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ABSTRACT

Feminization of male fish, also known as a type of intersex, has been found to be
present in many species of fish around the world. Intersex is characterized by the presence of
one or more oocytes in the gonads of male fish. Previous studies have not adequately
quantified or compared the prevalence and severity of intersex between cross and longitudinal
sections of testes. Traditionally, intersex severity has been using cross sections, and ranked on
a scale of 0-4. The goal of this study was to compare the severity of intersex between two
sectioning techniques in Largemouth Bass and Spotted Bass, and compare the traditional
scoring system to a new method of scoring based on the density of oocytes per mm2 of tissue.
Also, the severity of intersex between two species was compared. Largemouth Bass
(Micropterus salmoides) (n = 41) and Spotted Bass (M. punctulatus) (n = 23) were collected
from Lake Oliver, a reservoir of the Chattahoochee River, Columbus, GA. Testes from each fish
were prepared histologically with one testis cut into three cross sections, while the other was
cut longitudinally. A significant difference in intersex occurrence was found between the two
sectioning techniques in Largemouth Bass, but not in the Spotted Bass. There was no
significant difference in oocyte density between the two sectioning techniques or two species.
Finally, the traditional scoring system was found to be inadequate compared to the new
method of scoring based on oocyte density.
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INTRODUCTION
Feminization of male fish, also known as a type of intersex, has been found to be
present in many species of fish around the world (Bahamonde et al. 2013). Intersex is
characterized by the presence of one or more oocytes in the gonads of male fish. There are
many possible explanations for why intersex occurs. The most common proposed cause of
intersex is exposure to endocrine disrupting compounds (EDCs) in the environment (Hinck et
al. 2009, Blazer et al. 2012). There are many classes of compounds that are considered to be
endocrine disrupting, such as disinfection byproducts, fluorinated compounds, bisphenol A,
phthalates, pesticides, and estrogens. EDCs can be introduced into the environment from a
number of sources such as agricultural, industrial, and wastewater effluents, pollution from
plastics and pharmaceuticals, and pesticide contamination of soil or water (Gonsioroski et al.
2020). These EDCs can act as agonists or antagonists to sex hormones such as estrogen, which
can result in reproductive abnormalities such as intersex (Li et al. 2017). Male fish that
exhibit intersex have been shown to be less reproductively successful compared to those who
do not exhibit intersex due to having lower sperm counts and less viable sperm (Gross-Sorokin
et al. 2006). The severity of intersex specifically plays a large role in the reproductive health
of male fish. Sperm counts, sperm motility, and fertilization success have been found to all
decrease as the severity of intersex increases (Jobling et al. 2002, Harris et al. 2011).
The main histological sectioning method that has been used in previous research to
assess the occurrence of intersex is the cross-section method (Blazer et al. 2007). In this
method, three to five cross sections are cut from anterior, middle, and posterior positions
along the length of the gonad. In another sectioning technique, the entire gonad is cut into
smaller pieces, and sectioned longitudinally (Fritts et al. 2016). Previous studies have not
adequately quantified or compared the severity of intersex between these two techniques.
The cross-section method may not be the most ideal method to use, due to the smaller area
of tissue that is viewed compared to the longitudinal sectioning. By viewing a smaller amount
of tissue, it is possible that the severity of intersex could be underestimated, or go
undetected entirely. However, viewing the larger amount of tissue in the longitudinal
sections, can be more time consuming which could offer an explanation on why the technique
is not more widely used.
The severity of intersex can vary across different fish species and individuals.
However, there is no universally recognized severity scoring system. As a result, it can be
difficult to compare data between different studies or different fish species (Bahamonde et
al. 2013). One of the most commonly used methods was developed by Blazer et al. (2007).
This scale is based on the number of oocytes in the microscopic view, and differentiates
between single oocytes and clusters of oocytes. A rank of zero indicates that no oocytes are
present, a rank of one indicates the presence of one oocyte, a rank of two indicates the
presence of two or more not closely associated oocytes, a rank of three indicates that there
are more than one but less than five oocytes associated in at least one cluster, and a rank of
four indicates the presence of more than five closely associated oocytes. There are also other
severity scoring systems that are less commonly used, but they only distinguish severity based
on the stage of development of the oocytes present in the male gonad (Bahamonde et al.
2013). There is currently no reported severity scoring system that addresses both the number
of oocytes present in the tissue, and the total tissue area. This type of system may be more
useful than previous methods because it addresses the overall size of the testes in
relationship to the number of oocytes, and thus accounts for the amount of testicular tissue
that is being taken up by oocytes.
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My study compared the occurrence and severity of intersex between two sectioning
techniques in the testes of Largemouth Bass and Spotted Bass. A comparison was also
conducted between the severity scoring system established by Blazar et al. (2007) and the
method of scoring based on the density of oocytes per mm2 of tissue. Finally, the severity of
intersex between the two species was analyzed. I hypothesized that the longitudinal
sectioning method will give a more accurate assessment of intersex occurrence compared to
cross sectioning, due to the larger amount of area that is viewed. Furthermore, I also
hypothesized that the new severity scoring method will provide a better evaluation of
severity than the traditional scoring method, as the density of oocytes would more accurately
show the total area of gonad being affected by intersex.

METHODS
Study species
Largemouth Bass (Micropterus salmoides) and Spotted Bass (Micropterus punctulatus)
are centrarchid fish species native to North America (Becker 1983, Mettee et al. 1996).
Largemouth Bass have a large distribution in the United States, but they can also be found in
other regions of North America, Central America, South America, Africa, Europe, Asia, and
New Zealand (Becker 1993). Spotted Bass have a much narrower distribution than Largemouth
Bass. They are native to the Mississippi River basin and Gulf Coast drainages, but are also
found in the New River drainage, Atlantic slope, and Apalachicola-Chattahoochee-Flint River
basin (Mettee et al. 1996, Jenkins and Burkhead 1983).
Both Largemouth Bass and Spotted Bass have similar habitats and feeding habits. Both
species prefer clear to moderately turbid water, and can be found in streams, rivers, creeks,
and reservoirs (Becker 1993, Mettee et al. 1996, and Jenkins and Burkhead 1993). They feed
on small fishes, aquatic insects, and crayfish (Becker 1983, Mettee et al. 1996). The species
also demonstrate similar morphology, but can be distinguished by specific features.
Largemouth Bass have a maxilla that extends to or just past the eye, and have a larger
separation of their dorsal fins than Spotted Bass (Robins et al. 2018). Spotted Bass have a
shorter maxilla, a rectangular tooth patch on the tongue, and broadly joined dorsal fins
(Mettee et al. 1996).
Both Largemouth Bass and Spotted Bass are gonochoristic species, meaning they develop
into separate sexes (Bahamonde et al. 2013, and Kadlec et al. 2017). Under normal conditions,
gonochoristic species remain the same sex throughout their entire lives (Devlin and Nagahama,
2002). Therefore, the presence of intersex in these species is abnormal, and may be indicative
of exposure to EDCs in their environment (Bahamonde et al. 2013). Due to this, the occurrence
of intersex in Micropterus spp. has been commonly used as a biomarker to assess and monitor
water quality in aquatic habitats (Fritts et al. 2016).

Sample collection
Using boat electrofishing as well as traditional rod and reel methods, male Largemouth
Bass, Micropterus salmoides (n = 41) and Spotted Bass, Micropterus puntulatus (n = 23) were
collected from Lake Oliver, a reservoir of the Chattahoochee River in Columbus, GA. The fish
were transported back to the Columbus State University in aerated containers where they
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were anesthetized using Tricaine methanesulfonate. Before dissection, each fish was weighed
(g) and standard and total lengths were taken (cm). The testes from each fish were removed,
weighed, and preserved in 10% neutral buffered formalin.

Histological preparation
For each fish, one testis was cut into three cross sections of the anterior, medial, and
posterior portions. The other testis was cut longitudinally or placed whole longitudinally in
the embedding cassette depending on overall size. The two sectioning methods were achieved
with testes from 31 Largemouth Bass, and 14 Spotted Bass. The tissue samples were placed in
cassettes and processed using traditional histological methods according to Carson and Hladik
(1997). The processed tissues were embedded in paraffin wax and sectioned with a
microtome at 5 µm. The sections were mounted on glass slides and stained using hematoxylin
and eosin. For every sample, five slides with 100 µm between each section collected were
prepared for microscopic observation.

Sample analysis
Each sample was viewed by two readers using light microscopy to determine if intersex was
present. The intersex severity in each tissue section was ranked using the severity ranking
system employed by Blazer et al. (2007). The readers counted the total number of oocytes
present in each section. If the two readers disagreed about the ranking or number of oocytes,
a third reader viewed the sample and helped make the final decision.
For each specimen, I counted the total number of oocytes observed on each slide and
identified the slide with the highest number of oocytes. This slide was ranked according to
the Blazer severity index, and pictures of the testicular tissue were taken using EOS Webcam
Utility. Area measurements were performed using ImageJ. The number of oocytes present and
area measurements were used to calculate the density of oocytes per mm2 of tissue. After
calculating density for all specimens, I compared the values to the more traditional scoring
system.

Statistical analysis
Three 1-way ANOVAs were conducted using SPSS to compare the occurrence of
intersex between the cross sections and longitudinal sections, and to compare the occurrence
of intersex between the two species. Two 1-way ANOVAs were performed to compare the
density of oocytes observed in the two different sectioning techniques. Two 1-way ANOVAs
were performed to compare the density of oocytes in the two species. Alpha was set at 0.05.
To compare the two severity scoring systems, density of oocytes per mm2 of tissue in
both the cross sections and longitudinal sections were plotted against the traditional severity
scale. I ran a least squares regression using this data.
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Intersex Occurrence

RESULTS

For the Largemouth Bass, the occurrence of intersex in the cross sections was 54.8%.
The occurrence of intersex in the longitudinal sections was significantly higher at 80.8% (Fig.
1; F1,60=4.948, P=0.030). The occurrence of intersex in Spotted Bass was 42.8% for both
sectioning techniques. There was a significant difference in intersex occurrence between the
two species in the longitudinal sections (Fig. 1; F1,62=13.969, P<0.001), but not in the cross
sections (Fig. 1; F1,44=0.370, P=0.546).

Oocyte Density
The oocyte density between the two sectioning techniques was not statistically
different in Largemouth Bass (Fig. 2; F1,48=0.138, P=0.712), or Spotted Bass (Fig. 2;
F1,13=0.315, P=0.584). There was also no significant difference in oocyte density between the
two species in the cross sections (Fig. 2; F1,22=1.384, P=0.252), or longitudinal sections (Fig. 2;
F1,38=1.645, P=0.207).

