were no political science 

majors in this course. Indeed, for 58% of these stu­

dents it was only their first or second exposure to po­

litical science at the college level. Thus, one could 

anticipate a greater potential for positive change in 

the film group. The data suggests that this was not 

the case. There are numerous possible explanations for 

the lack of noteworthy change. For example, two of the 

students were seniors. It would be highly unlikely for 

them to have additional political science courses in 

their future plans. Moreover, some of the students 

were enrolled in academic programs that allowed for very 

few "free" electives to be used for political science 

courses. Nevertheless, one had hoped to find an in­

creased curiosity level with this measurement instrument. 

It simply is not there. However, there seemed to be no 

real decrease in curiosity levels either.
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POLITICAL PARTICIPATION

Most introductory-level courses in American pol­

itics pursue the obvious goal of developing cognitive 

knowledge and understanding about politics. An addi­

tional priority is often to encourage the awareness of 

and commitment to citizenship responsibilities. While 

definitions of this function vary, a common element is 

that political science courses should serve as agents 

in socializing students to the responsibilities of ac­

tive and intelligent participation in the democratic 

process. This goal, however, does not have universal 

acceptance within the discipline.

Yet, curiously, studies repeatedly indicate that 

political science courses do very little to "politicize" 

students. In this aim they seem singularly unsuccessful. 

Somit et.al. suggest thet there is no significant effect 

oy introductory American government courses upon either 

1)attitudes toward politicians, 2)general interest in 

political affairs, or 3)attitudes toward personal part­

icipation. A second study by Somit•s group notes that 

even participation—oriented political science courses do 

not seem to have greatly stimulated an increase in stu-

19
Albert Somit, Rita W. Nealon, and Walter H. 

Wilke, "Evaluating the Effects of Social Science Instruc­
tion", Journal of Higher Education, 26(June 1955), pp.
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dent participation. Garrison finds that political 

science courses tend to reinforce the political social­

ization of politically active students. However, casu­

ally involved or apathetic students may actually show a 

decrease in attitudes toward political activity after 

21 
the course. A study by Jaros and Darcy states these 

findings even more strongly.

One is strongly tempted to entertain the hypothesis 
that any effects of college education in increasing 
conventional participation are not dependent upon 
formal instruction with political content. Indeed, 
one might argue the counter-proposition that know­
ledge of the political process is just as likely to 
make students more cynical and, while perhaps in­
creasing a tendency towards change-oriented political 
activism, if anything decreases motivation toward 
conventional democratic participation. In any event, 
there is apparently nothing inherently productive 
of conventional democratic participation in the re­
ceipt of political science instruction in the U. S. 
today.

Perhaps a course utilizing a number of student- 

oriented activities, such as films, can be more effective

20
Albert Somit et. al., "The Effect of the Intro­

ductory Political Science Course on Student Attitudes to­
ward Personal -Political Participation", American Politi­
cal Science Review, 52 (December 1958), pp. 1129-32.

21 
Charles L. Garrison, "Political Involvement 

and Political Science: A Note on the Basic Course as an 
Agent of Socialization", Social Science Quarterly, 49 
(September 1968), pp. 305-14.

22
Dean Jaros and R. Darcy, "The Elusive Impact 

of Political Science: More Negative Findings", Experi­
mental Study of Politics, 2 (no date), pp. 20-21.
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in promoting favorable attitudes toward political par­

ticipation than a course utilizing more traditional me­

thods.

To test this proposition the remaining five ques­

tions from Section Two(Questions #3-8 inclusive) were 

examined. Each of these questions asked the student to 

respond to a hypothetical situation about his political 

activity and ranged from those requiring low levels of 

involvement to those requiring a rather high commitment 

to political activity. Students could respond to each 

of these questions along a five-point Likert-type scale 

of alternatives ranging from DEFINITELY YES to DEFINITE­

LY NO.

Question 3- Would you vote in an election for Presi­
dent of the United States?

Question 4— Woulc[ you vote in an election for City 
Council of your town?

Question 5- If a friend made a political statement 
you disagreed with, would you discuss the issue 
with him?

Question 6- Would you work in a political campaign 
for a candidate you supported?

Question 7- If friends asked you to run for public 
office, would you?

Question 8- Would you watch a debate between two 
candidates on television?

To test the proposition this experiment employs 

a technique first discussed in Beck et. al. known as the 

23 
adjusted percentage of agreement. This measure can be 

demonstrated in Table 2.

23
Paul A. Beck, Jere Bruner, and L. Douglas Oob-
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TABLE 2

Film Group Responses to Question 3(N=12) 
"Would You Vote in an Election for President"

Pretest

1 2 3 4 5

1 58.3% 0 0 0 0 indefinitely Yes

2 25.0% 8.3% 0 0 0 2= Probably Yes

Posttest g q
8.3%0 0 0 3= Maybe

4 0 0 0 0 0 4= Probably No

5 0 0 0 0 0 5= Definitely No

The adjusted percentage of agreement is found by 

first determining the actual level of agreement. This 

is the percentage of subjects who show no change in their 

responses from the pretest to the posttest. By adding 

the percentages found in the left-to-right diagonal, the 

actual level of agreement for Question 3 is 66. 7%.

If all responses were distributed by chance in 

a five-by-five matrix, one would expect to find 4% (or 

1/25) of the responses in each cell. An expected per­

centage of agreement can thus be determined by adding 

the cell percentages of the diagonal in this hypotheti­

cal chance distribution. The expected level of agree­

ment can then be subtracted from the actual level of ag- 

son, Political Socialization: Inheritance and Ourabili-. 
ty of Parental Political Views, SETUPS no. TTwashington: 
American Political Science Association, no date), pp. 
28-31.
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reement. This result is the adjusted percentage of ag­

reement. This calculation is shown below for the data 

in Table 2.

66.7% actual agrrement 
-20.0% expected agreement(by chance) 
46.7% adjusted level of agreement 

Therefore, for Question 3 one _çari_saÿ there is 46.7% 

more agreement than one could have expected by chance. 

The adjusted percentage of agreement is espe­

cially useful in comparing this kind of data. Since the 

proposition expects that there will be no large differ­

ences in pretest and posttest attitudes, a measure which 

shows a high level of agreement can be of considerable 

help. This measurement is particularly useful because 

the small n,rs of the film and non—film groups prevent 

the use of many of the most common evaluation instru­

ments. Within these limitations, the APA does an ac­

ceptable job of indicating patterns of agreement or of 

change. .

The pattern revealed in Table 3 is quite appa­

rent. The adjusted percentages of agreement for all 

six questions are high. There is considerably more ag­

reement between the pretest and posttest attitudes than 

one can explain merely by chance. Since the level of 

agreement can also represent the level of "no change”, 

then it would appear from this evidence that there does
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TABLE 3

Adjusted Percentages of Agreement(APA): 
Attitudes Toward Political Activity

Question Film Group APA Non-film Group APA
(N=12) (N=13)

3 46.7% 72.3%

4 63.3% 72.3% .

5 55.0% 72.3%

6 30.0% 56.9%

7 55.0% 41.6%

8 30.0% 62.0%

MEAN APA 46.7% 62.0%

not seem to be any real change in attitudes toward pol­

itical activity among those exposed to the more tradi­

tional methods of instruction in the non-film group. 

Thus, this instrument provides little evidence that 

films can stir a greater participatory interest among 

students. This finding is consistent with the results 

found in the earlier studies.

Upon reflection, this failure of the film-ori­

ented instruction method to "politicize” the students in 

the film group is not really so surprising. As noted ' 

earlier, the view of politics and of politicians as por- 

25 
trayed in these seven films is not very flattering.

24
‘For the text of these questions, see above p. • 

198 ; or Appendices D and E.

25 
See the discussion above in Chapter Two.
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Two themes that are quite relevant to this issue surface 

in all seven films. First, the citizenry is generally 

pictured as uninvolved, politically naive, ignorant of 

most political realities, and subject to dangerously 

volatile outbursts. Second, politicians are usually 

characterized as having heavy doses of egotism, venality, 

pettiness, and lack of principle. Given these rendi­

tions of political life, the results revealed in Table 

3 become more understandable. It may suggest that if 

political socialization is an educational goal, then the 

use of Hollywood films as a teaching device (or at least 

these seven particular films) may not achieve the de­

sired results. For the teacher who is interested in in­

creasing his students* involvement in politics, Holly­

wood films would probably reinforce the "wrong” attitudes

AFFECTIVE COURSE EVALUATIONS

Another traditional source of measurement in ed­

ucational research is the student course evaluation. 

Such evaluation questionnaires are quite common. Occa­

sionally they are used by college administrators as a 

tool to evaluate teachers for purposes of promotion or 

retention. At other times teachers may use them as an 

aid in assessing their own performance. Whatever the 

purpose one must immediately recognize that such student 
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evaluations have certain functional limitations.

Student evaluations are useful for evaluating the 
everyday order, clarity, and control of classroom 
presentations. They tell us whether teachers can 
get and sustain the interests of students and they 
tell us whether students have overall positive or 
negative affect for the teacher and the course. But 
they do not tell us very much about the intellectual 
and/or academic worth of the course.26

The purpose of Section Three of the questionnaire 

is to make some assessment of this affective element 

with regard to the two courses (film-oriented v. tradi­

tional ). The problem is that the process by which a 

student determines whether a course is "good" or "bad" 

varies with each individual. Indeed, the very defini­

tions of "good" and "bad" are rather indistinct. Rather 

than ask students to respond to one all-encompassing va­

lue criterion, this questionnaire asked them to respond 

to twenty-five different value pairs. Each of these 

pairs was presented in a nine-point semantic-differential 

27 
format.

Example: DULL 123456789 EXCITING

Students were asked to indicate their feelings 

2
Bernard Hennessy, "The Evaluation of Teaching: 

A Collegial Enterprise", Teaching Political Science, 3 
(October 1975), pp. 3-17.

27
The definitive work on semantic-differential 

measures is Charles Osgood, G. Suci, and P. Tannenbaum, 
The Measurement of Meaning (Urbana, IL: University of 
Illinois Press, 1967).
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about the course by placing themselves at the appropri­

ate point on the continuum for each of these twenty-five 

value pairs. As Osgood points out, this technique is 

especially useful because it allows subjects to evalu­

ate an object with greater clarity. Subjects are not 

confined to responding along a single criterion such as 

good vs. bad. The twenty-five value pairs used here do 

not exhaust all of the values with potential interest. 

But they do reflect a number of the values of interest 

in this experiment.

In the pretest, students were instructed to eva­

luate the typical or "normal" Iowa Wesleyan College 

course with reference to each of the twenty-five value 

pairs. These observations served as a baseline for lat­

er comparisons. In the posttest, students were then in­

structed to judge ”this” course (be it "American Politi­

cal Campaigning and the Movies" for the film group or 

"American Party Politics" for the non-film group) accord­

ing to the same criteria. The hypothesis was that stu­

dents would evaluate "American Political Campaigning and 

the Movies" more favorably when compared with other 

courses that they had experienced.

Again, the adjusted percentage of agreement is a 

measure that is helpful in testing this proposition. 