Intersex Severity
After running the least squares regression, it was found that density scoring system
and the traditional scoring system did not display a linear relationship and did not fit other
mathematical functions. Since the density scoring system uses numerical data, and the
traditional scoring system uses categorical data, I chose to not further pursue any more
statistical tests to compare them. Instead, I found that analyzing the graph on its own
provided enough information to draw meaningful conclusions.
For the Largemouth Bass, the graph comparing the two scoring systems revealed that
the density of oocytes did not vary much between scores 1-4 (Fig. 3). For the cross sections,
the densities ranged from 0.002-0.162 oocytes/mm2 in score one, 0.063-0.169 oocytes/mm2 in
score two, 0.052-1.16 oocytes/mm2 in score three, and 0.741-1.49 oocytes/mm2 in score four.
For the longitudinal sections, the densities ranged from 0.007-0.126 oocytes/mm2 in score
one, 0.058-0.265 oocytes/mm2 in score two, 0.036-0.728 oocytes/mm2 in score three, and
0.060-2.89 oocytes/mm2 in score four (Table. 1). Most of the density values across all four
Blazer ranks were under 0.5 oocytes/mm2. There were only seven fish that displayed density
values higher than that, and they were all classified as a score three or four (Fig. 3). There
were also several individuals that were ranked higher on the Blazer index, but had a lower
oocyte density than lower ranked individuals (Fig. 4).
For the Spotted Bass, the cross-section densities ranged from 0.039-0.406
oocytes/mm2 in score one. Scores two and four each had only one individual, with densities of
0.050 oocytes/mm2 and 0.126 oocytes/mm2, respectively. There were no cross sections that
were given a score of three. In the longitudinal sections the densities ranged from 0.0140.236 oocytes/mm2 in score one. Score two had just one individual with a density of 0.028
oocytes/mm2. Score three had a density range of 0.050-0.179 oocytes/mm2, and there were
no longitudinal sections given a score of four (Table. 2). Most of the density values across all
four Blazer ranks were under 0.1 oocytes/mm2, with only two individuals having densities
higher than that (Fig. 4). Similar to the Largemouth Bass, there were individuals that were
ranked lower on the Blazer index, but had a higher oocyte density than some higher ranked
individuals (Fig. 5).
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DISCUSSION
Intersex Occurrence
The results support the hypothesis that the longitudinal sections of the testes would
give a more accurate representation of intersex occurrence. In the Largemouth Bass, the
longitudinal sections gave a significantly higher intersex occurrence compared to the cross
sections. This indicates that the intersex occurrence would have been underrepresented had
just the cross sections been analyzed. The higher occurrence of intersex in the longitudinal
sections demonstrates that viewing a larger area of tissue will be more representative of the
entire gonad compared to viewing less tissue. This concept is especially important when
considering larger specimens, with larger gonads.
In the Spotted Bass, the cross sections and longitudinal sections gave identical intersex
occurrence. A possible explanation for these results is the fact that the sample size for the
Spotted Bass was smaller. The Largemouth Bass had a sample size that was over twice as
large as the Spotted Bass. A larger sample size may have yielded a significant difference
between techniques for Spotted Bass as well.
There was a significant difference in intersex occurrence between the two species
using longitudinal sections, with the Largemouth Bass having a higher occurrence of intersex
than the Spotted Bass. This could indicate that the Largemouth Bass are more susceptible to
the development of intersex than the Spotted Bass. It is also possible that the smaller sample
size of the Spotted Bass could contribute to the difference in intersex occurrence between
the species.

Oocyte Density
There was no significant difference in oocyte density between the two sectioning
techniques in either species. One explanation for these results is the fact that there was an
overlap in density values for both sectioning techniques. Also, in both species there were
similar mean densities between the two sectioning techniques. For the Largemouth Bass, the
mean oocyte density was 0.318 oocytes/mm2 for the cross sections, and 0.354 oocytes/mm2
for the longitudinal sections. For the Spotted Bass, the mean oocyte density was 0.117
oocytes/mm2 for the cross sections, and 0.0848 oocytes/mm2 for the longitudinal sections.
Although the preliminary data suggests that there is no statistical difference in density
between the two sectioning techniques, it is possible that further research would show that a
difference does exist.
There was no significant difference in oocyte density between the Largemouth Bass
and Spotted Bass for either sectioning technique. These results indicate that although
Largemouth Bass have a significantly higher occurrence of intersex than Spotted Bass, that
the two species may not statistically differ in oocyte density. Based on the smaller sample
size of the Spotted Bass compared to the Largemouth Bass, more research would be needed
to confirm this. It is also possible that the overlap in density values between the species also
contributed to the results being nonsignificant.

Intersex Severity
The expectation was that when the density of oocytes per mm2 squared of tissue was
plotted against the traditional Blazer severity index, was that it would demonstrate a linear
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relationship. However, variance was not constant so a least squares regression was not
appropriate to analyze the data. The graph generated for the Largemouth Bass with the
Blazer severity index and densities of oocytes, demonstrated that the categories used in the
Blazer severity index do not adequately reflect differences in severity. If the Blazer severity
index had been consistent with the measurements of oocyte density, each score would have a
narrow range of densities that increases linearly as you go up in scale. Instead, across all four
scores many of the oocyte density values are similar, with most of the values remaining under
0.5 oocytes/mm2. In scores three and four, the data points become more spread out,
indicating a larger range of densities within each score. The goal of the Blazer severity index
is to highlight differences in intersex severity by ranking them in categories accordingly.
However, since many of the oocyte density values overlap across all four scores and higher
scores have a large range of densities this implies that the Blazer severity index does not
accomplish its purpose of detecting any true differences in intersex severity. Another major
problem with using the Blazer severity index, is the fact that it groups individuals together
that have vastly different oocyte counts and oocyte densities. In the Blazer score of four, the
number of oocytes ranged from 5-362. The individual with 362 oocytes present in the tissue,
had an oocyte density that was over 20 times greater than the density of the individual with
five oocytes (Fig. 4B-C). Despite their visible and quantifiable differences in intersex severity,
these specimens would be placed in the same severity category according to the Blazer
system. For these reasons, I concluded that the Blazer severity index is not an optimal scoring
method. A scoring system based on oocyte density is better for capturing a snapshot of
intersex severity. Having a method that properly quantifies intersex severity is essential in
order to adequately assess the reproductive impacts of intersex on a fish species.
For the Spotted Bass, the sample size was so small that I did not feel like I could draw
any meaningful conclusions from the graph that was generated. It is possible that with a
larger sample size that this type of graph would demonstrate a similar shape to the one
generated from the Largemouth Bass data.

Future Research
The main goal of future intersex research is to continue to develop a scoring system
based on oocyte density. In this project, I calculated density for each specimen based on the
number of oocytes and the tissue area of a single slide. In further research, the area and
number of oocytes of at least three slides should be taken and averaged together to
determine an average density. Also, other species of fish as well as other waterbodies should
be sampled in order to determine how the occurrence and severity of intersex compares to
Largemouth Bass and Spotted Bass collected from Lake Oliver. Finally, water quality testing
should be conducted for Lake Oliver, to determine if there are any endocrine disrupting
compounds present.
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Figure 1. Percent occurrence of intersex in male Largemouth Bass (Micropterus salmoides) and
Spotted Bass (Micropterus punctulatus) across two histological sectioning techniques. Data were
analyzed using univariate ANOVA. Columns sharing letters are not statistically different.
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Severity Index

Oocyte Number
(A)

Oocyte Number
(B)

Oocyte Density
(A)

Oocyte Density
(B)

1

1

1

0.002 - 0.162

0.007 - 0.126

2

2-8

3-4

0.063 - 0.169

0.058 - 0.265

3

4 - 12

3 - 51

0.052 - 1.16

0.036-0.728

4

42 - 45

10 - 362

0.741 - 1.49

0.060-2.89

Table 1. Range of number of oocytes present and oocyte density (oocytes/mm2) in Largemouth Bass
(Micropterus salmoides) specimens for each Blazer severity score. Cross sections are represented by
(A), and longitudinal sections are represented by (B).

15

Severity Index

Oocyte Number A

Oocyte Number B

Oocyte Density A

Oocyte Density B

1

1

1

0.039 - 0.406

0.014 - 0.236
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2

2

0.050

0.0283

3

n/a

6 - 13

n/a

0.050-0.179

4

5

n/a

0.126

n/a

Table 2. Range of number of oocytes present and oocyte density (oocytes/mm2) in Spotted Bass
(Micropterus punctulatus) specimens for each Blazer severity score. Cross sections are represented by
(A), and longitudinal sections are represented by (B). Categories that did not have any individuals
represented are indicated by n/a.
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ABSTRACT

This thesis explores the benefits of using GIS technology in the field of urban morphology. Over
the past two decades there has been a growing interest in analyzing the city in terms of its
spatial properties and how urban space interacts with and influences the society that exists
within its confines. The development of space syntax theory and Depthmap software capable
of measuring and quantifying the relationship between space and society has given rise to a
new understanding of the city as both a social and physical entity. The purpose of this study,
conducted in Midtown, Columbus, Georgia, is to analyze the spatial form of two different sets
of neighborhoods on different ends of the economic spectrum with the aim of correlating
urban form with socioeconomic differentiation. My research reveals that neighborhood street
layouts conjointly influence and are influenced by racial relations and the socioeconomic
status of residents. It also showcases the viability of space syntax theory and metrics to
predict economic and social phenomena within communities via an understanding of the
inherent spatiality of society.
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1
Overview
The goal of this project was to explore recent theoretical and technological
advancements in the field of Geographic Information Systems (GIS) and to apply these
approaches to urban morphology in order to produce a series of maps which reveal the
relationship between urban form and social relations in Midtown, Columbus, Georgia.
My research was conducted at four neighborhoods in Midtown: Clubview Heights,
Hilton Heights, Wynnton Hill, and East Wynnton. These sites were selected after the analysis
and comparison of Census 2010 demographic data and an axial street map of Midtown due to
their divergence in socioeconomic measures and the differentiation of their spatial forms. A
GIS analysis of the neighborhood streets to predict movement rates was compared against a
series of gate counts to verify the social implications of spatial form in the neighborhoods. A
visibility graph analysis of the neighborhoods’ viewsheds was conducted to link issues of
spatiality and visibility with movement.
This project consists of a literature and methodology review that examines the use of
GIS, space syntax theory, and Depthmap in urban morphology, a discussion of field work and
analysis conducted at the neighborhoods, and the interpretation of several maps produced
from on-site research.

2
Literature Review – Concepts (Applications of Space Syntax in Urban Morphology)
Over the past several decades, there has been a growing discourse built around the
dual application of space syntax theory, an approach that quantifies the relationship between
social ideas and the built environment, and Geographic Information Systems (GIS), a
geospatial technology used for collecting, analyzing, and mapping data, to questions of urban
morphology. The principle goal of urban morphology is to better understand the external form
of the built environment through an analysis of its internal components. As such, a reliable
methodology for the study of human settlements has long been desired by researchers and
urban planners as a means of unraveling the origins and evolutions of urban areas, their effect
on the individuals who occupy those spaces, and, ultimately, how new urban layouts can best
accommodate city needs.
In the 1970s, the prevailing urban theory was that the city was composed of two
separate, yet related, entities: the physical city and the social city. The physical city
consisted of a collection of buildings linked by space, whereas the social city comprised a
complex system of human activity linked by interaction. 1 Urban planner Kevin Lynch built
upon this model of urban form and broke down the concept of human settlements into four
morphological elements that addressed these two aspects of the city. Physical features create
spatial arrangements that delineate the possible functions of space and the potential for
interaction within space. This implies that there is a relationship between human activity and
space in which the spatial layout influences the movement of both people themselves and the
information they carry through space. Furthermore, this relation is reciprocal in that space is
simultaneously defined by the control exerted by individuals or groups while also being the
result of the perception engendered by those residing within it. Finally, the temporal shift in
the performance of space is understood through the relations of continuity and change and
how processes of social transformation affect spatial distribution. 2
Ultimately, physical form is understood as the referent by which land use, social
functionality and human activity gain their character. 3 Space is both a physical and social
entity, embodying social relations through the lived experience of individuals while
simultaneously supporting and reproducing the social structures that give society meaning. 4
According to this theory, the city is a physical construct brought into existence by a society
which then acts within its boundaries. The physical and social processes of the city are not
only related, but are two sides of the same coin, working together to influence urban
development through an emergent process of socio-spatial transformation. 5 This theory was
particularly influential in studies of racial segregation and integration. For example, whereas
segregation was traditionally studied solely through economic and social factors, researchers
began to look at the geographic component of segregation and questioned the relationship
1