However, an error was discovered after the question­
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naires had already been designed and administered. Se­

mantic-differential scales begin to lose their relia­

bility when the continua include more than five or seven 

points. Continua with nine points, as used here, intro­

duce the increased probability that the student respon­

ses will become random. In an attempt to restore some 

meaning to the data derived from the questionnaires, the 

student responses to the semantic-differential values 

were rescored. The nine-point scales were compressed

28
into five-point scales. This procedure may control 

for the element of randomness somewhat, but it clearly 

does not correct it. The original error simply cannot 

be rectified. The rescored data does have one other ad­

vantage, however. The five-by-five tables which it pro­

duces are considerably more manageable for the APA mea­

sure than nine-by-nine tables.

Table 4 records the APA for the twenty-five val­

ues that were measured for both the film and non-film 

groups. Using the mean APA as a summary measure it 

would appear that the students did not see f ilmf-oriented 

instruction as vastly different from other teaching ap­

proaches they had experienced. There is 15% more agree-

28
The rescoring process went as follows : 1 and

2 were rescored a 1, 3 and 4= 2, 5= 3, 6 and 7= 4, 8 and 
9= 5.
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TABLE 4

Adjusted Percentages of Agreement(APA): 
Course Evaluation Value Pairs

Value Pair Film Group 
APA(N=11)

Mon-film Group 
APACN=13)

!• Uncoordinated/coordinated 34.5% 3.1%

2. Unfair/fair 7.3% 10.8%

3. Dull/exciting 7.3% 18.5%

4. Conservative/innovative 7.3% 10.8%

5. Limited/far-reaching 16.4% 10.8%

6. Bad/good 43.6% 3.1%

7. Untimely/timely 16.4% 26.2%

8. Non-action/action 25.5% 49.2%

9. Weak/strong 34.5% 26.2%

lO.Disorganized/organized 34.5% 33.8%

ll.Passive/active 7.3% 18.5%

12.Rambling/coherent 25.5% 49.2%

13.Easy/difficult 16.4% 10.8%

14.Unsuccessful/successful 52.7% 26.2%

15,Simple/complex -1.8% 18.5%

16.Empty/full 16.4% 26.2%

17.Unpleasant/pleasant -10.9% 49.2%

18.Narrow/broad -1.8% 18.5%

19.Constricted/unlimited 25.5% -4.6%

20.Disapprove/approve -10.9% 10.8%

21.Useless/useful 16.4% 18.5%

22.Unimportant/important -1.8% 18.5%

23.Unclear/clear 16.4% 18.5%

24.Rigid/flexible -1.8% 18.5%

25.Regressive/progressive 7.3% -4.6%

MEAN APA 15.29% 18.18%
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ment than one would have expected in a chance distribu­

tion. Conversely, one can interpret this as meaning 

that there is 15% less change than expected. To this 

point, then, the data offers little support for the hy­

pothesis. Students in the film group apparently see more 

similarity between film-oriented instruction and tradi­

tional instruction than dissimilarity.

However,, the mean APA may not be the most appro­

priate measure to use in comparing these data. First of 

all, the twenty-five value pairs used here are not nec­

essarily associated. They are independent measures. 

That is, a student’s response to one value does not nec­

essarily imply a similar response to any of the other 

values. Therefore, a mean APA may not be a particularly 

valid measure. Second, a mean can often suppress mean­

ingful differences within the individual items of a 

scale. For example, Table 4 reveals that one value pair 

(unsuccessful/successful) generated a very high adjusted 

percentage of agreement of 52.7%, while two other value 

pairs(unpleasant/pleasant and disapprove/approve) each 

elicited APA’s of -10.9%. Thus, there may be some indi­

vidual values that should be examined more closely.
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TABLE 5

Film Group Responses to Value Pair #3: 
DULL(=1) vs. EXCITING(=5)

N=ll

Pretest

1 2 3 4 5

1 0 - 0 0 0 0

2
Posttest g

0 9.1%

9.1% 0

0

9.1%

0

0

0

0

4 0 0 45.5% 9 .1% 9.1%

5 0 0 0 9 4 O/ 
• I/o 0

Using Beck’s procedure one can quickly ascertain

the adjusted percentage of agreement for the value pair 

in Table 5 by adding the cells which are on the left- 

29 
to-right diagonal according to the earlier formula.

27.3% actual level of agreement 
-20.0% expected level of agreement(by chance) 

7.3% adjusted level of agreement

However, in observing Table 5 one can readily 

see that a sizable proportion of the responses fall to 

the left of the diagonal. Indeed, this may suggest that 

there may be some change in the direction of the "excit­

ing value in the posttest responses. Using the same 

logic that Beck used in developing the APA measure, it 

may be possible to derive a measure that may reveal more 

about the data in Table 5 than the adjusted percentage 

of agreement by itself.

29 
See the example above, p. 200.
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In a five—by-five table there are ten cells 

which lie to the left of the diagonal. Each of these 

cells would contain observations that indicated a favor­

able change in the subject’s attitude or evaluation of 

the course. By mere chance one would expect, then, to 

find that 40% ( 10 x 4%) of the observations had moved 

in this favorable direction. In the same way that Beck 

determined an adjusted percentage of agreement, one can 

generate an adjusted percentage of favorable change, or 

APF. For the example presented in Table 5, the APF is 

calculated below.

63.6% actual favorable change 
-40.0% expected level of change(by chance) 
23.6% adjusted level of favorable change

In this instance, the test group showed a level of change 

toward the polar value "exciting" that was 23.6% higher 

than one could have expected in a chance distribution.

All of the five-by-five tables were reexamined 

and tested for the APF measure. Table 6 summarizes these 

findings by including only those variables from the film 

and non-film groups which have adjusted percentages of 

favorable change of 20% or more.The choice of this 

threshold is rather arbitrary, but it does allow one to

3$In the process of this testing for APF, it was 

discovered that two value pairs(fair/unfair and approve/ 
disapprove) had changes greater than expected in the 
direction of unfavorability.
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focus on those values which are most likely to show 

meaningful differences.

TABLE 6

Adjusted Percentages of Favorable Change(APF): 
Selected Course Evaluation Value-Pairs

Film Group(N=ll)

Value-Pair APF

3. Dull/exciting 23.6%

4. Conservative/innovative 23.6%

11.Passive/active 32.7%

13.Easy/difficuIt 23.6%

15.Simple/complex 32.7%

18.Narrow/broad 32.7%

24.Rigid/flexible 32.7%

25.Regressive/progressive 23.6%

Non-film Group(N=13)

1. Uncoordinated/coordinated 29.2%

2. Unfair/fair 21.5%

3. Dull/exciting 21.5%

6. Bad/good 21.5%

19.Constrieted/unlimited 21.5%

These findings suggest some rather interesting 

hypotheses. For instance, the data appear to lend some 

support to the proposition that different teaching meth­

ods will emphasize, and hence affect, different educa­

tional values. The film group evaluated eight of the 

twenty-five values more favorably than for other Iowa 

Wesleyan courses they had taken. The non-film group ev­

aluated five of the values more favorably than could have 
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been expected by chance. Curiously though, only one of 

these values appears in both groups (dull/exciting). It 

would seem that the film-oriented "American Political 

Campaigning and the Movies” promoted positive evaluation 

of different values than did the more traditional "Amer­

ican Party Politics".

Thus, seven value pairs were positively evaluat­

ed exclusively in the film group. One can arrange these 

values into three patterns or groups of values. First, 

film-oriented teaching seems to stress innovation, acti­

vity, and a progressive attitude. The second group of 

values seems to focus upon the difficulty and complexity 

of the course. Finally, the students seem to favorably 

compare the breadth and flexibility of the film-oriented 

course with other courses they had experienced.

Drawing conclusions from the sort of data pre­

sented here must be done cautiously. As discussed ear­

lier, the research design is not as rigorous as one would 

like. The populations are small. There are many possi­

ble dependent variables that are not effectively con­

trolled.

Yet one can make some tentative conclusions about 

these hypotheses. There is little indication that stu­

dents evaluated "American Political Campaigning and the 

Movies" more favorably overall than other courses they 
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had taken. The data from Table 4 suggests that there 

is more agreement (or lack of change) than chance can 

explain. This is not surprising. The existing research 

indicates that claims of universal superiority for any 

teaching method are not supported by the experimental 

evidence.

However, there is still a possibility that film- 

oriented teaching methods can affect certain behaviors 

and attitudes more effectively than other methods. The 

data here is based only upon this single experimental 

case. But the findings noted in Table 6 hold out the 

possibility that film-oriented instruction may be very 

appropriate if the instructor wishes to accent such val­

ues as innovation, flexibility, and complexity. Thus, 

while the results do not conclusively find that films 

have a favorable impact, there is some reason for insti­

gating further research.

STUDENT EVALUATION OF THE FILMS AS LEARNING AIDS

A series of modified open-ended questions was 

administered in order to more directly confront the 

question of the effectiveness of the films. These ques­

tions asked the students in the test group to evaluate 

the utility of films as a learning device. Each ques­

tion was worded so as to elicit a closed—ended response 

212



followed by explanatory comments. A number of problems 

arose with this instrument as an analytical tool. First, 

the number of subjects is so small (12) as to prevent 

any assertions of significance. Indeed, the raw numbers 

will be used in the ensuing discussion because percent­

ages can be misleading with such a small jn. A second 

problem was in the research design. With no control 

group at all the design was more akin to the primitive 

Postttest-Only Design. Third, most of the student res­

ponses rarely exceeded one or two sentences in length 

even though there was sufficient space for greater amp­

lification . As the last section of a rather lengthy 

questionnaire, it was quite likely that test fatigue had 

set in. Unfortunately, this fatigue introduced an ele­

ment of randomness to the responses. Even with these 

obstacles', data of this sort still can prove useful. It 

may reveal patterns of behavior or affect that suggest 

areas for future testing.

Question 1— Would you take another course in which 
Hollywood films were used as an important part of 
the instruction?

Eight of the 12 respondents answered YES ; four 

of the 12 said MAYBE. The most common response among 

those saying YES was that the films made the course "more 

interesting" and that they "made things clearer" or, 

stated a bit differently, "illustrated things for me".
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Several chose to comment on the substantive aspect of 

the films noting that "you can learn a lot from films". 

One student tendered a mild comparison of teaching meth­

ods, "The films help to make the message easier than a 

plain lecture." One student offered a response meant 

to praise the use of films but which could easily be 

classified as an undesirable effect, "I can learn a lot 

more from a movie in a short time whereas a book takes 

days to read". No instructor should seriously consider 

replacing reading literacy with film literacy.

Of the four students who replied MAYBE, three 

noted that "it would depend on the course" or on the way 

the instructor used the films. The fourth student argued 

that on occasion he would have preferred to work on 

other projects because "I had seen the film already".

From the responses to this question it would ap­

pear that most students’ felt rather favorably toward 

films as an approach to learning. Question Two exam­

ines the issue more closely.

Question 2— Did the films have any effect on your 
level of interest in the subject?

Here is the most direct inquiry into verifying 

the existence of curiosity as a result of the films. 

The working hypothesis is that Hollywood films will in­

crease the level of curiosity about related subjects.
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Ten of the 12 respondents answered that their interest 

in the subject was increased as a result of the films. 

Of course, one must be careful not to read too much into 

these responses. Student self-evaluations are not al­

ways accurate indicators of student behavior. Students 

may not be able to separate the effects of the films 

from other aspects of the course environment. Interest 

could have been aroused by a number of factors, but 

since the question is phrased so as to offer films as 

the explanatory cause, students might easily opt for the 

YES response. In this sense, the question may be loaded 

in that it offers no alternative explanations for the 

increased interest. But the question may still reveal 

some useful information. The responses do suggest, at 

least, tentatively, that films can be helpful in spurring 

interest in political science.

Of the ten positive responses the most common 

explanation developed along lines that the films helped 

to pictorialize, illustrate, and, therefore, clarify im­

portant ideas. Further, these students noted that this 

clarifying quality of the films enabled them to increase 

their critical sensitivity. Among the other explana­

tions offered was that the films "added variety" to the 

course, that films were not as "boring" as books, and 

that the films, quite simply, "were fun".
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Two of the 12 students answered that the films 

had little or no impact on their interest in the subject. 

But their explanations reveal that these responses are 

far less negative than at first thought. Both of these 

students noted that their interest in politics was al­

ready quite high when they enrolled in the course. This 

high level of interest did not diminish at all. Thus, 

the tentative conclusion seems to be that, at least for 

this measure, films can increase the level of interest 

in a subject.

Question 3— Did the concepts and ideas expressed in 
the films (make it more difficult for you to under­
stand course material ; make it easier for you to 
understand course material ; confuse you at times 
and help you at other times ; have little impact on 
your understanding one way or another)?

This question explores the issue of whether films 

can do more than merely entertain students. Can they 

also serve an important role as an explicator of subject 

material? A bare majority, seven of the 12 students, 

responded that the films made it easier for them to un­

derstand the course material. Of the six students who 

offered additional explanations, a recurrent theme was 

that films were useful in helping them to understand the 

reading assignments. Comments ranged from "it helped 

me to relate to material from the readings" to "it help­

ed clarify' many of the concepts from our readings". The 
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common thread running through these comments was the 

role of films as a clarifying force— a pattern evident 

in responses to the first two questions as well.

Three students believed that the films confused 

them at times and not at others, Their explanations 

touched upon one of the potential problems with using 

entertainment-oriented Hollywood films. This problem 

was perhaps best illustrated by the following comment, 

"it was difficult to keep remembering that it was only a 

movie and not to believe every part of it". The feeling 

of empathy which good movies often generate in an audi­

ence can apparently make it difficult for some students 

to separate fact from fiction.

Two students checked the response that the films 

made it more difficult for them to understand the mater­

ial. However, an examination of their explanations 

found their responses arguing that the films made it 

easier for them to understand the course material. The 

closed-ended portion of the question may have been in­

correctly marked. This may have been caused by poor 

questionnaire design. In the previous questions, the 

most positive option was listed in the first position. 

In this case, the most unfavorable option was first. 

Some confusion may have resulted. -

Thus, it is likely that nine of the 12 subjects 
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believed that the films helped them toward a better un­

derstanding of the substantive material in the course. 

However, one should not conclude from this that films 

are superior to other instructional tools. Comparisons 

are not available in data derived from a Posttest-Only 

Design. The important observation here seems to be that 

films probably can help students to learn.

Question 4— Do you believe the films affected your 
performance in any way?

Eight of the 12 students said that the films did 

affect their course performance. Their explanations 

were diverse, but most of the ideas and themes present 

in the replies to earlier questions resurfaced. Such 

responses as "it raised my interest" and "it clarified 

ideas" were again common. One new comment appeared in 

some form in three of the answers, however. These stu­

dents felt that the films had made them more reflective 

and analytical in their thinking. While this informa­

tion is far from significant in any statistical sense, 

it is encouraging.

Three students believed that the films had not 

really affected their performance. One student explain­

ed that he did enjoy the films, but that he probably 

could have performed just as well had they not been used. 

A more disquieting comment was made by another student,
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"they didn’t help me choose my topics for the inquiry 

papers which were my important performances one might 

say in learning". This is disturbing because it contra­

dicts one of the reasons for using films in this class. 

It had been hoped that the films would stimulate inde­

pendent efforts at learning. In this case that hope 

fell short. However, just as one shouldn’t read too 

much significance into the positive data, one should not 

overemphasize this single negative comment. Moreover, 

as noted earlier the students had stated that the films 

had stimulated ideas for more than one-half of the in- . 

quiry papers.

Question 5— What advantages (disadvantages) do you 
think the films brought to this course?

All twelve students listed at least one advantage 

to the use of films. The most common responses were va­

riations of those that had appeared often in response to 

earlier questions. These included "it increased my in­

terest", "it helped to clarify", and "it was fun". Oth­

er advantages which appeared at least twice in the res­

ponses to this question were that the films "encouraged 

participation" and that they "provided a change of pace 

from the daily routine".

It may be noteworthy that only five students 

chose to list any disadvantages to the use of films. No
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discernible pattern emerged from these comments. One 

student complained that the films introduced a lot of 

unneeded material in order to be entertaining. (While 

this sentiment is certainly true, it could be argued 

that the comment’s very perceptiveness suggests that the 

films did little to harm that student's critical abili­

ties!). Another student felt that too many students 

watched the films strictly for their own entertainment. 

Another complaint was that the discussions didn't concen­

trate sufficiently on the issues raised by the films. 

This criticism, even if valid, is more appropriately 

directed at the instructor and not at the films. One 

student believed that they " cost too much money"; while 

a fifth student asserted that the films interjected too 

much confusion.

ASSESSING THE COURSE OBJECTIVES

Much of the data analyzed and discussed to this 

point has been largely empirical in nature. Question­

naires were administered to the students in an attempt 

to elicit objective data. This kind of data is import­

ant, but one should not ignore other potential resources. 

Much of this evaluation data could be labeled as subjec­

tive in that it is largely immune to the rigors of sci­

entific method, lacks any degree of replicability, and
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is obtained and evaluated solely through the eyes of the 

beholder. Yet some behaviors are highly resistant to 

empirical methodologies. One can measure, for instance, 

the number of times a student participates in discus-. 

sions, or the number of times that he volunteers his 

thoughts. But it becomes very difficult to design em­

pirical measures that will help to evaluate the quality 

of a student's ideas or the articulateness of his expres­

sion. Subjective judgements cannot be avoided. For this 

experiment, this sort of subjective data derives from 

two sources.

The instructor is the major source of such infor­

mation. Every instructor evaluates the quality and lev­

el of performance in his classes. He makes some judge­

ment as to the relative success or failure of each course 

he teaches. Such judgements are, admittedly, rather ar­

bitrary. These perceptions are often subjective and 

quite unsystematic. Every class has its own unique qual­

ities that make comparative assessments extremely diffi­

cult. Moreover, every instructor is likely to engage in 

selective perception. The desire for experimental suc­

cess may well cause the instructor to recognize only 

those student behaviors that favor the desired conclu­

sion. Still, an instructor's evaluation of a course 

must be considered. The more experienced a teacher is, 
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the greater the body of data with which the instructor 

can compare the current course— and the more likely the 

teacher will be able to accurately assess its strengths 

and weaknesses. For this experiment the instructor had 

approximately four years of teaching experience during 

which he had offered thirty college courses, including 

three other interim courses. This provided him with 

some basis for comparing "American Political Campaigning 

and the Movies" to previous courses.

A second useful source of subjective data was 

the students. In addition to the structured, empirical­

ly-oriented data discussed earlier, students would often 

make unsolicited comments regarding their feelings, 

thoughts, or evaluations of the experimental course. An 

investigator should not disregard these comments. Their 

voluntary quality, in fact, makes these comments espec- . 

tally valuable. At other times, various students would 

engage the instructor in more extended conversations re­

garding the course. These, too, could prove useful.

In sum, these data are highly subjective, un­

systematic, and shaded with unintended bias. Yet, des­

pite these obstacles, an observer would be foolish to 

dismiss these perceptions. They become especially val­

uable in the evaluation of goals or objectives that are, 

themselves, highly subjective. For example, an import­
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ant course objective was to improve the quality of the 

students’ writing and speaking abilities. Since the in­

structor can only evaluate this objective by internal, 

highly subjective criteria, it would be unrealistic and 

unwise to exclude such evaluations from the discussion. 

Therefore, a useful starting point in incorporating this 

category of data is to return to the original course ob­

jectives and reassess each of them on the basis of these 

two subjective data sources.

Objective 1— Each student shall answer correctly at 
least 70% of the questions on each of two quizzes.

The purpose of the quizzes (and of this object­

ive) was to assure that the students were assimilating a 

satisfactory level of cognitive knowledge and understand­

ing from "American Political Campaigning and the Movies". 

There was a fear that the loosely-structured, film-ori­

ented nature of the course might allow students to ig­

nore the need to acquire a base of knowledge about cam­

paign politics sufficient to perform the other object­

ives. These quizzes stressed the importance of material 

from the lectures, discussions, and assigned readings.

All twelve students performed at the 70% criter­

ion level or higher on each of the quizzes. The quizzes 

were not administered to any control group, thus any at­

tempt to compare these results would be tenuous. How­

223



ever, one observation seems quite interesting. Over a 

period of four years, no other test or quiz given in an 

introductory-level course by the same instructor ever 

had a 100% success rate. In fact, every previous exam­

ination had had at least a 10% "less-than-satisfactory" 

(D or F) rate.

There are, of course, many factors that might 

account for this apparent success. The small class size, 

the intensity of effort found during the interim, and 

the difficulty or ease of the tests are among the var­

iables that could have made these results a special case 

not comparable to other examinations. Nevertheless, 

this high success rate adds credence to at least two hy­

potheses. First, students can learn from films (though 

how much in comparison with other methods remains unre­

solved). Second, the film-oriented approach appears not 

to have prevented students from assimilating the more 

traditional course material.

Objective 2— Each student shall write short papers 
about two issues or controversies in the field of 
campaign politics.

An important objective for this course was to 

improve the writing and critical skills of the students. 

Past teaching experience had suggested that many students 

were lacking in these skills. It was believed that the 

inquiry papers might serve as a means for improving stu­

224



dent performance in this area.

The inquiry papers proved to be a pleasant sur­

prise. After a student submitted a paper it was read 

and returned with comments about possible areas of im­

provement. If the paper was adjudged to be unsatisfac­

tory, these comments tended to be more extensive and 

specific. The student was then compelled to rewrite the 

paper and submit it again. Only those papers deemed 

satisfactory were included in the calculation of the 

final grade. Thus an extrinsic motivation(final grade) 

existed to encourage the student to improve his writing. 

The judgement as to what was "satisfactory" was, as is 

the case in assessing most forms of writing, rather sub­

jective. Three general criteria existed to aid in the 

evaluation. Papers had to have coherent organization. 

The student was required to exhibit in the paper an ade­

quate understanding of his chosen topic. Finally, the 

writing style could not be distracting and spelling and 

grammatical errors had to be minimal. However, the in­

terpretation of these criteria by the instructor was 

still very subjective.

Using this evaluation procedure, only three pa­

pers were returned to students as unsatisfactory. In 

each case the student resubmitted a second paper which 

satisfied all the requirements. The three inadequate 
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papers were found in the first inquiry assignment. All 

of the papers handed in as a second inquiry assignment 

met the criteria. In addition, ten of the twelve stu­

dents showed improved performance on the second paper. 