Bill Hillier and Laura Vaughan, “The City as One Thing,” Progress in Planning (Vol. 67, no. 3, 2007), 205; and
Jeremy W.R. Whitehand, “Conzenian Urban Morphology and Urban Landscapes,” in Proceedings: Sixth
International Space Syntax Symposium. Ed. A.S. Kubat, V. Guney, O. Ertekin, and E. Eyuboglu (Istanbul: Istanbul
Technical University, 2007), 2-5.
Karl Kropf, “Aspects of Urban Form,” Urban Morphology: Journal of the International Seminar on Urban Form
(Vol. 13, no. 2, 2009), 108-109; and Bill Hillier and Julienne Hanson, The Social Logic of Space (Cambridge:
Cambridge University Press, 1984), 27-29.
3
Kropf, “Urban Form,” 115-117.
4
Daniel Koch, Spatial Systems as Producers of Meaning: The idea of knowledge in three public libraries (PhD
diss., 2004), 36-40.
5
Hillier and Vaughan, “The City,” 205-206; and Whitehand, “Conzenian Urban Morphology,” 4-6.
2
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between spatial and social meaning. 6 However, morphological and social science disciplines
traditionally studied these physical and social components separately. A comprehensive
understanding of the totality of the city was elided by partial, asymmetric theories that
foregrounded one view of the city at the expense of others. 7 The idea of the dual nature of
the city required a new methodology, which arrived in the form of space syntax.
Space syntax is a set of theories and practices born from the observation that urban
space is a combination of these physical and social cities. This conception of space is built on
two primary ideas. First, that rather than being the background to human activity, space
plays an active role in everything humans do. People interact with three types of space:
movement is linear and takes place through axial (or straight line) space; human interaction
occurs within convex spaces- bounded polygonal areas with high levels of visibility; and
finally, an isovist (or viewshed) is the complete area of an environment directly visible from a
point, extending as far as the eye can see in a 360° radius. It is people’s perception of these
isovists that imbue the landscape with meaning. All of these types of spaces converge to form
one unified urban spatial system. Cities are primarily axial in nature, intermittently dotted
with convex spaces, such as public squares, that center around an isovist. 8
The integrated nature of these spaces leads directly into the second idea. Space
syntax does not simply take into account individual spaces. Rather, it studies the interaction
between all the various spaces that make up a city’s layout in a process known as spatial
configuration. By measuring the relations between the individual spaces of cities and
comparing spatial patterns across cultures, space syntax reveals the role that social factors
have in the formation of urban layouts and how those layouts subsequently affect social life. 9
Ultimately, then, spatial configuration describes the topological properties of space through
which the organization of physical space acquires social meaning and has social
consequences. Building on this idea, space syntax graphs “common measures of
relationality,” analyzes their ability to carry social ideas and

Laura Vaughan et al., “Space and Exclusion: Does Urban Morphology Play a Part in Social Deprivation?,” Area
(Vol. 37, no. 4, 2005), 402-404.
7
Hillier and Vaughan, “The City,” 205-206.
8
Hillier and Vaughan, “The City,” 207.
9
Koch, Producers of Meaning, 41-47.
6
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Figure 1.1 The J-graph of a building. The central room is more integrated than the front
room and, thus, more likely to serve as a gathering place.
represents them geographically by linking them to geometric representations of the region
being studied. 10 In other words, space syntax quantifies theoretical knowledge of the
relationship between social ideas and physical development, providing a measurable scale by
which segregation and integration can be analyzed. This enables the statistical comparison of
different spatial forms as well as the study of the social origins and consequences of spatial
patterns and urban development.
The basic graphical application of spatial configuration is the justified graph, or jgraph (fig. 1.1). A j-graph is a simple geometric representation of a series of linked spaces
from the perspective of an individual point. Each point in the graph has a different visual
interpretation of the same spaces based upon its location relative to the other spaces. The
graph also shows the number of spaces one would have to pass through to go from any one
space to another, giving us our measure of integration-segregation. By applying these
configurational measures to axial lines, convex spaces and isovists, we can study different
aspects of human spatiality created by the geometric elements of cities. In so doing, it
becomes possible to see how social and cultural patterns are imprinted in spatial layouts and
how these layouts impact human activity. 11
Society and space have a reciprocal relationship in terms of their influence on each
other in creating the social city. Society has a constructive effect on spatial pattering by
giving social function a configurational meaning in the layout through the differentiation of
spaces. In this way, space is conservative: structuring and reproducing existing social relations
via segregation. However, space can also be generative in nature, shaping social patterns by
Hillier and Vaughan, “The City,” 506; and Kinda Al-Sayed et al., Space Syntax Methodology. A Teaching
Textbook for the MSc Spatial Design: Architecture and Cities, discovery.ucl.ac.uk, accessed Oct. 15, 2019.
11
Hillier and Hanson, Social Logic, 106-107; and Hillier and Vaughan, “The City,” 208.
10
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creating a layout with the potential for new relations between people in a system of copresence- defined as the interaction of people in a shared space- through integration. 12 This
relationship between space and society is formalized in the theory of natural movement,
which states that movement patterns are influenced by the spatial configuration of the urban
grid. 13 In particular, it is the urban street network- the largest spatial pattern in a city- that is
the main determinant of movement and co-presence in space. 14
This can be observed in the movement of people through urban space. For example,
more people will travel through a main street as opposed to a side or back street. Similarly,
streets in central locations are generally busier than streets on the outskirts of a city. The
position of each street in the overall urban network directly affects the number of people
who will travel on that street. In addition to movement rates, the structure of urban spaces
can also affect the type of movement preferred by individuals. Just as all journeys have a
specific destination and a series of spaces that must be passed through on the way to that
destination, so are there two principle components of movement: through-movement and tomovement. Through-movement refers to movement passing through a space on the route any
other space. To-movement, on the other hand, is the specific movement towards a
destination. Thus, through-movement naturally occurs in axial space, whereas to-movement
seeks out convex space. 15
The potential for to- and through- movement in a layout can be measured by two
metrics. The Integration metric is the measure of accessibility for to-movement of a space,
whereas the Choice metric calculates the degree to which each space lies on the most direct
route between all the spaces of a system. 16 Integration and Choice are not measured in linear
distance but, building on the relational principles of space syntax, are measured in
topological linkages; that is, the degree of visual interconnectivity of each space relative to
all other spaces in a system. This is because the movement patterns of people have been
shown to be predicted by the visual accessibility of spaces, as people travel most frequently
in areas where “the potentials for movement, exploration and control are higher.” 17 This
indicates that visibility plays a large role in movement choices.
The Integration and Choice metrics can be applied via axial maps. By treating the axial
lines of streets as elements in a graph and intersections as links, one can convert the line
structure of the street network into a graph with geometric properties that can be calculated
for measures of

Hillier and Hanson, Social Logic, 33-39; and Hillier and Vaughan, “The City,” 209.
Apriradee Kasemsook, "Spatial and functional differentiation: A symbiotic and systematic relationship," in
Proceedings: 4th International Space Syntax Symposium. Ed. J. Hanson (London: University College London, 2003),
2-3.
14
Koch, Producers of Meaning, 46-48; and Hillier and Vaughan, “The City,” 209-210.
15
Hillier and Vaughan, “The City,” 210-211.
16
Al-Sayed et al., Space Syntax Methodology, 15.
17
Petros Koutsolampros et al., “Dissecting Visibility Graph Analysis: The Metrics and Their Role in Understanding
Workplace Human Behaviour,” in Proceedings: Twelfth International Space Syntax Symposium (Beijing, 2019), 21.
12
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Figure 1.2 The layout of the French town of Apt (left) and an integration map of Apt
according to its street network (right). The observed levels of movement in the streets of
Apt correlate with the measures of integration shown in the map. The more integrated
streets are shaded darker.
integration and choice. These calculations can then be verified by comparing them with the
actual observed pattern of movement for the area being studied (fig. 1.2). 18
The application of space syntax to the realm of urban morphology has already seen
dividends in the ability of researchers to gain insight into the development of urban
communities, their spatial layouts, and the degree to which their integration and connectivity
with surrounding areas is related to both the movement of residents and their economic
status. Laura Vaughan, in a landmark study that analyzed historical income trends in certain
districts of London, uncovered a clear connection between the organization of street
networks and the geography of poverty. While the main streets of the districts were long,
well-connected to surrounding areas, and predominantly occupied by middle- and upper-class
tenants, they surrounded groups of shorter, less integrated streets that housed the most
impoverished residents of the area. Using the length and connectivity of streets as a predictor
for movement rates and, subsequently, levels of social exclusion, Vaughan was able to
calculate the correlation between the distribution of class and the spatiality of the built
environment. 19
In a similar vein, Omer and Goldblatt tied the spatial configuration of Tel Aviv to
socio-economic residential differentiation via three physical characteristics of the built
environment: the degree to which different parts of the built environment have a distinct
layout, the organization and relations of these spaces and street networks, and the levels of
visual access between these areas. Charting the spatial distribution of socioeconomic census
data and comparing it with spatial integration measures for the entire city, they were able to
isolate the morphological features of the city that directly influenced socioeconomic divisions
in the population. The elongated, irregular street network of Tel Aviv was characterized by
spatial partitions that fragmented the street network, leading to discordant street networks
Al-Sayed et al., Space Syntax Methodology, 41-42; and Alisdair Turner, Depthmap 4: A Researcher’s Handbook,
discovery.ucl.ac.uk, 2 (accessed Sept. 23, 2019).
19
Vaughan et al., “Space and Exclusion,” 408-410.
18
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and low levels of spatial contiguity between neighborhoods that further segregated
residential communities. This social and physical segregation led to extreme changes in
socioeconomic distribution in line with the distinct network characteristics of each
neighborhood. 20
Another aspect of space syntax that has proven useful for the analysis of urban forms
is the dueling relationships between spatial configuration and social functionality on the one
hand, and visibility and natural movement on the other. Despite certain differences in the
geometric layouts of different cities, all urban landscapes have similar large-scale patterns
resulting from a dual socio-spatial process. The public space process, driven by economic
factors, seeks to maximize movement and co-presence. The residential space process, on the
other hand, attempts to restrain and structure movement. Thus, all cities take the generic
form of a “network of busy

Figure 1.3 Axial map of London showing the “deformed wheel” pattern that arises from the
interaction between the darker, integrated streets of public space with the lighter, more
segregated streets associated with residential space

and quiet zones” 21 defined by levels of spatial integration and segregation and the demands
they make on movement and co-presence (fig. 1.3). This ideally results in busy, wellconnected and movement-rich commercial districts and more spatially distinct, segregated
and movement-poor neighborhoods, as activities and land uses that benefit from movement
or lack thereof will move to these respective areas. 22

Itzhak Omer and Ran Goldblatt, “Urban spatial configuration and socio-economic residential differentiation: the
case of Tel Aviv,” Computers, Environments and Urban Systems (no. 36, 2012), 180-184.
21
Hillier and Vaughan, “The City,” 217.
22
Hillier and Vaughan, “The City,” 217-218; and Hillier and Hanson, Social Logic, 56-61.
20
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A corollary of this theory is that as streets become more spatially integrated, they
become more visually integrated as well. Convex spaces with broad isovists serve as optimal
sites of to-movement where social interactions and economic transactions are most likely to
take place. 23 These spaces are characterized by high levels of visual accessibility and low
visual controllability- the level of influence a space exerts on its surroundings- as the goal of
these spaces is to encourage travel between areas to fuel social and economic activities. 24
Conversely, the narrow isovists of axial spaces primarily support through-movement with
limited capabilities for co-presence, with high levels of visual control desired so that
residents can monitor their surroundings and moderate movement and permissible forms of
interaction within their community. 25
However, there are cases where urban planning can lead to street networks and
spaces that do not respect the integration-segregation requirements for residential
communities. As shown in a study by Garyfalia Palaiologou, one of the primary ways in which
visual control is established in neighborhoods is through boundary performance; that is, the
degree to which a neighborhood’s street layout is distinct from the surrounding street
network, functioning as a sort of threshold or division between the public and private
spheres. She found that one of the main indicators of lower income levels in certain
neighborhoods of New York City was the potential of spatial boundaries between the city’s
scales (dwelling to street, neighborhood to district, etc.) to successfully introduce individuals
to or dissuade them from entering a given space according to the needs of that space’s
inhabitants. 26 Similarly, Hillier and Vaughan analyzed the 1980s failure of the Maiden Lane
housing estate in London and tied its deterioration to a flawed layout that ignored the abovementioned guidelines for movement and visibility (fig. 1.4). The housing estate supported an
internal structure that was integrated at the edges yet segregated in the interior with little
visibility between different sections of the community. Adult movement patterns
subsequently declined from the exterior to the interior of the estate, leaving children
removed

Koch, Producers of Meaning, 159-161.
Sajjad Nazidizaji, Ana Tomea, and Francisco Regateiro, “Parameters and contradictions in Indoor Accessibility
Problems,” academia.edu, 290-291.
25
Koch, Producers of Meaning, 152-154.
26
Garyfalia Palaiologou and Laura Vaughan, “Urban Rhythms: historic housing evolution and socio-spatial
boundaries,” in Proceedings: Eighth International Space Syntax Symposium. Ed. M. Greene, J. Reyes, and A. Castro
(Santiago, 2012), 19.
23
24
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Figure 2.4 Integration map of the Maiden Lane housing estate (in circle) contrasting the
more integrated edges of the estate with the segregated interior.

from the surveillance of adults in the center of the estate. Ultimately, natural movement at
the estate was “obliterated” and residents routinely described feelings of fear and aloneness
that correlated with patterns of co-presence as fostered by the unique spatial structure of
the complex. 27 The pathology of space, then, is directly tied to the street network and how
the spatial layout affects visual perceptions of the built environment and structures the
means by which individuals interact with their surroundings.