This suggests that the exercise was useful, at least 

somewhat, in^ accomplishing the objective. Moreover, 

several students commented specifically that the inquiry 

papers(and the accompanying instructor comments) had 

helped them to improve their writing skills.

The relevant issue, however, is to determine 

what role the films played in improving this performance. 

The evidence, while inconclusive, seems to suggest that 

the films were of some value. As reported earlier, at 

least half of the students cited the films as a source 

for their project ideas. One person did comment in the 

questionnaire that the films did not help to generate 

any ideas for the inquiry papers. But the positive ben­

efits of the films do appear to outweigh the negative in 

this regard.

Obviously, the films do not by themselves encour­

age improved writing skills. However, to the degree that 

films provide students with ideas that promote their en­

thusiasm about a topic, the films may offer some positive 

motivation for the students to write well. The linkage 

between films and improved writing may be tenuous, but
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it seems worthy of further investigation.

Objective 3— Each student, as part of a small group, 
shall design a public opinion survey.

The purpose of this objective was to introduce 

the students to many of the assumptions, techniques, and 

research designs common to voter survey research. The 

intent was not so much to make the students effective 

to Iproyide^e^^

and basic tools necessary for interpreting simple survey 

research data. The quality of work done with reference 

to this objective was satisfactory, but not exceptional. 

Given the brief introduction and the limited resources 

provided to the students, this level of performance was, 

perhaps, to be expected. Still, there was the hope that 

this objective would be as favorably resolved as the 

others.

This objective was probably the "least affected 

by the use of films. The films, for example, do not of­

fer any useful examples or ideas for creating a public 

opinion instrument. Such ideas had to originate with 

the students themselves or with the assigned readings. 

Because this objective was so little affected by films, 

the failure to achieve anything more than a modest suc­

cess cannot be blamed on the films. The objective and 

the movies were largely independent of each other.
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Objective 4— Each student, as part of a small group, 
will create one 30-second commercial and one 3- 
minute commercial for television.

This objective was designed to give students the 

chance to explore various techniques of political propa­

ganda especially as demonstrated through the medium of 

television. In addition, it provided an opportunity to 

further develop verbal and written skills. The nature 

of the assignment was to create commercials that could 

successfully persuade viewers to vote for a specific 

candidate. In such efforts language must be used care­

fully to generate specific feelings or reactions. This 

required that the advertisements be written and present­

ed in effective English.

The films used in this project offered many ex­

cellent examples of political advertising. Television 

plays an important role in The Last Hurrah, The Best Man, 

and The Candidate. Indeed, the latter film extensively 

portrays the story of a candidate who is totally reliant 

upon television for the creation and nurturing of his 

political image. Thus, it was felt that students would 

be able to draw upon the films, as well as their read­

ings and their own experiences, for ideas in creating 

their commercials.

Assessing the impact of the films upon this ob­

jective is difficult. As the instructor circulated 
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from group to group to observe the preparation of these 

commercials, it was obvious that the students were aware 

of the media advertisements portrayed in the films. 

There were numerous references to The Candidate; for ex­

ample , the_straight-at-the-camera television style of 

Senator Crocker Jarman served as a starting point for 

two of the groups. However ; it is impossible to accu­

rately measure the impact of the films upon the projects. 

Students had access to many sources of inspiration and 

in formation. In fact, they were expected to be cogni­

zant of some of the important literature on the subject 

of media campaigning. While the commercials were tech­

nically crude, they showed much creativity and were well- 

written . Indeed, the films were intended to inspire cre­

ativity , not repetition. It seems apparent that the 

films did contribute to the students* performance toward 

this objective, but there is no way to make any signifi­

cant comparisons with other teaching approaches. What­

ever the contributing role of the films, the student 

commercials were quite successful.

Objective 5— Each student, as part of a panel, will 
assist in leading class discussions about one of 
the films.

Objective 6— Each student will contribute to class 
discussions effectively and on a daily basis.

These two objectives will be discussed together 

since their purposes are identical. It was hoped that 
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the discussions would encourage creativity, analytical 

and critical thinking, and improved verbal articulation. 

These, of course, are the kinds of activities that any 

form of discussion method seeks to advance. These goals 

are not really altered by the use of the films. What 

was hoped was that the films would arouse sufficient 

curiosity and interest for the discussion method to work 

at its maximum effectiveness.

At first, the movies did not seem to provoke the 

kind of worthwhile discussions that were desired. Stu­

dents were hesitant to contribute; when they did, the 

quality of their remarks was not especially incisive. 

As noted previously, several devices were employed in an 

effort to help the students in their discussions. The 

sight-sound skim_ was used to trigger the first-reaction 

responses of the students. Study guides, with questions 

designed to help students get the most from the movies, 

were distributed prior to the showing of the first few 

films.

Gradually, the discussions began to move to a 

higher intellectual plane. As they did it became unnec­

essary to use any of the discussion aids. Student panel 

members were able to elicit useful discussions without 

any help from the instructor. During the final two 

weeks students were well able to analyze and criticize 
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many of the items of political lore promoted in the 

films. They were infinitely more successful at separa­

ting the fact from the fiction than in the early weeks 

of the course, when many students accepted the movies 

at face value. Discussions became so intense that a few 

students would occasionally object to the announcement 

that the period was over. In such cases, it was common 

for discussions to continue informally for as long as 

an hour.

As with the other objectives it is very diffi­

cult to assess the specific contribution of the films. 

The extensive exposure to traditional political science 

literature required in the assigned readings, as one ex­

ample, may have done more to improve the students’ cri­

tical abilities than did the films. Still, most of the 

students commented spontaneously and in their course 

evaluation questionnaires that the films helped to sti­

mulate ideas, to show relationships with the reading, 

and to raise their level of interest in the discussions. 

Thus, there is some basis for arguing that films can 

promote quality discussions and the speaking and criti­

cal skills that can accompany them.
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CHAPTER FIVE;

CONCLUDING OBSERVATIONS



CAN FILM BE USEFUL?: SOME TENTATIVE CONCLUSIONS 

This project has focused upon two separate, but 

related, issues. First, are films valid as sources of 

political knowledge and insight? Is there anything of 

heuristic value in Hollywood movies? There is a grow­

ing body of literature that suggests there is a great 

deal that one can learn about politics from films. Most 

of this literature has, however, concentrated on film 

as a purveyor of ideology and political symbolism, or 

as an illustrator of popular political culture. Until 

now, there has been no research that extended the util­

ity of Hollywood films as a learning resource beyond 

these areas. This project broadens the range of educa­

tional utility for this kind of movie.

Chapter Two examined the value of film as a re­

source in learning about political campaigning. While 

even this study is not exhaustive, it demonstrates that 

Hollywood films can be used to illustrate many of the 

theories and assumptions and concepts about campaign 

politics that exist in the professional literature. Si­

milar kinds of research and exposition would be approp­

riate for other areas of the discipline. It is possible 

that there are some fields that are resistant to the use 

of films as a learning resource. But the research dis­

cussed in Chapter Two certainly warrants the conclusion 
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that, at least in the field of American campaign polit­

ics , there is much of value to be found in Hollywood 

films.

The second major issue addressed by this project 

was whether or not films could be integrated into a 

course dealing with campaign politics and whether that 

course could effectively help students to learn about 

campaign politics. There seems little doubt that Holly­

wood films can be an essential part of such a course. 

Indeed, Chapter Three demonstrated, in far greater de­

tail than any other existing literature, how such a 

course could be designed. The issue of whether film can 

effectively be used to teach politics is not so easily 

resolved. The small n. and the resultant inadequacies 

of the research design create a situation in which con­

clusions can only be tentative. Moreover, it is impos­

sible to isolate the contributions of the films to the 

learning process. The films, after all, were only one 

element of a course which was innovative in a number of 

ways. Nevertheless, the evidence at hand suggests that 

there is considerable potential for film in the college 

classroom.

First of all, it appears that films can be ef­

fective in helping students to increase their cognitive 

understanding of the subject matter. One of the great 
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fears involving the classroom use of Hollywood feature 

films was that they might detract from the traditional 

values of serious scholarship. Yet the evidence here 

suggests that, in this case, the fear was unwarranted. 

Nearly every student commented on his questionnaire that 

the films clearly helped him to understand the course 

material. They also claimed that substantive matters 

that were left unclear or confusing after their reading 

assignments were later clarified and illustrated in the 

films and the subsequent discussions. Every student an­

swered at least 70% of the questions correctly on each 

of two objective exams. No other introductory-level 

class taught by the same instructor can make such a 

claim. Moreover, every student was successful in attain­

ing satisfactory performance in each of the six course 

objectives. Thus, Hollywood films can be quite comple­

mentary to traditional, substantive learning.

Second, films apparently,can be useful in pro­

voking student discussion. The students did have some 

difficulty in grasping the concepts and ideas to be 

found in the first film, Meet John Doe. But as the stu­

dents became acclimated to the medium, their creativity 

and originality of expression increased noticeably over 

the four weeks. Student evaluations revealed a large 

majority which believed that the discussions were very 
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useful to their understanding of the course material. 

The instructor also believed that the enthusiasm gen­

erated in these discussions, while difficult to measure, 

far exceeded that found in any other introductory-level 

course taught by the same instructor. Certainly, there 

are alternative explanations for this result. But it 

remains possible that the films were a crucial element 

in the success of the class discussions. Individual in­

terviews with several students revealed that they felt 

the films gave them something meaningful to contribute 

in class. Moreover, they noted that the films allowed 

them to actively initiate their own topics of discussion 

rather than merely passively responding to the instruc­

tor's questions.

Third, it seems probable that films can arouse 

student interest in a subject. Certainly, a couple of 

students stated that the films did not really affect 

their level of curiosity. No teaching method can be 

universally appealing to all students. Still, state­

ments such as "the films increased my interest" or "the 

films aroused my curiosity" appeared at least twice on 

every course evaluation (albeit occasionally in response 

to different questions). Moreover, no student missed 

more than one class day. Though class attendance may 

not always reflect interest, it is certainly an indirect 

236



measurement that adds weight to the existing favorable 

evidence.

Interest levels appeared to stay high despite 

the rigorous demands made by the course. Indeed, every 

student claimed that the course was one of the most 

challenging they had ever taken, yet all of them per­

formed at or above the minimum performance standards. 

In addition, several of them inquired as to whether 

there would be courses of a similar type offered in the 

future. This evidence may not be conclusive enough to 

allow the assertion that Hollywood films help to moti­

vate students, but the premise seems we11-worth addi­

tional investigation.

SOME CAVEATS FOR FILM IN THE CLASSROOM

This project has demonstrated that Hollywood 

films can be employed to help students effectively learn 

about campaign politics. But the relative success of 

this experiment should not be interpreted as proof that 

films will be successful in every kind of classroom si­

tuation. Film is not a "gimmick" that will enable every 

teacher to improve student learning in his courses.

An important question is, thus, not just whether 

film-oriented instruction can be effective (of that we 

seem fairly certain at this point), but also under what 
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conditions such instruction is most likely to be suc­

cessful. Conversely, one should also be interested in 

the conditions which are the least conducive for effect­

ive film-oriented instruction. The following discussion 

is based upon the instructor’s experience with "American 

Political Campaigning and the Movies” and with "The Amer 

ican West and the American Western”. These experiences 

suggest that any teacher who wishes to extensively use 

films in a political science course should be aware of 

certain caveats.