Literature Review – Methods (Applications of Depthmap in Urban Morphology)
In order to better understand this relational understanding of urban spaces and the
concepts of spatial configuration and co-presence, a new analytical methodology was
required. This arrived in the form of Depthmap. Depthmap is a GIS technology that mobilizes
space syntax theory by providing a framework through which the topological and geometric
configuration of urban spaces and their effect on movement and co-presence can be
measured. This is done by calculating the visual integration of urban spaces (the number of
visual steps needed to reach any other point in a system) with metrics that represent their
relationship to social behavior and economic activity. 28
27
28

Hillier and Vaughan, “The City,” 219-220.
Turner, Depthmap, 2.
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The to-movement potential of convex space and isovist fields, also known as
viewsheds, is measured via visibility graph analysis (VGA). VGA analysis overlays a grid of
points onto an urban plane, where each point is a node connected by intervisibility to all
other points in the grid. The inter-visibility between each pair of points in the layout is used
as a basis for understanding the visual configuration of the layout according to two primary
metrics: integration and control. 29 Integration refers to the closeness of a space to all other
spaces of a system relative to the depth of the system as a whole. Control is the degree to
which a space controls visual access to its immediate neighbors through visual prominence
and accessibility. 30 Together, these metrics give an understanding of the visual salience of a
layout (the perceptual quality of a layout that makes certain spaces more appealing to
humans). VGA analysis has proven fruitful in showing how visual salience influences movement
and determines the intelligibility of neighborhoods; that is, it determines how successfully
visual space creates an environment that adheres to patterns of natural movement (fig.
1.5). 31

Figure 1.5 A visual integration analysis of a museum showing how space can influence the
movement of people through a museum. The image on the right shows the integration values
of the museum while the image on the left shows the actual movement of people through
the museum.

Axial space, on the other hand, is measured through segment line analysis (SLA).
Whereas VGA analysis is used to show how people select destinations and interact with each
Al-Sayed et al., Space Syntax Methodology, 29-30; and Turner, Depthmap, 1-2.
Al-Sayed et al., Space Syntax Methodology, 30, 37.
31
Wenjie Zhen et al., “Capturing what human eyes perceive: A visual hierarchy generation approach to emulating
saliency-based visual attention for grid-like urban networks,” Computers, Environment, and Urban Systems (Vol.
80, March 2020), 1-2.
29
30
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other in space, SLA analysis illustrates the capacity of space to shape through-movementhow people travel through the city. SLA analysis builds off behavioral evidence that suggests
that the way people navigate the urban grid is impacted by the visibility of street layoutsspecifically, geometric differences in street layouts such as directional changes or variances
in street width. 32 SLA analysis subsequently focuses on the angular configuration of the street
network, segmenting each street according to its longest set of visual lines and calculating
the geometric connectivity of these segments to the network as a whole. The lower the
angle’s degree, the more visually integrated the street segment is with its surroundings and a
higher movement flow can be expected through the space. This is the Choice metric, the
principle measure of SLA analysis

Figure 1.6 Segment line analysis of London in 1889. The least integrated streets directly
correlate with known patterns of poverty in the city.

which calculates the through-movement potential of a space. SLA analysis has been successful
in showcasing the degree to which changes in street angles affect the intelligibility of
neighborhoods, with greater changes, and higher levels of visual segregation, being more
prevalent in higher income communities (fig. 1.6). 33
Space syntax has not been without its detractors, however. One of the most
significant criticisms of space syntax is that it overemphasizes the influence of the two
Bill Hillier and Alan Penn, “Rejoinder to Carlo Ratti,” Environment and Planning B: Planning and Design (Vol.
31, no. 4, 2004), 502-503.
33
Zhen et al., “Human Eyes,” 4-7.
32
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dimensional urban network on movement and ignores other factors that may influence
movement. Carlo Ratti argued that movement was, in fact, largely influenced by the
presence of attractors- buildings or other urban features which draw individuals to an area-,
the shape of the 3D landscape (including skyscrapers and prominent landmarks), and the
density of urban centers. 34 Vinicius Netto made the case that, by focusing solely on street
networks, space syntax offers a limited, static understanding of the city and delegitimizes
other socio-temporal factors that influence urban growth, visual perception, and movement. 35
This leads into perhaps the most common critique of space syntax: that space syntax, in using
the statistical analysis of physical forms to predict social interactions, is morphologically
deterministic and backgrounds the power of human agency in shaping urban environments. In
the eyes of many geographers, the actions, movements, and perceptions of individuals lose
their autonomy in the space syntax ontology, instead being determined by the abstract
calculations of street layouts and mathematical formulas of integration and segregation. 36
Before discussing the critiques of space syntax’s methodology, we must first address
the ontological concerns of its limitations and determinism. It is important to note that space
syntax does not claim to be an all-encompassing theory of urban society, but simply aims to
show how “spatial pattern can, and does, in itself carry social information and content.” 37
Space syntax is only capable of analyzing the morphological and structural components of city
space and cannot speak to the transformative elements of the city that influence the
formation of those spaces. That is to say, space syntax reveals the city as it is, but, by itself,
cannot say how the city got to that point or where it might go in the future. A proper
application of space syntax is meant to rely on other fields for sustenance and meaning to
overcome these limitations.
Similarly, accusations of determinism misunderstand the scope of space syntax. Space
syntax is limited to revealing the reciprocal relationship between social values and how they
are produced and perpetuated in the physical landscape, and vice versa. Space syntax shows
correlation, not causation. It also helps to understand space syntax as a first attempt to
develop a syntactic language by which geographers can better understand how society
functions in space. Two dimensional space, the space in which all human movement and
interaction occurs, naturally forms the bedrock of this language and must be understood
before the three dimensional and transformative elements of the city can be properly
addressed. Other sociospatial theories and models have already been developed in recent
years to address these areas. 38

Carlo Ratti, “Space Syntax: Some Inconsistencies,” Environment and Planning B: Planning and Design (Vol. 31,
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Syntax,” in Proceedings of GISRUK 2007. Ed. Adam C. Winstanley (Maynooth, 2007), 60-62; and Claudia
Czerkauer-Yamu and Andreas Voigt, “Strategic Planning and Design with Space Syntax.” In Respecting Fragile
Places: 29th eCAADe Conference Proceedings. Ed. Tadeja Strojan Zupancic, Matevz Juvancic, Spela Verovsek, and
Anja Jutraz (Ljubljana, 2011), 127.
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That being said, let us briefly discuss the methodological criticisms. In a rebuttal to
Ratti, Bill Hillier and Alan Penn drew upon a variety of behavioral experiments and
pathfinding studies to demonstrate that, while there are many spatial and nonspatial factors
that influence urban visibility and movement, street configuration remains the most accurate
predictor of to- and through-movement. 39 In fact, areas of high spatial integration and visual
interconnectivity have been shown to correlate with population density, the number of
attractors, and the density of the 3D landscape. 40 These findings are not deterministic, but
illustrate the reciprocal relationship between urban forms and social ideas; society generates
spatial layouts capable of holding its values and in return, these layouts influence land use
and movement according to the social needs of the population.
Overall, despite the limitations and controversies, I believe that space syntax theory,
executed through Depthmap technology, offers a convincing starting point for a better
understanding of the geographic components of racial and socioeconomic inequality. Space
syntax, with its understanding of the relationship between spatial networks and co-presence,
and the social ramifications therein, provides the framework for my analysis of movement
patterns and visibility in my neighborhood case studies. Historical and socioeconomic context
is added to this framework through the addition of historic research and contemporary census
data. Finally, I believe that Depthmap, through the statistical analysis of neighborhood
layouts, makes a convincing argument for the role of neighborhood layouts in reinforcing
social relations and perpetuating socioeconomic differentiation in Midtown.

History of Midtown Neighborhoods
Located north and east of Columbus’ historic business district, the area that came to
be known as Midtown was first developed shortly after the establishment of Columbus in 1828
by wealthy landowners of the white upper class (fig. 2.1). They sought to establish their
residences beyond the confines of the city limits, and during the antebellum and early postCivil war era, large suburban estates belonging to prominent citizens such as William Wynn,
John Banks, and Joel Hurt dominated the hillsides overlooking Columbus proper. These
estates would eventually

International Journal of Geographic Information Science (Vol. 23, no. 7, 2009), 832; and Netto, “What is space
syntax not?,” 37-38.
39
Hillier and Penn, “Rejoinder,” 501-504.
40
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Figure 2.1 Midtown Neighborhoods.
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form the framework for subsequent neighborhoods in the early-mid twentieth century, most
notably Wynn’s Hill-Overlook, Wynnton Village, and Dinglewood. 41
The late Victorian era (1870-1915) saw Columbus’ first major postbellum expansion
and the first suburbs established in Midtown to service the city’s growing middle class.
Influenced by the “white bourgeois ideals” of Southern progressives, the neighborhoods of
East Highland, Weracoba-St. Elmo, Hillcrest and Wildwood, Linwood, and Boogerville were
designed to represent “a single, economically-interested, ethically shaped, middle class
attitude.” 42 To that end, the neighborhoods featured a gridded, integrated street network
that directly connected neighborhoods with other communities and economic sectors. The
streets were also lined with hundreds of trees that “[provided] insulation from the filth and
germs of the street and from the noise of the street and heat” 43 and served to offer a visible
and social barrier to the neighborhoods. This concept of neighborhood beautification and
organization, known as “City Beautiful,” did not apply to the African-American population of
Midtown. Residential segregation confined African Americans to the land south of Wynnton
Hill, with the Bottoms, Meeler’s Hill, and what is now known as Shepard Place developed in
the 1880s and 1890s. In contrast to the white suburbs, African American neighborhoods were
characterized by smaller lots, higher density housing, and little attention paid to greenery or
other types of barriers to differentiate neighborhoods from their surroundings (fig. 2.2). 44
This racial differentiation between the design of Midtown neighborhoods continued
well into the twentieth century. The interwar period (1917-1945) saw rapid residential
expansion and