1. Sufficient time— Feature films of the sort 

used here require access to blocs of time at lea.st__two 

hours long. The film with the shortest running time in 

"American Political Campaigning and the Movies ? was 75 

minutes long ; the longest ran 123 minutes. There is 

really no viable alternative to long class periods. If 

an instructor wishes to periodically stop the film for 

comments or discussion ( tactic not used here), even 

longer periods become necessary. Showing the films over 

two or three class periods on different days is inadvis­

able because of the loss of dramatic integrity and im­

pact (a major reason for using film in the first place) 

and because of the ineffective use of class time that it 

entails. Editing a film so that it can be shown in a 

single one-hour period would destroy the artistic whole­
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ness of the film and make it less compelling and convin­

cing. It would also demand a level of technical expert­

ise not readily accessible in most schools.

Thus, the interim term is an excellent opportu­

nity to use films in the curriculum. The flexibility of 

scheduling that it allows makes it much easier to inte­

grate the films into a course. With the extensive adop­

tion of the 4-1-4 calendar at many small, liberal arts 

colleges the film approach may be best suited to such 

. . I
an environment.

Nevertheless, it is still possible to integrate 

films into the traditional two-semester and trimester 

calendars. For example, even in regular semesters it 

is often possible to establish a fairly flexible sche- 

2 -
dule. It is not a sacred educational dictum that in­

troductory political science courses must meet three 

times weekly for one hour at a.time. A less radical op­

tion is simply to install a laboratory period of perhaps 

one hour which could be appended to a regularly sche­

duled lecture period to provide the necessary two-hour 

time bloc. The advantages to this arrangement are sev-

It is difficult to determine exactly how many 
colleges have adopted the 4-1-4 calendar. As of 1970, 
at least 330 colleges were using some variation of the 
plan.

2
Seminars and evening classes, for example, have 

often met at irregular times.

239



eral. The additional time could be used for any number 

of experimental learning situations, not just films.

The instructor would have the opportunity to show a film 

in its entirety and perhaps even have sufficient time 

for valuable discussion afterward. The point to be em­

phasized here is that a school's academic schedule is 

not necessarily part of the "given” in an educational 

environment. If the existing schedule is a detriment 

to the effective use of films, then alternatives can be 

pursued that would create a more favorable climate.

2. Small class size— To be most successful, a 

course utilizing films should encourage student discus­

sion. Showing a film with no opportunity for follow-up 

discussion would waste the evocative flavor of the med­

ium. However, existing research suggests that the ef­

fectiveness of discussion as a teaching method varies 
3 

inversely with the size of the class. The larger the 

class, the less likely that discussions will result in 

meaningful learning.

There is no reliable way of judging when a class 

becomes too large for discussion to be effective as an 

approach to learning. In this experiment, with twelve 

students, discussions were quite successful. However,

3
See, for example, McKeachie, Research in Teach­

ing".
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because film-oriented instruction relies so heavily upon 

discussions, in classes of more than twenty-five students 

film may not be as effective as other approaches.Or­

ganizing a large class into smaller discussion sections 

may ease the problem somewhat, but the logistics of such 

an arrangement can often be unnecessarily complicated. 

Clearly, a relatively small class is preferable to a 

larger one if one expects to use films for effective 

learning.

3. Sufficient money— Hollywood feature films 

are not inexpensive. Indeed, even a modest program of 

seven films as was used here can cost $300 or more. An 

instructor must make a judgement as to whether film-ori­

ented instruction is likely to improve learning suffi­

ciently to justify the additional cost. Such cost-bene­

fit analysis is complicated by the complexity of evalu­

ating learning. Still, one should be prepared to deal 

with the added costs that films entail.

In a time of economic retrenchment by most col­

lege administrations, an instructor should be prepared

4 .
This threshold figure is admittedly arbitrary. 

The choice is based largely on experience with another 
film-oriented course, "The American West and the Ameri­
can Western". This class was taught twice, each time 
with approximately 20 students. Even with this number 
discussions became a bit unwieldy at times. Thus, the 
figure of 25 seems reasonable as an upper limit. 
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to look elsewhere for funds. The most obvious source, 

and the simplest to administer, is the assessment of a 

laboratory fee for all students enrolled in the course. 

There are two strong arguments to buttress this practice. 

First, laboratory fees are commonly used in courses 

where extraordinary expenses are incurred, e.g. biology 

and chemistry. In this experiment, each student was 

assessed a fee of $18 to defray the film costs. This 

fee is comparable to lab fees in other courses and thus 

is likely to be accepted by students as legitimate.$ A 

second rationale for lab fees is that students would nor­

mally expect, to spend $10-20 for books in a course.$ In 

"American Political Campaigning and the Movies", students 

were not required to purchase any other materials. The 

small class size (mentioned above as a requisite condi­

tion) allowed for the use of materials placed on reserve 

in the library. Thus, students were not required to 

spend any more for course "materials" than normal. If, 

however, an instructor insists that students purchase 

certain books, then he should be aware of the financial

$An informal survey of chemistry and biology 

courses at Lehigh University and Moravian College found 
lab fees ranging from $10 to $25. The 318 film fee-is 
near the mid-point of these fees.

^The average cost for books in all courses taught 

by this instructor was $15.83. Again, this is very close 
to the fee assessed here.
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burdens this may place on the students. Film-oriented 

instruction would likely be less worthwhile under these 

conditions.

4. Introductory-level course— Here one returns 

to the dual problems of motivation and efficiency. Stu­

dents in an introductory-level course often exhibit low 

motivation toward the subject. They are sometimes en­

rolled merely because the course is required for some 

other program. One is also more likely to find a much 

higher proportion of non-political science majors in 

such courses. In these circumstances films offer great 

promise as a motivational device in that they do seem 

to arouse student interest in a subject. While the 

short-term efficiency of the films would appear to be 

rather low (two hours screening time plus one hour of 

discussion— all for a relatively small increment of in­

formation) , the long-term effectiveness in terms of 

greater receptivity to additional information and en­

thusiasm for learning is very promising. The necessity 

for exceptional efforts at motivation in upper-level 

courses, on the other hand, is not as imperative. Stu­

dents in such courses generally have greater interest 

in the subject and greater intellectual preparation. 

More efficient means of teaching other than films are 

available for these upper-level courses. In short, films 
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take too much time to deliver too little information to 

be useful in such an environment. Thus, one should give 

consideration to the kinds of students enrolled in a 

class before deciding to adopt films. Methods and ap­

proaches suitable in one class might be inappropriate in 

others.

5. Proper course objectives— It seems obvious 

that an instructor’s educational philosophy and course 

objectives must be compatible with the qualities found 

in film. Films are woefully unsuited to the achieve­

ment of some educational objectives. For example, if a 

teacher wished to stress the development of research 

skills or wanted to maximize cognitive knowledge, films 

would not be very useful. Such objectives could be much 

more easily achieved with other pedagogical methods. 

But if, on the other hand, an instructor wished to arouse 

student interest in the subject, or promote improved 

verbal abilities, or develop critical skills, then the 

evidence suggests that films can be effective.

This leads to the observation that effective 

teaching may be encouraged best by incorporating a num­

ber of different teaching approaches. Since there is 

apparently no one universally superior method, an in­

structor might be wise to coordinate several teaching 

strategies according to which are most appropriate to 
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the objectives at any particular time. Indeed, the film- 

oriented approach seems so ineffective at promoting a 

number of worthwhile objectives, that it really should 

be used only in conjunction with other methods.

6. Personal style— Much of the effectiveness or 

ineffectiveness of any teaching method depends a great 

deal upon the facility which the teacher brings to the 

technique. A "good" method employed by an instructor 

who is poorly equipped or poorly motivated to use that 

method will likely yield disappointing results. Like­

wise, a "poor" method can be transformed into a much 

more successful one when the instructor is enthusiastic 

and well-equipped to accentuate whatever fortes the me­

thod possesses. Thus, the effective use of films as a 

teaching approach depends to a large degree upon the 

capabilities of the teacher.

It would seem that any instructor who hopes to 

use films successfully should be as convinced of the va­

lue of films in teaching politics as he would be with 

any other method. Films, after all, do not "teach" by 

themselves. They are a tool to be used by teachers and 

like any tool, they must be wielded by individuals who 

can use them with confidence. This merely suggests that 

films are not an "easy way out" for any teacher. The 

method requires the same commitment and intensity that
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one expects with any other teaching approach in order 

for it to be successful. Just as some teachers are un­

comfortable with lecturing, or leading discussions, or 

running simulations, it should be expected that some 

teachers will be uncomfortable with film. In such a 

case, the teacher should be expected that some teachers 

will be uncomfortable with film. In such a case, the 

teacher should consider experimenting with one or two 

Hollywood films in a classroom setting before committing 

himself to the use of films as a central focus of his 

instructional approach.

SOME FINAL THOUGHTS

This project has attempted to demonstrate that 

Hollywood films can serve as a viable, effective teach­

ing-learning resource. While one cannot claim that 

film is categorically superior to other teaching meth­

ods , the evidence here seems reasonably clear that given 

the proper environment film can be an effective instruc­

tional tool. The six criteria just discussed have been 

a speculative attempt to suggest some threshold condi­

tions necessary for effective film teaching. The in­

ference is that where all six preconditions exist, film 

offers great potential as a teaching strategy. When 

some of these preconditions are absent, then film-ori­
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ented instruction is likely to yield less impressive 

results.

The experiment documented here met those pre­

conditions reasonably well. Given the problems in des­

igning a research methodology that was likely to yield 

meaningful results, the data from this experiment were 

interpreted conservatively. However, it appears that 

there is sufficient evidence, both empirical and sub­

jective, to suggest a tentative conclusion that films, 

when utilized under the proper conditions and integrated 

with other appropriate teaching strategies, can effect­

ively help students to learn about politics. Perhaps 

this tentative conclusion can serve as an hypothesis for 

further research. It might be useful, for example, to 

teach such a course under conditions that would allow 

for a more rigorous research design. Especially valua­

ble would be a research design that provided valid com­

parisons of film-oriented instruction with other tech­

niques .
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APPENDIX A

STUDENT READING LIST FOR

"AMERICAN POLITICAL CAMPAIGNING AND THE MOVIES"



ADVANCE WORK

1. Brown & Seib, The Art of Politics, Chap. 11-Schedul- 
ing and Advancework(139-52).

2. Cottin, Jonathan, ’’Advance Men Ensure Campaigners 
Against Silent Mikes, Short Stories” in Agranoff 
(104-22).

AVAILABILITY

1• Brown & Seib, The Art of Politics, Chap. 2-Getting 
Started in Politics(27-36).