Amanda Rees et al., “At a Crossroads: MidTown, Inc. 2005-2015” (Columbus, GA: Columbus Community
Geography Center, 2015), csuepress.columbusstate.edu/ccgc/3/, 4-5 (accessed Dec. 11, 2019).
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Georgia Press, 2019), 70; and Rees, “MidTown, Inc.,” 5.
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Figure 2.2 1937 residential security map of Columbus by the Home Owners’ Loan Corporation
(HOLC). Midtown is in the bottom right corner. This redline map correlates low
socioeconomic status with race. This racial bias was reflected in the physical quality of the
buildings themselves and the very layout of the neighborhoods.
first-ring suburban development as Columbus more than doubled in size, with Dinglewood,
Peacock Woods, Cherokee Hill, Wynn’s Hill, Briarwood, East Wynnton, and East WynntonWynnton Hill being developed during this time. The spread of the automobile fundamentally
changed how neighborhoods could be traveled and the new white neighborhoods reflected
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this with a significant change in design. Twentieth century white suburban developments in
Midtown forsook the traditional gridded street system, instead being comprised of extended,
“curvilinear streets that discouraged traffic through the [neighborhoods].” 45 These
neighborhoods generally forewent the inclusion of sidewalks, thus limiting the potential for
alternative forms of movement such as walking, bicycling and public transit. While the open
accessibility, walkability and integration of neighborhoods had once been a boon, they now
became associated with lower class developments. In turn, wealthy whites began moving east
across Midtown to settle these new modern subdivisions, leaving the working class to take
over the older neighborhoods. 46
The predominantly African American neighborhoods to the south of Wynnton Road, on
the other hand, failed to evolve at a similar rate, maintaining a more gridded structure with
sidewalks and leaving little spatial distinction between economic and residential areas. There
were social and economic components to neighborhood differentiation in Midtown as well.
Although African Americans comprised 18% of Columbus’ middle class in the 1920s, over 25%
lived in poverty and African Americans were twice as likely to be unemployed as whites; a
figure that has changed little to the present day. 47 The racial segregation and socio-economic
disparity of neighborhoods in Midtown was so great that the north-south divide of
Wynnton/Macon Road became colloquially known as the “Macon-Dixon Line,” with white
upper class subdivisions occupying north and east Midtown and the area between Wynnton
Road and what is now Martin Luther King, Jr. Boulevard being occupied by lower income
African American neighborhoods. 48
This trend was continued in the two major periods of postwar development: the early
postwar era (1947-1950s) and the later postwar era (1960s-1970s). Well-to-do communities
such as Hilton Terrace, Wynnton Grove, Wynnton Dell and Garrard Woods were predominantly
settled by middle and upper class whites who held white collar jobs. Although African
American businessman E.E. Farley established middle class suburbs in Carver Heights (1950)
and Willis Plaza (1954), most African American neighborhoods in Midtown, such as Lindsey
Creek and Boxwood Estates, were designed for lower income, blue collar inhabitants. The
conditions in some of these areas were so poor that the neighborhoods of the Bottoms and
Shepard Place, the so-called “Shame of Columbus,” were redeveloped as part of a slum
clearance project by the Columbus Housing Authority in 1955. 49 By the late 1960s and early
1970s, development slowed, with Hilton Heights Park, Hilton Woods, Averett Woods, Shepard
Place, and East Carver Heights being the last neighborhoods constructed in Midtown. 50
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Research Process
In Fall 2018, I participated in a GIS internship with Dr. Amanda Rees’ Urban Geography
Class as part of the Carver Heights Historic Interpretation Project. I produced a thematic map
of Carver Heights- the first African American segregated subdivision developed in postwar
Columbus- to support its nomination to the National Register of Historic Places. 51 The project
fueled my interest in how the geographic layout of Black communities in Columbus has been
impacted by unequal development tied to issues of race. I then worked with Dr. Brad Huff to
develop a more expansive project that would apply GIS technology and space syntax
principles to contemporary racial and socioeconomic issues in Columbus. With their cultural
and historical significance, widely divergent demographics and economic conditions, and
diverse spatial forms and street patterns, the neighborhoods of Midtown provided an
excellent opportunity to apply space syntax in the local community.
To frame my analysis, I obtained a segmented line map of Midtown with shapefile data
of the Midtown street network that was created by Dr. Huff with data from the Columbus
Consolidated Government’s GIS Division. This means that the axial lines of the streets were
already broken down into their basic angular components, making them a suitable dataset for
Depthmap analysis. Socioeconomic data was taken from the census block group data in Esri’s
2016 Updated Demographics. 52 I then combined this data in ArcMap 10.7- a GIS program that
uses spatial data to produce maps and conduct detailed analysis- to produce two thematic
maps (figs. 3.1 and 3.2). These maps revealed a strong correlation between neighborhood age
and layout type and the average income and race of residents. The neighborhoods of central
and northeast Midtown are comprised of newer neighborhoods with asymmetrical, curvilinear
streets and house a mostly white population with the highest average income in Midtown.
However, the southern and westernmost neighborhoods of Midtown are characterized by
variations of a gridded street network and are occupied overwhelmingly by African Americans
and other minorities who have significantly lower average income.

51
Turnaround Columbus, a local community organization, used the map in a panel installation at Carver Heights as
part of the Martin Luther King, Jr. Outdoor Learning Trail. The panel is located on the corner of Illges Road and 8th
Street.
52
Esri’s Demographics is an online resource that hosts a variety of demographic variables and estimates based upon
Census 2010 demographic data.
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Figure 3.1 Average household income in Midtown by block group overlaid with the street
network.
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Figure 3.2 Race percentage in Midtown by block group.

21

Figure 3.3 The street layout of the neighborhoods selected for the case studies laid over the
average household income map.
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Having identified a possible correlation between street layouts and the geographic
distribution of socio-economic status, I decided to use Depthmap’s Segment Line Analysis
(SLA) tool to identify the capacity of these street networks to reproduce racial and income
disparities through their influence on movement. To that end, I selected two sets of
interconnected neighborhoods that were both spatially and demographically distinct to serve
as case studies: Clubview Heights and Hilton Heights in northeast Midtown and East Wynnton
and East Wynnton-Wynnton Hill just south of Wynnton Road (fig. 3.3). Shapefiles were
created of both the overall Midtown street system and the specific neighborhood street
networks in ArcMap and exported to DepthmapX (the latest version of Depthmap). I then
chose four space syntax metrics found within the SLA toolkit that I felt best linked the
geographic properties of the neighborhoods to the socio-economic status of the residents:
global integration, local integration, local choice, and angular connectivity.
As mentioned previously, the integration of a street refers to how deep or shallow the
street is positioned relative to the network as a whole. More integrated streets are more
accessible to their neighbors and can expect higher levels of through-movement, whereas
lower levels of integration are associated with physical separation and less overall traffic. The
integration analysis was conducted using DepthmapX’s Integration[HH] metric, which
calculates the integration of each street up to a specified distance and predicts throughmovement rates. Global integration is calculated by applying this metric at the district level
and measures the degree of separation between each neighborhood and their surrounding
environs- in this case, Midtown as a whole. More well-to-do neighborhoods should have a
street layout that discourages traffic and effectively cordons off residential areas from areas
of economic activity.
Local Integration takes this idea and applies it to the internal integration of the
neighborhoods themselves. To that end, individual maps of each set of neighborhoods are
used to measure the degree of separation each household can expect on a given street.
Overall, the neighborhoods with higher average income are expected to have lower global
integration and local integration scores.
Whereas Integration predicts through-movement, the Choice metric examines the tomovement potential of space. Choice refers to how many times a street is encountered on a
path from origin to destination and is a good predictor for vehicular and pedestrian traffic
flows. The higher the choice value, the more likely the street will be picked as a travel route
or destination. Unlike integration, which measures the relations between spaces, choice only
predicts movement within a space. Therefore, rather than conducting an analysis of the
whole of Midtown, I limited my analysis to the neighborhoods themselves. This was done using
the Angular Choice metric, which calculates the shortest angular routes in a system. Lower
choice values indicate a road is less likely to be used as a travel route, meaning that it is
more suitable for a neighborhood.
Finally, since the integration and choice metrics predict movement based off the
relations between visible space, I wanted a metric that could supplement these analyses with
an understanding of the exact level of visual continuity and discontinuity between spaces.
Angular Connectivity is a useful metric because it calculates the raw configuration values of
the street network and returns a simple model of the visual connectivity of all streets in the
layout. Together, these four metrics provide a comprehensive analysis of street network
characteristics and whether or not the spatial designs of Midtown neighborhoods are
conducive to socio-economic well-being.
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The first neighborhoods I analyzed were East Wynnton and East Wynnton-Wynnton Hill.
They both exhibited significantly higher than average values for global integration, suggesting
that the neighborhoods are highly accessible and lack spatial barriers to separate the
neighborhoods from the surrounding business districts and thoroughfares (fig 3.4).
Furthermore,
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Figure 3.4 The global integration map of Midtown, showing higher levels of integration for
Wynnton Hill-East Wynnton, and higher levels of segregation for Clubview Heights-Hilton
Heights
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Figure 3.5 The Angular Connectivity map of Midtown, showing higher levels of angular
continuity for Wynnton Hill-East Wynnton, and a more disjointed layout for Clubview
Heights-Hilton Heights
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Figure 3.6 The local integration map of Wynnton Hill-East Wynnton
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Figure 3.7 The local choice map of Wynnton Hill-East Wynnton
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the local integration and local choice metrics showed that the neighborhoods were also wellconnected internally and could expect higher levels of to- and through-movement than is
typical of a residential area (figs. 3.6 and 3.7). Angular connectivity values were also above
the midrange (fig 3.5). This is because the gridded street network promotes a high degree of
spatial permeability throughout the neighborhoods, with little change in connectivity from
the exterior to the interior of the neighborhoods. This directly contrasts with what Hillier and
Vaughan theorize to be an optimal neighborhood layout, where a neighborhood is segregated
at its edges and gradually becomes more integrated towards its center. 53
The Clubview Heights and Hilton Heights neighborhoods exhibited a range of values
closer to what might be expected in residential areas with all scores being lower than their
counterparts south of Wynnton Road. Lower global integration values show that the
neighborhoods have fewer connections beyond their boundaries and, as a result, are more
removed from the busyness of the outside world (fig 3.4). At the same time, angular
connectivity scores are lower because the curvilinear streets create a segmented landscape
with a more segregated exterior and a more integrated interior (fig 3.5). The effects of this
geographic distantiation are seen in the local integration and local choice metrics (figs 3.8
and 3.9). These graphs predict that traffic will be primarily limited to the main streets
without actually spilling over into the neighborhoods themselves.
Overall, my segment line analyses revealed two distinct and opposing trends among
the two sets of neighborhoods. The high levels of to- and through-movement predicted at East
Wynnton and East Wynnton-Wynnton Hill are more characteristic of public spaces and
economic centers than residential areas and have a negative impact on the social and
economic health of the
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Figure 3.8 The local integration map of Clubview Heights-Hilton Heights

30

Figure 3.9 The local choice map of Clubview Heights-Hilton Heights
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neighborhoods. The implication is that people with the financial ability to leave the
neighborhoods would, seeking communities that more strictly adhere to the theory of natural
movement. In contrast, curvilinear street networks of Clubview Heights and Hilton Heights
should exhibit lower levels of traffic and promote a more peaceful, relaxed pace of life.
Ideally, these neighborhoods will be populated with more well-to-do residents drawn to the
more relaxed atmosphere and isolation from the rigors of the outside world.
In order to ensure the accuracy of my analyses, it was necessary to verify my
predictions against the actual conditions of the neighborhoods themselves. This was
accomplished through two means: gate counts to measure neighborhood traffic and in-situ
observations of neighborhood houses. A gate count is a method of people counting that uses
movement flows observed at a specific location over a given period of time to estimate
overall traffic patterns. I set up gate counts at multiple intersections in both sets of
neighborhoods with the purpose of comparing the level of observed pedestrian and vehicular
traffic with the predicted level of movement from my integration and choice maps. The gate
counts lasted five minutes each and I recorded the number of vehicles and pedestrians on
each street per intersection. All gate counts were conducted on weekdays between 13:3015:00, February 10-24, 2021.
I conducted a total of fifteen gate counts at East Wynnton and East Wynnton-Wynnton
Hill (fig 3.10). High levels of vehicular traffic were recorded at all locations, and many
locations also had pedestrian traffic. All observed vehicles passed straight through the
neighborhoods without stopping at relatively high speed, indicating a predisposition to
through-movement. Next, I conducted twelve gate counts at Clubview Heights and Hilton
Heights (fig 3.11). Vehicle and pedestrian counts in both Clubview Heights and Hilton Heights
were significantly lower and, in some cases, nonexistent altogether. Furthermore, all
observed vehicles were driving at slow speeds and most were either leaving or entering
driveways, indicating that the primary form of

32

Figure 3.10 Gate counts of East Wynnton and East Wynnton-Wynnton Hill. Significant levels
of vehicular traffic and slight pedestrian traffic were observed at each gate count. V=
vehicle and P = pedestrian.
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Figure 3.11 Gate counts of Clubview Heights and Hilton Heights. Low levels of vehicular
traffic and pedestrian traffic were observed at each gate count. V = vehicle and P =
pedestrian

travel in the neighborhoods was to-movement. My maps, then, passed the first test; street
structure was successfully correlated with movement rates and types.
The second test was to check if the street structure was related to the financial
situation of the residents of each neighborhood. I used a drive-by survey of the streets in each
neighborhood to identify the size and physical condition of the houses. East Wynnton-Wynnton
Hill appeared to be in the worst physical shape. The neighborhood had the strongest grid
layout, with straight,
narrow roads intersecting at 90° angles and passing all the way through the neighborhood. It
consisted mostly of tightly-packed shotgun houses that, upon physical inspection, appeared to
be in various states of disrepair. Boarded-up houses were not uncommon and unimproved lots
were scattered across the community. Furthermore, the houses at the outer edges of the
neighborhood (i.e., those less segregated than the others) were almost always in worse
condition than those in the center.
East Wynnton fared slightly better. There were less foreclosures and abandoned lots
and a number of larger, higher quality houses interspersed among the shotgun-style houses.
Wynton Hill also had a more angular, modified grid system and a slightly more segregated
layout than its neighbor. Nevertheless, the same patterns of movement and building quality
drop-off from the interior to the exterior persisted. It was clear that, from a physical
perspective, the gridded street layout of these neighborhoods coincided with a lower
socioeconomic status for the individuals who lived there.
In contrast, Clubview Heights and Hilton Heights were in much better condition. Both
neighborhoods were characterized by winding roads and changes in elevation that obscured
visibility and supported larger, well-maintained houses spread out on larger plots of land. The
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wealthiest section (located in Hilton Heights) occupied the most segregated, curvilinear, and
hilly roads in the center of the community, with large houses and mansions removed a
significant distance from the roads. The poorest section (also located in Hilton Heights) was
still middle class, but held a simpler modified grid structure and was located closer to a busy
thoroughfare on Warm Springs Road. The houses were also smaller and situated more closely
together. Ultimately, the second test was also successful; the quality of houses and the
economic standing of residents were better in residential areas that adhered to the theory of
natural movement and had the desired street layouts according to space syntax measures.
Having completed my analysis of the axial layout of the neighborhoods using SLA
analysis, I turned my attention to studying the convex spaces of the neighborhoods
themselves. As shown in the previous section, axial space acts as either a control on or a
facilitator of movement based upon its visual relationship to other axial spaces. This means
that the higher the degree of angular integration between one street and its surroundings,
the more traffic can be expected through that street. Convex space, which serves as the
interface for human interaction, has similar properties. Whereas public areas are typically
open and visually accessible to outsiders in the goal of attracting people, residential areas
desire a convex layout that discourages outsiders from entering that space and limits the
potential for interaction between residents and strangers. 54 Similar to the axial layout,
neighborhood convex spaces should have higher levels of visual segregation that allow
inhabitants a certain level of control and surveillance over their immediate surroundings as
well as cultivate a more private atmosphere. My next step would be to see if a VGA analysis
of the Clubview Heights, Hilton Heights, East Wynnton, and East Wynnton-Wynnton Hill
neighborhoods revealed similar spatial patterns to the axial layout measured in my SLA
analyses.
During my gate counts and field observations of neighborhood conditions, I noticed
that the neighborhoods of Clubview Heights and Hilton Heights had a vastly different visible
layout than the Wynnton neighborhoods. The differences in axial layout certainly played a
role in this. The winding, curvilinear streets of Clubview Heights and Hilton Heights
established a segregated visual field that limited potential line-of-sight in the neighborhoods.
However, this was not the only factor impacting visibility. In addition to the street angles
themselves, I discovered that line-of-sight was heavily obscured by the presence of vegetation
in the front yards of houses and along the roadside. The preponderance of trees, hedges, and
other forms of groundcover throughout Clubview Heights and Hilton Heights made it so that,
even on the straighter, more integrated streets, the viewshed never extended more than two
or three houses at a time. This was compounded by the fact that many of the houses had
large front lawns and were situated further back from the road, making them more difficult
to see anyway. Overall, these features helped lend an air of privacy and quiet to the
communities.
On the other hand, East Wynnton and East Wynnton-Wynnton Hill have long, narrow
streets that support long line-of-sight vision and, standing in the middle of any street in
either neighborhood, one can see out either end of the neighborhood. The Wynnton
neighborhoods also had little vegetation or other forms of visual obstruction to create a more
segregated viewshed. What vegetation they did have was primarily limited to tall, skinny
trees located either on church property or unimproved lots. Furthermore, in both
neighborhoods the majority of the houses were densely packed and located very close to the
road with no front yards. Thus, there was little to no visual boundary performance in the
54
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neighborhoods, combined with high levels of visual integration that left no private space for
residents. Visual space in the Wynnton communities appears to be communally shared and
easily accessible to outsiders. Overall, there is very clearly a differentiation in the
organization of visual space in the two sets of neighborhoods tied not only to the street
network, but to how the type, frequency, and distribution of vegetation act as disruptors of
visibility. 55
For my analysis, I selected one street from each set of neighborhoods that best
represented the spatial and visual patterns I observed during my field observations. Hilton
Heights’ Meadowview Drive was chosen because the road runs through the heart of one of the
wealthiest portions of the neighborhood. Its winding path is typical of the roads in Clubview
Heights and Hilton Heights, and it has a variety of trees and hedges that serve as visual
obstructions. My selection for the Wynnton neighborhoods was 9th Street, located in the
southern end of East Wynnton-Wynnton Hill. Being long and straight, with broad isovists and
little in the way of visual obstructions, the road exemplifies visual conditions in broader East
Wynnton. Together, these streets provide a good representation of the difference in spatial
and visual layout design between the middle-upper class neighborhoods of Clubview Heights
and Hilton Heights and the lower class neighborhoods of East Wynnton and East WynntonWynnton Hill, making them optimal candidates for VGA analysis.
With the case studies identified, I obtained shapefile data containing all building
footprints in Midtown from Dr. Huff and imported it into ArcMap 10.7. Building footprint data
is necessary to frame the landscape within which the neighborhood convex space would exist
and give an understanding of what resident viewsheds would look like. Further field
observations were conducted and the location, size, and shape of all vision-obscuring trees,
hedges, and assorted vegetation were identified and measured. Two new shapefiles (one for
each street) were then created to house this information and, combined with the building
footprint layer, were exported to DepthmapX.
The main purpose of VGA analysis is to better understand how visual perception of an
area is shaped by the relationship between the objects in the built environment and the
empty space that exists in-between. The notion being, as previously mentioned, that visual
perception is a primary influence on to- and through-movement. VGA analysis accomplishes
this by overlaying a grid on top of a graphical representation of a space and calculating the
intervisibility between each pair of points in the layout. This is the Connectivity metric. The
most integrated spaces (i.e. those that are directly linked to the most points in the grid) are
marked with a red tile, with the tile colors fading to yellow and eventually to blue the more
isolated a space is. Spaces with the highest Connectivity scores are visually prominent, easily
accessible from the surrounding area, and have low visual controllability (meaning inhabitants
of a space do not have priority over people entering that space). They are most often
There is an increasing amount of research suggesting that the distribution of urban canopy cover and the types of
vegetation in neighborhoods is often associated with racial and socioeconomic factors. Middle and upper class white
neighborhoods were much more likely to have trees and other types of vegetation planted. There is also a spatial
dimension to the planting of urban vegetation, with John Lowry, Jr. going so far as to claim that “making
neighborhoods more connected for humans makes them less connected for ecological processes.” This negative
relationship between vegetation and neighborhood integration is observed in my research. Nik Heynen, Harold A.
Perkins, and Parama Roy, “The Political Ecology of Uneven Urban Green Space: The Impact of Political Economy
on Race and Ethnicity in Producing Environmental Inequality in Milwaukee,” Urban Affairs Review (Vol. 42, no. 1,
Sept. 2006), 4-6, 10-13; and John H. Lowry, Robert D. Ramsay, and Matthew E. Baker, “Determinants of urban
canopy cover in residential neighborhoods: Household characteristics, urban form, and the geophysical landscape,”
Urban Ecosystems (Vol. 15, no. 1, March 2012), 263.
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associated with public spaces that have high levels of interaction and movement. Less
connected spaces are further removed from the action, so to speak, and are the most visually
isolated and spatially segregated locations in the layout. They are optimal for private spaces
with high levels of visual controllability. Overall, the Connectivity metric provides a solid
analysis of convex space and is a solid determinant of whether the visual layout of Midtown
neighborhoods are conducive to space syntax’s suggested levels of movement and interaction.
The first street I analyzed was East Wynnton-Wynnton Hill’s 9th Street (fig. 3.12). The
VGA analysis revealed a highly connected visual layout along the entirety of 9th Street, with
the bulk of the road being coated in shades of red and orange. A lack of visual obstructions at
either
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Figure 3.12 VGA analysis of 9th Street, located in one of the poorest sections of East
Wynnton-Wynnton Hill. Notice how integrated the visual landscape is, with no barrier
between the houses, the street, and the edges of the neighborhood.
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Figure 3.13 VGA analysis of Meadowview Drive, one of the main roads in Hilton Heights.
Notice how street angles and vegetation combine to create a segregated visual landscape
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end of 9th Street also means that there is no visual boundary performance to provide an
adequate barrier between the interior of the neighborhood and the outside world. The
neighborhood was as equally accessible to strangers as it was to inhabitants. The fact that
most houses are located practically on top of the street with no front yards further
contributed to a lack of privacy, with residents lacking a segregated space over which they
could exert control. Overall, this suggested an environment that delegitimizes residents as
the owners and controllers of neighborhood space, instead promoting a public space process
that favors through-movement and privileges outsiders entering the system.
Meadowview Drive, by contrast, had a much more segmented visual landscape (fig.
3.13). The sheer number of trees and the layout of the hedges and other vegetal barriers,
combined with the twists and turns of the street, created a more fragmented visual field.
Whereas almost the entirety of 9th Street could be viewed from any point on the street, it
would take multiple steps to be able to visually access all of Meadowview. The site of
greatest connectivity was the intersection of Meadowview Drive and Lynda Lane, but hedges
and trees planted at each corner of the intersection ensured that the houses still maintained
segregated viewsheds. Trees and hedges were also planted at the entrances to the street,
establishing a boundary between the inside and outside of the neighborhood. The houses
along Meadowview Drive were thus able to maintain a degree of privacy in a visual and spatial
layout that discouraged through-movement and afforded residents, not outsiders, control of
neighborhood spaces.
Overall, the results of my visibility graph analyses, building off my analysis of the axial
layouts of Clubview Heights, Hilton Heights, East Wynnton, and East Wynnton-Wynnton Hill,
were able to a paint a picture of two very different sets of neighborhoods. Clubview Heights
and Hilton Heights, designed in accordance with space syntax principles, had a segregated
street network and visual layout that discouraged to- and through-movement and promoted a
private atmosphere that one might expect in a residential area. East Wynnton and East
Wynnton-Wynnton Hill, however, are characterized by a gridded street layout more
frequently associated with busy economic zones and did not possess any visual obstructions
that might create a more desirable visual landscape. The differences between the two sets of
neighborhoods are not only spatial in nature, but extend into the socioeconomic realm as
well. Clubview Heights and Hilton Heights are overwhelmingly populated with middle-upper
class whites, whereas East Wynnton and East Wynnton-Wynnton Hill is largely African
American and many residents exist below the poverty line.
This research is not intended to imply a causal relationship between the spatial
organization of neighborhoods and the socioeconomic status of their residents. Rather,
Depthmap, through the application of segment line and visibility graph analysis, provides
valuable insight into the role of visibility layouts in influencing movement patterns and the
perception of residential spaces. These analyses reveal both the conservative nature of
residential street networks and convex spaces (how physical processes reify existing social
tendencies) and their generative components (how physical development in turn influences
who lives where according to their socioeconomic status). Ultimately, I believe that space
syntax offers convincing evidence for a correlation between spatial form, social values, and
economic status in Midtown, Columbus.
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Conclusion
The genesis for this project came from my interest in how explicitly the racial and
economic disparity of Midtown manifests itself geographically through the Macon-Dixon Line;
it was as if the racial history of Columbus, and its associated economic impacts, was
embedded in the very landscape itself. Taking inspiration from space syntax’s notion that
space carries social meaning and has social consequences, I set out to see if I could unravel
some of the physical mechanisms by which these geographies were established and
perpetuated. Through my research, it quickly became apparent that the different topologies
and spatialities to the north and south of Midtown were closely tied to the socioeconomic
differences in the white and African American communities that inhabited those spaces. A
cursory glance through the history of Columbus, when tied to socioeconomic data from the
latest census, revealed a pattern of neighborhood development deeply impacted by racial
tensions and economic inequality that persists to the present day. It would seem, then, that
space syntax, mobilized through Depthmap and contextualized via historical knowledge and
socioeconomic data, is able to paint a portrait of a city historically divided by race, with
neighborhoods still feeling the effects today through the very nature of their design.
However, my research only skims the surface of the complex relationship between
race, society and geography in Midtown and I believe that further historical analysis and a
more extensive application of space syntax metrics could offer a fuller understanding of
sociospatial conditions. A good starting point would be to analyze the role played by redlining
in shaping interwar urban development. Redlining kept African American communities
impoverished, stymied neighborhood development, and perpetuated social and spatial
segregation. Examining the spatiality of redlining would provide an opportunity to better
examine the physical consequences of racial attitudes in Midtown. Another element to attend
to is the social factors that influence the distribution of residential canopy cover. As
mentioned in a previous footnote, there was a racial component to the planting of urban
vegetation throughout the twentieth century, and many African American communities across
the South suffered from a lack of canopy cover and subsequent negative socioeconomic
factors such as the proliferation of heat islands and noise pollution. A CSU partnership with
Trees Columbus could prove useful in identifying the origins of vegetation in Midtown and
reveal the exact correlation between race, economy, and urban canopy cover. Finally, having
recognized that the 2D landscape is not the sole determinant of sociospatial relations, it
would be prudent to identify and analyze other factors that influence to- and throughmovement and visibility in Midtown, such as work locales, job types, employment rates, and
other attractors.
There is also room for growth within the realm of space syntax itself. There are a host
of analytical metrics that have been designed to measure the social attributes of urban space
and my project has only touched on the most basic of these tools. Although my SLA analysis
successfully calculated the integration-segregation scores for neighborhood layouts and
predicted movement levels and economic conditions, this process could be further refined by
the addition of two other metrics: Spatial Integration Dissimilarity (SID) and InterNeighborhood Spatial Separation (INSS). These variables combine the Local Integration, Global
Integration, and Connectivity metrics used in this project with two additional metrics, Mean
Depth and Intelligibility, to more exactly quantify the relationship between socioeconomic
differentiation and spatial organization in neighborhoods. 56 Similarly, my VGA analysis, which
used the Connectivity metric to analyze the overall visibility of neighborhoods, would benefit
56