2. David, Paul et.al., ’’The Candidates” in Johnson & Wal­
ker ( 26-35 ) .

3. David, The Politics of National Conventions
Chap. 7-Patterns in the Nominating Process(126-42); 

also in Owens & Staudenraus(155-70)
Chap. 8-The Candidates(143-65)

4. Fishel, Jeff, ’’Party, Ideology, and the Congressional 
Challenger”, APSR, 58(1213-32).

5. Prewitt, Kenneth, ’’Political Ambitions, Volunteerism, 
and Electoral Accountability”, APSR, 64(5-17). '

6. Prewitt, The Recruitment of Political Leaders
Chap. 2- The Social Bias in Leadership Selection(23- 

52)
Chap. 4- Entry into the Active Stratum(83-108)

BASIC BELIEFS OF THE AMERICAN VOTER

1. Converse, Philp E., "The Stability of Belief Elements 
over Time” in Niemi & Weisberg(85-93).

2. Cutler, Stephen and Robert Kaufman, ’’Cohort Changes 
in Political Attitudes : Tolerance of Ideological 
Non-conformity”, POQ, 39(63-81).

3* Free & Cantril, The Political Beliefs of Americans 
Chap. 3- Ideological Outlooks(23-40)
Chap. 4- Self-Identification as Liberal or Conserv- 

ative(41-50)
Chap. 5— The Concerns of Americans(51-58)
Chap. 8- Syndromes & Prejudices(113-33)
Chap. 11- American Political Credos : A Psychologic­

al Overview(174-81)
4. Gelb & Palley, Tradition and Change in American Partv 

Politics, Chap. 5- Voting in America(93-129).
5. Levin, Murray B., "The Alienated Voter” in Ruchelman 

(62-78).
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6. Litwak, Eugene et.al., "The Ideological Complexity 
and Middle-American Rationality", POQ, 37(317-32).

7. Lowi, Theodore, "The Artificial Majority" in Annual 
Editions(204-06).

8. Miller, Arthur H. et.al., "A Majority Party in Disar­
ray: Policy Polarization in the 1972 Election" in 
Niemi & WesibergC176-95).

9. Mueller, John, War, Presidents and Public Opinion, 
Chap.5- Sources of Support for the Wars(115-54).

10. Mie, Norman and Kristi Andersen, "Mass Belief Systems 
Revisited: Political Change and Attitude Structure" 
in Niemi and Weisberg(94-137); and in Dreyer & Ros- 
enbaum(289-320).

11. Stimson, James A.,"Belief Systems : Constraint, Comp­
lexity, and the 1972 Election" in Niemi & Weisberg 
(138-59).

BROADCAST MEDIA

1 . Auer, J. Jeffrey, "The Counterfeit Debates" in Kraus 
(142-49).

2 . Becker, Samuel and Elmer Lower, "Broadcasting in Pres­
idential Campaigns" in Kraus(22-55).

3 . Brown & Seib, The Art of Politics, Chap. 8- Media Us- 
age(105-18).

4 . Califano, Joseph, "Television and the Loyal Opposition" 
in Ippolito & Walker(34-47).

5 . "Campaign Media in the Age of Television" in Agranoff 
(259-73).

6 . Congressional Quarterly, "Political Advertising: Mak­
ing It Look Like News" in Agranoff(285-95).

7 . Crouse, The Boys on the Bus, Chap. 7- Television(149- 
90 ).

8 . Devlin, L. Patrick, "Contrasts in Presidential Cam­
paign Commercials" in Agranoff(259-73).

9 . Emery, Edwin, "Changing Role of the Mass Media in Am­
erican Politics", Annals, Sept. 1976(84-94). •

10 .Gelb & Palley, Tradition and Change in American Party 
Politics, Chap. 4- The Use and Effects of the Mass 
Media(69-90).

11 . Hennessy, Public Opinion
Chap. 17- Mass Communication and Public Opinion(243- 

53)
Chap. 18- Television and Radio(254-68)

12 .Kelley, Stanley, "The Emerging Conventions of Campaign 
Television" in Agranoff(277-83).

13 .Lubell, Samuel, "Personalities vs. Issues" in Kraus 
(151-62).
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14 .McGinniss, Joe, "Honoring the Illusion" in Collier 
(126-36).

15 .McGinniss, The Selling of the President.
IS .McGinniss, "The Selling of the President 1968” in 

Greenberg & Young(276-85).
17 .MacNeil, Robert, "Candidate Exposure in Uncontrolled 

Media" in Agranoff(310-19).
18 .Mendelsohn, Harold and Irving Crespi, Polls, Televi­

sion and the New Politics
Chap. 4.- Does Exposure to National Broadcasts of 

Election Forecasts and Results Affect Terminal 
Voting B^havior(170-246)

Chap. 5- Indirect Political Effects of Mass Media 
(247-319)

19 .Mendelsohn & Crespi, "Television and the New Politics" 
in Ippolito & Walker(34—47).

20 .Minow, Newton & Lee Mitchell, "Incumbent Television :
A Case of Indecent Exposure”, Annals, May 1976(74-87)

2l .Napolitan, Joseph, "Media Costs and Effects in Polit­
ical Campaigns”,Armais,, Sept. 1976(114-24).

22 .Nixon, Richard, "The Checkers Speech" in Christenson 
(375-83).

23 .Patterson, Thomas & Robert McClure, "Television and 
the Less-Interested Voter: The Costs of an Informed 
Electorate", Annals, May 1976(88-97).

24 .Scwartz, Tony, "The Inside of the Outside" in Agranoff 
(344-58). '

25 .Seitz, Herbert and Richard Yoakam, "Production Diary 
of the Debates" in Kraus(25-55).

26 .Tuchman, Sam and Thomas Coffin, "The Influence of El­
ection Night Television Broadcasts in a Close Elec­
tion", POQ, 35(315-26).

27 .White, 1960, Chap. 11- Round Two: The Television De- 
batesT279-95); also in Owens & Steidenraus(228-40).

28 .Witcover, Jules, "Radio Use in the Television Era" in 
Agranoff(296-99).

CAMPAIGNS(GENERAL)

1. Agranoff, Robert, "The New Style of Campaigning: The 
Decline of Party and the Rise of Candidate-centered 
Technology" in Agranoff(3-48).

2. Bibby & Davidson, On Capitol Hill, Chap. 2— Campaigns 
and Elections : Two Cases(25-78).

3. Bone & Ranney, Politics and Voters, Chap. 5- Nomina­
tions (76-99) .

4. Cantor, Voting Behavior and Presidential Elections, 
Chap. 7- Presidential Election Campaign Techniques 
(95-111).



5. Clem, The Making of Congressman, any chapter but esp. 
Chap. 9- Seven Campaigns for Congress : A Comparative 
Perspective.

6. Davis, Lanny, "Why Lowenstein Lost: Ethics, Crooks, 
and Carpetbaggers" in Peters & Fallows^234-46).

7. Fisher, Harry, "How the ’I Dare You1 Candidate Won" 
in Agranoff(79-86).

8. Polsby & Wildavsky, Presidential Elections, Chap. 5- 
The Campaign(15 7-91).

9. Ross, Irwin, "The Supersalesmen of California Polit­
ics: Whitaker and Baxter" in ChristensonC442-52).

10. Schoenberger, Robert, "Campaign Strategy and Party 
Loyalty: The Electoral Relevance of Candidate Deci­
sion—making in the 1964 Congressional Elections", 
APSR, 63(515-20).

11. Sorauf, Party Politics in America, Chap. 10- The El­
ection for Election(234-65)•

12. Stokes, Donald E. "Some Dynamic Elenents of Contests 
for the Presidency",APSR, 60(19-27).

13 .White, 1964
Chap. 11- Barry Goldwater’s Campaign(315-46) 
Chap. 12- Lyndon Johnson’s Campaign(347-77)

14 .White, 1960,64,68,72, passim.
15 .Heard, Alexander, "The Organization and Function of 

Campaigns" in Johnson & Walker(52-72).
16 .Shapiro, Walter, "One Who Lost" in Peters £< Fallows 

(234-46).

CONVENTIONS

1. Burke, Fred, "Senator Kennedy’s Convention Organiza­
tion" in Weinbaum & Gold(121-27).

2. Burns, James M., "The Case for Smoke-filled Rooms" in 
Johnson & Walker(40-42).

3. Congressional Quarterly, Current American Government 
.76, "Delegate Selection"(123-33) .

4. David, The Politics of National Party Conventions 
Chap. 9- Apportionment and Voting Structure(166-92) 
Chap. 13- The Delegations(248-64)
Chap. 14— Voting Power and Strategy: The Road to 
Consensus(265-91) •

Chap. 15— Convention Action and Election Results
5. Herring, E. Pendleton, "The Uses for National Conven­

tions" in Johnson & Walker(36-39).
6. McCloskey, Herbert, "Are Political Conventions Undem­

ocratic" in Bach & Sulzner(80-91).
7. Mailer, Morman, "Miami & the Siege of Chicago" & "St. 

George and the Godfather" in Weinbaum & Gold(187-95).
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8. Polsby, Nelson W., "Decision-Making at the National 
Convention" in Weinbaum & Gold(196—200).

9. Polsby & Wildavsky, Presidential Elections, Chap. 4- 
Nomination: At the Convention(122-53).

10. Sorauf, Party Politics in America,(287-305).
11. Sullivan, Explorations in Convention Decision Making

Chap. 2- Changes in Presidential Nominating Conven­
tions and Their Political Environment(16-29)

Chap. 4- The Institutionalization of Group Caucuses 
(67-80)

Chap. 6- Convention Decision Making : The Crucial De­
cisions (287-305)

12. Sullivan, The Politics of Representation
Chap. 1- Four Dilemmas in Representation(1-16)
Chap. 3- Arenas of Decision(41-70)
Chap. 4- Innovation and Compromise: The Making of a 

Party Platform(71-115)
13 .White, 1964, Chap. 7- Barry Goldwater’s Convention : 

Coup at the Cow Palace(190-220).
14 .White, 1972, Chap. 7- Confrontation at Miami(158-92).
15 .Wildavsky, Aaron, "What Can I Do?: Ohio Delegates View 

the Democratic Convention" in Weinbaum & Gold(235-43)

DETERMINING FACTORS IN VOTING

1. Bone & Ranney, Politics and Voters, Chap. 1- Setting 
and Psychology of Voting(1-16).

2. Brody, Richard & Benjamin Page, "The Assessment of 
Policy Voting" in Niemi & Weisberg(196-209).

3. Cantor, Voting Behavior and Presidential Elections, 
Chap. 5- Issues and Candidates(61-78).

4. Erikson & Luttbeg, American Public Opinion. Chap. 7- 
Elections as Instruments of Popular Control(213-52).

5. Fleitas, Daniel, "Bandwagon and Underdog Effects in 
Minimal-Information Elections", APSR, 65(434-38).

6. Greenstein, American Party System, Chap. 3- Citizen 
Politics: The Behavior of the Electorate(18-42).

7. Kelley, Stanley and Thad Mirer, "The Simple Act of 
Voting" in Dreyer & Rosenbaum(247-72).

8. McCormick, Richard, "Ethno-Cultural Interpretations 
of 19th Century American Voting Behavior", PSQ, 89 
(351-77). ---

9. Pomper, Voter’s Choice, Chap. 9- Variability in Elec­
toral Behavior.

10. Schulman, Mark and Gerald Pomper, "Variability in El­
ectoral Behavior: Longitudinal Perspectives from 
Causal Modeling" in Niemi & Weisberg(196-209).
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11.Tufte, Edward R., "Determinants of the Outcomes of 
Midterm Congressional Elections" in Niemi & Weisberg 
(248-73); also in APSR,69(812-26).