Omer and Goldblatt, “Tel Aviv,” 178-182.
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from Isovist Area and Visual Control metrics, which are more specifically geared towards
measuring human viewsheds and interaction potential, respectively. 57
Space syntax is a theory that is applicable to any spatial context so long as it is
accompanied by appropriate historical, social, and economic data. As such, the theoretical
and methodological framework of this project is easily transplantable and offers a wealth of
opportunities for future research. As mentioned previously, one of space syntax’s limitations
is its static nature. However, by working with historic redline and insurance maps, it is
possible to create a series of space syntax maps that capture snapshots of Midtown’s
development at various points in time throughout its history. This process of “time slicing”
would allow researchers to create an unfolding representation of geographies of poverty and
segregation in Columbus since its founding and tell the stories of the communities who lived
(and still live) in those areas. Furthermore, by identifying areas of spatial and social
continuity from the past to the present, we could better understand what factors contribute
to that consistence and what role topology plays in that relationship. In addition to expanding
the depth of research in Columbus, this project could also serve as the basis for a broader
study of black communities throughout the Chattahoochee Valley region. Space syntax could
also be used give insight into the lives and sociospatial transformations of another
marginalized people, the Mvskoke Native Americans, tracing their relations with American
settlers throughout the nineteenth century. Ultimately, space syntax and Depthmap possess
great potential for exploring how racial and socioeconomic disparities take root in the
physical landscape and will be valuable tools for urban studies moving forward.
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Abstract

In the current American classroom, there are two main methodologies that are often
debated: student-centered and teacher-centered learning. Though these methodologies have
their costs and their benefits, studies have shown that student-centered learning can be more
effective, more engaging, and leads to an overall better classroom environment (Lathan,
2021). This paper will explore the world of student-centered learning while increasing student
engagement, increasing student growth, and improving the environment of the music
classroom through the Dalcroze Method. Though it is primarily used in elementary music
classrooms, this method has a plethora of uses and applications that can be observed
throughout history. The use of the Dalcroze Method may allow greater student engagement
and a deeper understanding of the given material by way of implementing body movement
and play. In this paper, three aspects of choral music are investigated: vocal pedagogy, aural
skills, and musicianship. There are three sets of lesson plans utilizing the Dalcroze Method
designed for the secondary classroom, and each lesson plan includes a summary and
explanation for how the method is applied to each aspect of choral music.
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Introduction
When considering the ideal music classroom structure, educators may have a variety of
opinions. Some may focus on how colorful the classroom is or describe the various amounts of
music theory and music history posters on the wall. Others may think of recorders or various
types of percussion instruments and how much fun students have playing them (Mileski,
2001). Perhaps they describe the warmth and openness that is felt upon entering the room or
comment on the creativity and energy bursting from the teacher and students.
In 2016, a group of writers from The Atlantic, a news magazine and multimedia
publisher, composed an article that prompted prominent voices in education to look past
laws, politics, and funding in order to reimagine the idyllic learning environment (Glatter,
Deruy & Wong, 2016). This article, entitled Reimagining the Modern Classroom, asked
distinguished voices in education, such as the president of the American Federation of
Teachers, Randi Weingarten, the founder of Students First and the former chancellor of
Washington, D.C. public schools, Michelle Rhee, and several others to describe the perfect
version of a modern classroom. Some of the interviewees used words such as “open, clean,
decorated, organized, and warm” to describe their ideal classroom, while other interviewees
took it a step further and spoke more on the structure of the classroom and the call to reform
certain aspects of education (Glatter, et al., 2016).
According to Glatter, Michelle Rhee described the perfect classroom as one that allows
student leadership, encourages creativity and individualism, and nurtures curiosity (M. Rhee,
personal communication, September 2, 2016). Another interviewee in the article explains
that there is never enough time to focus on the details of the learning process, as they are
often overlooked when the focus is only on test grades (C. Burris, personal communication,
September 2, 2016.) Lastly, Michael Horn, the co-founder of the Clayton Christensen
Institute, spoke in the interview about the importance of a student-centered learning
environment and the need to meet the students’ precise educational needs (M. Horn,
personal communication, September 2, 2016). Their vision of a perfect classroom may not
just be a fantasy. In fact, the two educational methodologies often used in the classroom and
debated are student-centered learning and teacher-centered learning (McCarthy, 2015).
According to the International Society for Technology in Education (2021), studentcentered learning is a broad educational methodology that “moves students from passive
receivers of information to active participants in their own discovery process.” In this
methodology, the teacher is still the facilitator of education, but the students are highly
encouraged to have more collaborative and active roles in the learning process (Lathan,
2021). This may include allowing students to plan, implement, assess, evaluate, and lead the
class as the teacher provides structure and support (McCarthy, 2015). Though classroom
management tends to be more difficult in this method, student engagement tends to be
higher when the education becomes more of a shared experience between the teacher and
their students rather than being one-sided (Lathan, 2021).
On the other hand, teacher-centered learning usually “refers to learning situations in
which the teacher asserts control over the material that students study and the ways in which
they study it” (Student-Centered Learning Definition, 2014). In other words, the teacher is
seen as the lecturer or the presenter of education to the students who play a more passive
role in the classroom (Varatta, 2017). This method tends to be seen as the more traditional or
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conventional model, but it still does have its benefits (Lathan, 2021). For example, managing
the classroom tends to be a bit easier with this method; however, there is a higher likelihood
that students will become disengaged throughout the class (Lathan, 2021). As in the
traditional style, testing as a form of assessment tends to be more common in teachercentered classrooms rather than student-centered (McCarthy, 2015).
In summation, student-centered learning allows both the students and the teacher to
play active roles in the learning process while teacher-centered learning usually only has the
teacher playing the active role as the instructor (Arizona Board of Regents, 2021). Studentcentered learning tends to have students work in pairs or as in groups and occasionally have
students work alone (Varatta, 2017). This may cause an increase in volume in the room and a
stronger classroom management policy (Lathan, 2021). In teacher-centered learning, students
tend to work individually which allows for a quieter classroom environment (Lathan, 2021).
Additionally, students and teachers tend to share the educational responsibilities such as
choosing topics and evaluations in student-centered learning (Varatta, 2017). Yet, in a
teacher-centered classroom, the onus usually falls solely on the teacher (Varatta, 2017).
Within the last few years, there has been a push to see more student-centered
learning in classrooms all over the world. For instance, a study was done to compare studentcentered learning environments versus teacher-centered learning environments on 260
Turkish teachers from across ten different elementary classrooms (Çubukcu, 2012). The study
had the teachers take one survey to capture personal information about the teachers (e.g.,
gender, work experience, and level of education) and another evaluation to gauge the effects
of implementing more student-centered learning pedagogy into their classroom (Çubukcu,
2012). The study concluded that, upon implementing more student-centered learning ideals in
the classroom, there was an improvement in all categories, especially in the points related to
the psycho-social aspects of the classroom. These points increased by an average of two
points from the beginning of the study to the end, regardless of the experience, gender, and
level of education for the teachers (Çubukcu, 2012). Another study looked into studentcentered learning and teacher-centered learning in over 3,800 middle to high school students
from the United States of America; the study displayed a positive correlation between their
math grades and student-centered learning (Talbert, Hofkens, & Wang, 2019). Additionally, a
longitudinal study based on a previous smaller study was launched in schools in Ghana; both
studies suggested that student-centered learning emphasized the importance of play-based
learning which allowed for a decrease of teacher burnout (Wolf, 2019). One might say that
teacher burnout does not affect the environment of the classroom; however, studies suggest
that burnout may impact interactions with students throughout and outside of the school day,
which may ultimately negatively affect how students engage in the classroom (Wolf, 2019).
These studies show that implementing student-centered learning proved to have a
positive effect on students and teachers from all over the world. These examples from across
the globe support interviewees’ ideas that student-centered learning is necessary for a
perfect classroom environment (Glatter, et al., 2016). In fact, Laura Colker and Derry
Koralek, authors of several primary and early education books and articles, state that a highquality learning environment of a classroom should allow positive and supportive interactions
to foster student growth (2018). Throughout these articles, one can see that the words used
to describe the idyllic classroom are similar words used to describe student-centered
classrooms, as they allow students to play an active and collaborative role in the classroom.
Perhaps the perfect classroom is not as far out of reach as originally thought.
In terms of music classrooms, elementary music educators frequently exercise
student-centered methods, and, thus, allow for more student engagement (Estrella, 2018).
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These classrooms tend to use movement and play as one of the ways to teach their students
(Colker and Koralek, 2018). One of the evidence-based methods that is commonly used in the
elementary music classroom is the Dalcroze Method. This method has been used in many
elementary music classrooms over the years to teach different aspects of music through
movement, play, and improvisation; additionally, it has been proven to be quite effective at
engaging students and enhancing their classroom experience (Estrella, 2018).