ELECTORAL COALITIONS

1. Axelrod, Robert, "Where the Votes Came From : An Anal­
ysis of Electoral Coalitions" in APSR, 66(11-20).

2. Gelb & Palley, Tradition and Change, Chap. 6- The 
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AMERICAN POLITICAL CAMPAIGNING AND THE MOVIES 
Facts ans Fantasies in the Hollywood Film 

Prof. Glenn Phelps Interim 1977

INTRODUCTION: This course is meant to be an introduc­
tory experience to the world of American political 
campaigning. It will, however, employ an approach 
that is probably a bit different than in most other 
courses. Serving as our focal point of study will be 
a series of seven(7) Hollywood films. Aside from be­
ing entertaining, these films are important in the 
context of this course because they say some interest­
ing things about American campaign politics. Some of 
the ideas in these films are, to some degree, realist­
ic appraisals. Other ideas are based on what the 
filmmaker beHeves_is true, but, in fact, probably is 
not. Many other ideas expressed in the films fall 
somewhere between fact and fiction. These seven films 
will be used to set the agenda for this course. The 
questions they help raise will be resolved(hopefully) 
by subsequent reading, thinking, discussions, and 
other activities.

DESIGN : Another way in which this course seeks to be 
different is that a great deal of freedom and initia­
tive in the learning process will rest with you, the 
student. While certain objectives will be required of 
all students, each of you will be expected to embark 
on areas of study and activity that appeal to you. A 
preliminary schedule of activities is included in this 
syllabus. The films will, because of booking require­
ments, almost always be shown on the dates listed. 
However, it is hoped that your questions, curiosity, 
and interest will help determine what topics will be 
dealt with and in what order. Other topics or activi­
ties can and will be added or subtracted from this 
preliminary list whenever students show sufficient in­
terest in an area.

EVALUATION : Final grades for this course will be deter­
mined through the use of an open-ended point system. 
The minimum point totals required for each grade are:

A = 425 points 
B = 350 points 

C or S= 275 points 
F or U= less than 275 points
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Some activities will be required of every student in 
the class. Below is a list of these activities and 
the maximum points possible for each. Any work which 
does not achieve the objectives stated in the evalua­
tion criteria will be returned without a grade. It 
may be resubmitted and reevaluated when all of the ob­

jectives have been satisfied.

Required Activity
Quizzes(2) 50 pts©
Inquiry papers(2) 50 pts@ 
Opinion research project 
Class participation 
Panel discussion 
Television campaign ads

100
100
50
60
20
50

Each student must complete all of the above activities 
by the end of the interim. Additional optional exer­
cises may be performed for credit(see Optional Exer­
cises section of this syllabus).

INQUIRY PAPERS(100 points): One of the reasons for us­
ing films in this course is to get you to think about 
campaign politics. Specifically, you should be stimu­

lated to ask questions about the facts or fantasies il­
lustrated in these movies. Inquiry papers are oppor­
tunities to explore those questions or ideas on your 
own. The procedure for doing an inquiry paper is as 
follows : 1) select a question or concept that inter­
ests you, 2) meet with the instructor to get your top­
ic approved and mutually agree on a reading list, 3) 
use these readings to develop the answers to your ques­
tion. Again, the hope is that you will pursue topics 
that interest you. The criteria for a successful pap­
er are:

A) Each paper must begin with a statement summariz- 
the problem(or question) and explaining why you 
have an interest in it.

B) The paper’s body should summarize some of the 
alternatives to the question and compare, con­
trast, or analyze the key points of each of the 
alternative viewpoints.

C) The paper should conclude with your evaluation 
of the findings. Whose approach do you think is 
more correct? Why?

D) The entire paper should be approximately 1,000 
words long and must be written with accurate 
spelling and correct syntax.
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QUIZZES(100 points): There will be two announced quiz­

' zes occuring near the end of each two-week period.
The quizzes will be worth a maximum of 50 points a­
piece. They will cover any material discussed in class 
as well as any readings which have been assigned to 
the entire class. The format of the quizzes will be 
announced at least two days prior to each quiz. Fail­
ure to achieve at least 35 points on each quiz will 
result in a retest.

CLASS PARTICIPATION(60 points): This evaluation will be 
based upon four one-week periods, each of which will 
be worth a maximum of 15 points. The evaluation cri­
teria are as follows:

A) You are expected to read any and all assignments 
and be prepared to discuss them in class.

B) You are urged to offer questions, insights, or 
criticisms on any relevant matters.

C) The quality of your contributions will be consi­

dered. Quantity alone will not guarantee the 
top grade.

D) Any unexcused absence will result in an automat­

ic 3 point decrease in that week's total. Re- ' 
peated absences will result in greater penalties

PANEL DISCUSSIONS(20 points): Every person will appear 
in at least one panel discussion(usually 3 persons at 
a time). These panels will convene shortly after each 
film. Discussion questions will be circulated to all 
students prior to the film. Members of the panel 
should be prepared to offer their views concerning any 
of those discussion questions. In addition, panelists 
should be prepared to field other questions or ideas 
from the class as a whole.

OPINION RESEARCH PROJECT(50 points): This project seeks 
to acquaint you with the methodology of public opinion 
(or survey) research. The exercise will be a group 
effort involving 3-5 students per group. The specific 
objectives for this "project are:

A) Develop a working hypothesis for your survey, e. 
g. College Students arejnore Democratic than 
their parents. Be prepared to explain why your 
hypothesis is important.

B) Develop a questionnaire that will provide infor­

mation sufficient to determine the validity of 
the hypothesis.

C) Design a sampling technique and be able to des­

cribe how you would administer the survey.
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Readings will be available that should help you to un­
derstand each of these tasks. The questionnaire itself 
must be reproduced(mimeo) so that the entire class can 
have a copy for their examination. The work may be 
shared in any way the group prefers to do it, but each 
person will receive the same grade, and each person 
must be able to answer questions about the project. 
Some class time may be allowed for this activity.

TELEVISION CAMPAIGN ADS(50 points): This project is de­
signed to familiarize each student with the peculiar 
techniques of political image-selling utilized in tel­
evision ad campaigns. Each group of 3-5 students will 
do the following:

A) Write a 30-second spot ad for a candidate(real 
or fictitious) of their choice.

B) Write a 3-minute TV ad for the same candidate.
C) Utilizing the video-tape equipment, produce each 

of these ads in an effective manner.
D) Be prepared to discuss the political and media 

principles you used in writing and producing 
these advertisements.

These programs will be shown in class. Members of the 
group should be able to discuss their work. Tasks may 
be shared but, again, each group member receives the 
same grade. Video equipment is tightly scheduled so 
you will need to arrange times with the A-V office 
well in advance for your productions.

OPTIONAL EXERCISES: One of the keystones of this course 
is that students are encouraged to pursue relevant 
topics which interest them. Efforts to engage in new 
activities, especially those that you have never tried 
before, are welcome. You might wish to relate ideas 
from your own academic field to this course. All such 
projects must have advance approval from the instruc­
tor, however. The procedure for all optional exer­
cises will be as follows :

A) Discuss your idea with the instructor.
B) The student and instructor will define the task 

to be done and agree on a reasonable value for 
the work.

C) The student will then carry out the project and 
complete it by the end of the interim.

Some suggestions for optional work includeCbut are cer­
tainly not limited to) such things as:

1) Additional panel discussions— Everyone must be 
given the opportunity to do the required panel 
work before anyone may do a second one.
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2) Additional inquiry papers— The procedure and 
criteria remain the same as stated earlier.

3) Computer analysis— Our computer has access to 
almost unlimited amounts of raw data from the 
Survey Research Center. The SRC has conducted 
public opinion surveys for over 30 years. Those 
with some computer experience(or even those with­
out) might wish to investigate some hypotheses 
about elections by using the computer. _

4) Survey research— You may wish to administer the 
survey that you developed earlier. You could do 
this and analyze your data and reach some con­
clusions about your hypothesis.
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TENTATIVE SCHEDULE OF ACTIVITIES

Jan. 10 I- Orientation
II I- Fact and Fantasy in Film, II- American Pol­

itical Culture: Are Americans a Unique Peo­
ple?

12 I- MEET JOHN DOE, II- Panel Discussion
13 I- What are the Attitudes and Beliefs of the 

American People?, II- How is Public Opin­
ion Formed?

14 I- THE DARK HORSE, II- Panel Discussion

17 I- Who Participates in Campaigns?, II- Are Is­
sues of any Importance?

18 I- ALL THE KING13 MEN, II- Panel Discussion
19 - I- What Role Do Political Parties Play?, II- 

What Are the Prerequisites to Running for 
Political Office?

20 I- How Do You Organize a Campaign?, II- How Do 
You Raise Money For a Campaign?

21 I- THE GREAT MCGINTY, II- Panel Discussion

24 I- Ethnic Politics: What's in a Name?, II- 
What is the Role of the Political Machines?

25 I- THE LAST HURRAH, II- Panel Discussion
26 I- Does the Electoral College Make a Differ­

ence?, II- What Strategies are Available in 
Getting Delegates?

27 I- What is the Role of a Primary?, II- How 
Does a Convention Choose a Candidate?

28 I- THE BEST MAN, II- Panel Discussion

31 I- What Practical Rules Apply to Political 
Campaigns?, II- Do the News Media Play a 
Large Role in Campaigns?

Feb. 1 I- Can You Create an "Image"?, II- Is Televi­
sion the Deciding Factor?

2 I- THE CANDIDATE, II- Panel Discussion
3 - I- TV Ad Projects, II- What Does the Future 

Hold for American Elections?
4 I- Are Any“Reforms Necessary?, II- QUIZ

NOTE: This schedule is only a tentative one. We may 
spend more time on some topics and less on others. You 
are encouraged to suggest additional topics or activi­
ties. Other in-class activities will be added as nec­
essary.
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APPENDIX C

STUDY GUIDES FOR 

"AMERICAN POLITICAL CAMPAIGNING AND THE MOVIES"



Study Guide for MEET JOHN DOE

1. Does the John Doe character give you any ideas about 
how to create a public figure?

2. What are Long John Willoughby’s character traits when 
we first meet him? What makes him an ideal John Doe?

3. What seems to motivate most of the individuals in this 
film(especially when we first meet them)?

4. Who is D. B. Norton? What does he represent? Is he 
a stereotype or do you think he represents some ele­
ments of reality?

5• What is the Colonel’s philosophy? Does he represent 
any aspect of American political culture?

6. What is the philosophy stated in John Doe’s first ra­
dio speech? Did you find it appealing? Why or why 
not?

7• How are politicians portrayed in this film. Do you 
think the portrayal is accurate?
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8 . Where do the John Doe Clubs get their start? Is their 
any significance in this? (HINT: Elazar may be of some 
interest here.)

9 . Does American society always require a great or good 
man to govern it? Are the masses capable of effect­

ively governing themselves? (The John Doe convention 
may be of some interest here.)

10 .What techniques were used to spread the John Doe Move-' 
ment? Could these techniques be successfully used in 
a modern political campaign?

11•Is it possible for a John Doe Party to be successful 
in this country? Can any third party expect the suc­

cess spoken about in this film?

12 .Is their any latent violence in "John Doe" or any of 
the other "ordinary" people portrayed in this film? 
How do they resolve personal and organizational con­
flicts?

13 .Who is at the dinner meeting at Norton’s? Is there 
any significance in this? Is government viewed as 
little more than a grand conspiracy in this film?
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14 .Are there any contradictions in Cannell’s drunken 
speech to John Doe? Are any of his thoughts reveal­
ing about our national character?

15 .What is the difference between John Doe and D. B. Nor­
ton? In what ways are they very much alike?

16 .Does anything bother you about the John Doe Movement?

Do you really think it would be a beneficial thing in 
our society?

17 .What role do the mass media play in the rise of the 
John Doe Movement? Would the Movement have ever hap­
pened without the newspapers? without the radio?

18 .Are there any modern parallels to the John Doe Move­
ment?
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Study Guide for THE DARK HORSE

1. What does "dark horse" mean? Does Hicks conform to 
what one should expect in a dark horse candidate?

2. Is the convention realistically depicted? Could a 
hick such as Hicks really be nominated? '

3. Is it possible for a candidate to be "sold" like any 
other consumer product?

4. Do the "media events" arranged for Hicks have any 
semblance with reality? Have their been historical 
examples of these kinds of staged events?

5. How does Hicks handle press relations? Would his re­

sponses to a press conference be satisfactory today?

6. Does Hicks have the qualities necessary for a viable 
candidacy? What qualities does he lack?

7. Does Hal Blake make any attempt to be truthful? Is 
he characteristic of all campaign managers and of all 
campaigns?
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8. Would you consider the campaign a "dirty" one? How
would you define that term?

9. Is it ironic that we first meet Blake when he is in 
jail? Does this suggest anything about the integrity 
of political campaigns?

10. How is the voting public viewed in this film? Are 
they seen as intelligent or foolish? What does Hal 
Blake think?

11. How likely is it that a political party would call in 
an outside expert to run a campaign?

12. Is personal morality a matter of great importance in 
modern campaigning? Is Hicks* lechery likely to be 
a campaign issue in modern campaigns?
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Study Guide for ALL THE KING'S MEN

1. In what state or region do you think this film takes 
place. Why? Does this suggest the existence of re­
gional political cultures?

2. Lord Acton one remarked that "Power tends to corrupt.
But absolute power corrupts absolutely." Do you think 
this aphorism helps one to understand Willie Stark?

3. Is there anything unsettling about the fact that Stark 
is supported by so many people— even some who seem 
to be quite intelligent?

4. When Willie Stark states that he has learned "how to 
win", do you know what he means? Do you think that 
Stark’s success formula is universal?

5. What makes Willie such an attractive candidate(he 
certainly isn’t good-looking!)?

6. Does the Kanoma County Courthouse represent an accu­
rate portrayal of rural party politics? Is the rural 
political machine any different from the urban sort?

7. Where does the money come for Stark’s campaign? Is 
this a fair representation of political reality?
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8. Can a candidate who appeals to the electorate strict­
ly on the basis of issues win? Was Willie successful 
with this strategy?

9. How does Stark use the Governor * s office to guarantee 
that he will win future elections?

10. Does Willie Stark's career suggest that reform within 
a political party is possible?

ll. Wh’at is the role of the press in this film? Is Jack 
Burden the modern Jody Powell or Chuck Colson?

12. Is the kind of political campaigning seen here simi­
lar to modern styles of campaigning?. [

13.Why is the character of the Doctor so important to 
the film? Why is he chosen for the film's final act 
of violence?
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APPENDIX D

PRETEST QUESTIONNAIRE



QUESTIONNAIRE A

SECTION ONE— Please answer all of the following ques­

tions to the best of your present knowledge and under­
standing.

1. What is your present Grade Point Average? _______

2. What is your academic major? 

3. What is your class standing? ______

4. How many interim courses(not including this one) have 
you taken? _________

5. Have you ever taken a course with this instructor?

6. How many college political science courses have you 
taken? __________

7. Did you ever take a political science/government 
course in high school? '

8. Have you ever taken a course in which Hollywood films 
were used? _______

8A.If answer to 8 is yes, explain how the films were used 
as an educational tool?

SECTION TWO— The questions in this section will present 
you with a situation and then ask you to choose from 
several alternative responses. Please circle the re­
sponse which comes closest to your present beliefs.

1. Would you like to take another political science 
course in the future?

YES NO NOT SURE
2. Do you plan to take any more political science cour­

ses at IWC?

YES NO NOT SURE

For questions 3 through 8, the numbers beneath each 
question represent the following opinions :

1= DEFINITELY YES
2= PROBABLY YES
3= MAYBE

4= PROBABLY NOT
5= DEFINITELY NOT
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3. Would you vote in :an election for President of the US? 
" 1 2 3 4 5

4. Would you vote in an election for City Council of 
your town?

1 2 3 4 5
5# If a friend made a political statement you disagreed 

with, would you discuss the issue with him?

1 2 3 4 5
6. Would you work in a political campaign for a candi­

date you supported?

1 2 3 4 5
7. If friends asked you to run for public office, would 

you?

1 2 3 4 5 4
8. Would you watch a debate between two candidates on TV?

1 2 3 4 5

SECTION THREE— This section asks you to evaluate the 
typical IWC course. Simply circle the point(or num­
ber) on the scale which you believe most nearly rep­

resents your evaluation of a typical IWC course.

1. uncoordinated 1 2 3 4 5 6 7 8 9 coordinated
2. unfair 1 2 3 4 5 6 7 8 9 fair
3. dull 1 2 3 4 5 6 7 8 9 exciting
4. conservative 1 2 3 4 5 6 7 8 9 innovative
5. limited 1 2 3 4 5 6 7 8 9 far-reaching
6. bad 1 2 3 4 5 6 7 8 9 good
7. untimely 1 2 3 4 5 6 7 8 9 timely '
8. non—action 1 2 3 4 5 6 7 8 9 action
9. weak 1 2 3 4 5 6 7 8 9 strong
10.disorganized 1 2 3 4 5 6 7 8 9 organized
11.passive 1 2 3 4 5 6 7 8 9 active
12.rambling 1 2 3 4 5 6 7 8 9 coherent
13.easy 1 2 3 4 5 6 7 8 9 difficult
14.unsuccessful 1 2 3 4 5 6 7 8 9 successful
15.simple 1 2 3 4 5 6 7 8 9 complex
16.empty 1 2 3 4 5 6 7 8 9 full
17.unpleasant 1 2 3 4 5 6 7 8 9 pleasant
18.narrow 1 2 3 4 5 6 7 8 9 broad
19.constricted 1 2 3 4 5 6 7 8 9 unlimited
20.disapprove 1 2 3 4 5 6 7 8 9 approve
21.useless 1 2 3 4 5 6 7 8 9 useful
22.unimportant 1 2 3 4 5 6 7 8 9 important
23.unclear ' 1 2 3 4 5 6 7 8 9 clear
24.rigid 1 2 3 4 5 6 7 8 9 flexible
25.regressive 1 2 3 4 5 6 7 8 9 progressive
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QUESTIONNAIRE B

SECTION ONE— Please answer all of the following ques­
tions to the best of your present knowledge.

1. What is your present Grade Point Average? 

2. What is your academic major? 

3. What is your class standing? 

4. How may interim courses(not including this one) have 
you taken? .

5. Have you ever taken a course with this instructor?

6. How many college political science courses have you 
taken? _________

7. Did you ever take a political science/government 
course in high school? 

8. Have you ever taken a course in which Hollywood films 
were used? _______________

SA.If the answer to 8 is yes, explain how the films were 
used as an instructional tool.

SECTION TWO— The questions in this section will present 
you with a situation and ask you to choose from sever­

al alternative responses. Please circle the response 
which comes closest to your present beliefs.

1. Would you like to take another political science 
course in the near future?

YES NO NOT SURE
2. Do you plan to take any more political science 

courses at IWC?

YES NO NOT SURE

For questions 3 through 8, the numbers beneath each 
question represent the following feelings: 

1= DEFINITELY YES 
2= PROBABLY YES 
3= MAYBE ■
4= PROBABLY NOT 
5= DEFINITELY NOT
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3. Would you vote in an election for President?
1 2 3 4 5

4. Would you vote in an election for City Council of 
your town?

1 2 3 4 5
5. If a friend made a political statement you disagreed 

with, would you discuss it with him?

1 2 3 4 5
6. Would you work in a political campaign for a candi­

date you supported?

1 2 3 4 5
7. If friends asked you to run for public office, would 

you?

1 2 3 4 5
8 . Would you watch a debate between two candidates on TV?

1 2 3 4 5

SECTION THREE— This section asks you to evaluate this 
course. Simply circle the point(or number) on the 
scale which you believe most closely represents your 
evaluation of this course.

1. uncoordinated 1 2 3 4 5 6 7 8 9 coordinated
2. unfair 1 2 3 4 5 6 7 8 9 fair
3. dull 1 2 3 4 5 6 7 8 9 exciting
4. conservative 1 2 3 4 5 6 7 8 9 innovative
5. limited 1 2 3 4 5 6 7 8 9 far-reaching
6. bad 1 2 3 4 5 6 7 8 9 good
7. untimely 1 2 3 4 5 6 7 8 9 timely
8. non-action 1 2 3 4 5 6 7 8 9 action
9. weak 1 2 3 4 5 6 7 8 9 strong
10.disorganized 1 2 3 4 5 6 7 8 9 organized
11.passive 1 2 3 4 5 6 7 8 9 active
12.rambling 1 2 3 4 5 6 7 8 9 coherent
13.easy 1 2 3 4 5 6 7 8 9 difficult
14.unsuccessful 1 2 3 4 5 6 7 8 9 successful
15.simple 1 2 3 4 5 6 7 8 9 complex
16.empty 1 2 3 4 5 6 7 8 9 full
17.unpleasant 1 2 3 4 5 6 7 8 9 pleasant
18.narrow 1 2 3 4 5 6 7 8 9 broad
19.constricted 1 2 3 4 5 6 7 8 9 unlimited
20.disapprove 1 2 3 4 5 6 7 8 9 approve
21.useless 1 2 3 4 5 6 7 8 9 useful
22.unimportant 1 2 3 4 5 6 7 8 9 important
23.unclear 1 2 3 4 5 6 7 8 9 clear
24.rigid 1 2 3 4 5 6 7 8 9 flexible
25.regressive 1 2 3 4 5 6 7 8 9 progressive

290



SECTION FOUR— The questions in this section are designed 
to reveal your feelings regarding the use of films in 
this course. As in the other sections, it is hoped 
that your responses will be honest. Several of the 
questions ask you to respond in more detail. Use the 
back if you need to. .

1. Would you take another course in which Hollywood films 
were used as an important part of the instruction?
_____ YES _____ NO ______ MAYBE
Please explain your answer.

2. Did the films have any effect on your level of inter­
est in the subject?

my interest was increased
my interest was decreased
there was little or no change in my interest 

Please explain your answer.

3. Did the concepts and ideas expressed in the films... 
make it more difficult for you to understand the 

course material?
make it easier for you to understand the course 
material?

have little impact on you one way or another? 
Please explain your answer.

4. Do you believe the films affected your performance in 
this course in any way? Please explain.
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5• What advantages do you think the films brought to 
this course? What disadvantages do you think they 
brought? Please explain.

6. Was the time spent viewing and discussing the films 
too much? 
too little?

_____ about right?
Please explain your answer.
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