The Dalcroze Method
In 1865, the creator of the Dalcroze Method, Émile Jaques-Dalcroze, was born in
Vienna, Austria. Jaques-Dalcroze was educated in Paris as a composer and eventually
attended the Geneva Conservatory in 1892 to both teach music and further expand his
musical knowledge in 1892. While he was there, he created a system of musical training that
was designed to assist the communication of the brain and body through rhythm and physical
movement, known today as the Dalcroze Method or Dalcroze Eurythmics (Jaques-Dalcroze,
2018). The Dalcroze Society of America (2019) described this method as a playful and
experimental approach to teaching and learning music; the process awakens, develops, and
refines the natural music with its students through eurhythmics, ear-training, and
improvisation. Jaques-Dalcroze created this multidimensional method because he believed
that students who are taught to appreciate music through physicality would develop a greater
sense of rhythm, harmony, and melody (Music and Arts, 2017). He soon left the conservatory
and then founded his own institute in Geneva, which assisted in advancing the formation and
the development of the method.
According to the Dalcroze Society of America (2019), the Dalcroze Education consists
of “learning, teaching, knowing, expressing, and/or feeling music through playful, purposeful,
and/or dynamic movement activities.” These basic principles can be seen within the three
core branches of the method. The first core branch is eurhythmics. The idea of eurhythmics
allows the innate rhythm of the body to translate into natural physical movement
(Zachopoulou, Vassiliki, Chatzopoulou, and Ellinoudis, 2003). In other words, the Dalcroze
Method utilizes everyday movements and humans’ inherent abilities to feel and respond to
rhythm in order to enhance education. The movements used in this method can include but
are not limited to the following: clapping, swinging, turning, conducting, bending, swaying,
speaking, singing, walking, running, crawling, leaping, sliding, galloping, and skipping
(Dalcroze Society of America, 2019) This method is not a form of formal dance, such as ballet
or tap; however, the eurythmics involved in this method suggest an “alternative, non-balletic
choreographic technique,” which can inspire dance or other fine arts (Britannica, 2017). This
technique can be as simple as tapping a foot to the beat of a song (Frego, n.d.). The physical
movement associated with the Dalcroze Method not only aids the students in learning music,
but it also helps them to stay on-task in the classroom, reduce disruptive behavior, and
improve motivation and engagement (CDC Healthy Schools, 2018).
The second core branch of this method is solfege. This branch is based entirely off of
the study of scales; in fact, Jaques-Dalcroze believed students who understood scales would
also understand musical context and had all of the basic skills needed for dictation and sight
singing” (Ristow, 2017). According to the Dalcroze Society of America (2017), solfege can
train the ear, eye, and voice in pitch, melody, and harmony and enables the student to listen
to music and transcribe it onto paper or to look at sheet music and hear it internally without
the use of an instrument. The combination with using hand signs for each solfege syllable
reinforces the experience for the students (Ristow, 2017).
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Lastly, the final core branch of the Dalcroze Method is improvisation. This branch
encourages students to “try things out” and “take risks” in order to empower the students to
take control of their own education (Dalcroze Society of America, 2019). The improvisation
branch can be playful and purposeful, disciplined and free, intuitive and aware, and it is “an
infinitely adaptable creative expression” (Dalcroze Society of America, 2019). Due to its
emphasis on play, movement, engagement, and good behavior, one can see why this method
is used in an elementary school classroom.
However, Dalcroze is not bound to the elementary music classroom. Lisa Parker, the
Director Emeritus of the Dalcroze Eurhythmics program at the Longy School of Music, stated
that Dalcroze education can benefit performers, teachers, children, seniors, and even people
with disabilities or special needs (Parker, 2020). The versatility of the Dalcroze Method is
endless, and its application and validity can be seen in several aspects of life (Dalcroze
Society of America, 2019).
For instance, a 1966 study delved into Dalcroze Eurhythmics and its application to
theatre (Roger, 1966). The study not only researched the great theorists and practitioners of
many acting methods, such as Constant Coquelin, François Delsarte, and Constantin
Stanislavsky, but it also investigated the construction and creative side of theatre. Adolphe
Appia, a Swiss scene designer, worked closely with Dalcroze for ten years in staging rhythmic
spectacles and built a theatre in the Dalcroze school in Hellaru, Germany in the early
twentieth century (Roger, 1966). Appia stated that the method “provided a practical means
of achieving his goal of unity, through music in the theatrical production” (Roger, 1966).
Another display of the Dalcroze Method can be seen in conducting gestures. Dr. Caron
Daley, Director of Choral Activities at Duquesne University, explores the application of the
method on conducting gestures and score study in an article entitled Reimagining Conductor
Score Study through Émile Jaques-Dalcroze’s Eurhythmics (2018; Duquesne University, 2021).
She states that “the embodiment of the musical score in conducting gestures is the
culmination of kinesthetic perception (embodiment and entertainment), aural perception
(the musical ear), and visual representation (the notated score)” (Daley, 2018). Dr. Daley
believes the method can assist the conductor’s sincere embodiment of the given music
(Daley, 2018).
Further application of the method can be seen in a seminar presented by Mary DobreaGrindahl. She is one of only 10 people in the United States who holds the Diplôme Supérieur
from the Institut Jaques-Dalcroze in Geneva, Switzerland. Dobrea-Grindahl recently
presented a session at Kennesaw State University entitled “From Doing to Using: Applications
of Dalcroze Eurhythmics to the Keyboard Classroom and Piano Studio” (Yun, 2016). During this
session, she created lessons that adjusted to the mechanics of a studio-style piano classroom
while incorporating the Dalcroze Method in order to further increase student engagement
(Yun, 2016; Baldwin Wallace University, n.d.).
These studies demonstrated the wide variety of uses the method has in music, dance,
and theatre; however, the versatility of the Dalcroze Method can be seen beyond the realm of
fine arts. For example, researchers experimented with Dalcroze Eurhythmics and how the
implementation of it may decrease injuries in the elderly. This research studied 10 senior
women, 11 healthy women, and nine other adults who were 70 years of age or older, could
walk, and who passed a mini-mental state examination. After having them practice Dalcroze
Eurhythmics for an extended period of time, it favorably affected their dual-task related
stride-to-stride variability (Kressig, Allali, Beauchet, 2005). This study shows that Dalcroze
may be used for any age and does not have to be bound to the fine arts.
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According to the research, the Dalcroze Method can be utilized for people of all ages
and can be used throughout the disciplines (Dalcroze Society of America, 2019). If it can be
used to teach children music, reduce the risk of elderly falling by fifty percent, and assist
directors and actors, then it is also possible to apply the method in the secondary choral
classroom (Institute of Jaques-Dalcroze, 2019). Therefore, applying Dalcroze to secondary
choral classrooms may enhance learning (Music and Arts, 2017).

The Application of the Dalcroze Method on the Aspects of Choral Classroom

The purpose of this thesis is to explore the applications of the Dalcroze Method for
secondary choral education, specifically the high school choral classroom. This series of lesson
plans will focus on aspects of the secondary choral experience, such as vocal pedagogy, aural
skills, and musicianship, and how these aspects can be enhanced with the use of Dalcroze.
Before delving into the lesson plans, it is important to describe and define chorus and why
targeting the aspects of pedagogy, aural skills, and musicianship are vital for the young
singer.
There are a multitude of facets that allow for the sheet music to transcend into an
aural experience. It is the job of a music educator to assist the students in the creation of
that aural experience, guide them through the process of finding their voices, and teach them
through musical experiences to use their voices correctly, beautifully, and effectively
(Brinson, 1996). Part of this process includes learning proper vocal technique, the correct
musical styling of a piece, and training the ear to detect inconsistencies and correct pitches
(Brinson, 1996).

Vocal Pedagogy in the Choral Classroom

One of the aspects that music educators tend to focus on is proper vocal technique
through vocal pedagogy. Vocal pedagogy is the study of the voice and the exploration of what
singing is, how singing works, what proper technique is, and how one can achieve their own
tonal ideals (Botieff, 2017). It is necessary for the teacher to have an understanding of the
voice and how it works. While teaching choral repertoire, the teacher may hear things that do
not necessarily fit into their idea of what the piece should sound like. This idea of how the
choir should sound is known as the tonal ideal (McKinney, 1994). Usually, issues with tonal
ideals lie within the following: faults related to pitch or intonation, faults related to the
intensity of volume, faults related to the duration of any given note, and faults related to
timbre or resonance —the characteristic and quality of any given sound (McKinney, 1994).
Students may have faults in those areas, and, as a result, teachers might want to fix them.
This allows for an opportunity for learning to occur. Allowing students to be exposed to the
knowledge of how to fix the vocal faults may decrease the rate of the faults appearing
(Brinson, 1996). Repeating these corrections through the course of a whole year allows for
greater success in unlearning improper and extraneous vocal behaviors (Duke, 2018).
Physical movement, such as what can be seen in the Dalcroze Method, can aid in fixing
vocal faults. Singing is a full-body activity and should be treated as such (Brinson, 1996).
Lack of movement and freedom in the body can lead to faults, such as intonation errors, due
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to lack of energy or air flow (Menehan, 2013). Using kinesthetic movement when fixing vocal
faults allows a connection between the abstract sound that is the voice and the physical body
as a whole (McKinney, 1994). When singers become more in tune with their bodies as a whole,
it tends to become easier to feel the vibratory sensations that happen when singing
(McKinney, 1944). This should eventually allow students to make self-corrections and
understand what needs to be adjusted over a long period of time. This may not happen in the
span of learning a piece; however, it is a good starting point. One can use the Dalcroze
Method to correct vocal faults and enhance students’ learning of their own voices;
additionally, it can be used to teach and enhance the aural skills of singers at any age (Frego,
n.d.).

Aural Skills in the Choral Classroom

Another aspect of the choral classroom is aural skills, or ear training. Aural skills
relates to any exercise dealing with strengthening the ear or one’s own internal sense of pitch
and rhythm (Merriam-Webster, n.d). This skill is important to a musician because “the
strength of the ear and the musical mind is the basis for a musician’s career” (Cleland and
Dobrea-Grindahl, 2010). It is vital for musicians to understand what they hear, to hear what
they see, and to reconcile sight with sound in order to sing or play any given piece (Code,
2011). Learning aural skills exposes new or familiar sounds to the musician and assists in
categorizing and labeling the musical stimuli; therefore, when the musician is exposed to
similar sounds, the musician should know how to approach them (Caldwell, 2017). Research
suggests that ear training at an early age may strengthen the musical ears of students and can
lead to a faster and deeper understanding of the music and its components (Wilson, 2018). A
study was done on 170 students whose ages ranged from approximately six to eight years old,
and, although more research needs to be done, the study concluded that the students’
abilities to sight-sing accurately, discriminate between tone qualities, and even their reading
and academic scores displayed a positive correlation the longer they were taught aural skills
in the classroom (Reifinger, 2018). Some argue that it is not necessary to truly isolate and
improve aural skills every day or even at all; however, teaching aural skills can easily be
incorporated in rehearsals, in warm-ups, or in a game format (Wilson, 2018). These skills need
to be incorporated because studies show that a strong musical ear can only stay strong or get
stronger through daily practice (Cleland and Dobrea-Grindahl, 2010).

Musicianship in the Choral Classroom

Lastly, musicianship is another pillar of choral music. This is a broad aspect that
consists of, but is not limited to: timbre or tone, blending, phrasing, audience and stage
communication, and emoting (Stein, 2019). Zoltan Kodaly, another innovator of musical
education in the 20th century, and Jaques-Dalcroze share similar sentiments about
musicianship (Giddens, 1993). They both believed that it was vital for children to develop
their sense of musicality before beginning their technical studies in whichever instrument
they chose (Floyd, 2019). It is the action of being musical and experimenting with the sound
and how it feels to the individual that allows the students to truly understand the concept of
musicianship (Caldwell, 2017). From this idea, Caldwell states in his book, Expressive Singing:
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Dalcroze Eurhythmics for Voice (2017), that “what the student experiences, the student
remembers.” Laura Sindberg (2016) did a study on integrating musicianship into the music
classroom on a group of ten teachers with three to 26 years of public school experience. In
this study, Sindberg collected a plethora of evidence and logs for over two years which
suggested that teachers struggled at first with implementing musicianship into their
classroom, but, ultimately, the students displayed higher levels of engagement throughout
the two years. Integrating musicianship may be an extra layer of learning, yet the payoff can
lead to an overall better musical experience for the students and the audience (Floyd, 2019).
As music is the universal language, it deserves to be performed with expression to reach the
heart of the audience (Stein, 2019).

The Application of the Dalcroze Method to the Lesson Plans

The following lesson plans are inspired by the Dalcroze Method. The first set of lesson
plans applies the method to vocal pedagogy, which studies the art and science of singing
(Botieff, 2017). In this section, the lesson plans will explore a few major points of vocal
pedagogy, such as breathing, resonance, and voice classification. The next set of three lesson
plans will tailor the Dalcroze Method to aural skills in order to assist the development of the
adolescent musical ear through physical movement, improvisation, and play. Lastly, the final
section consists of a few facets of musicianship, such as articulation contrast, part balancing,
and stylistic accuracy. Some lesson plans include vocalises or repertoire. Collins Dictionary
(2021) defines vocalises as a vocal composition, passage or exercise using vowels or neutral
syllables rather than words. For understanding, images of the vocalises have been included.
Additionally, perusal scores have been attached to the lesson plans via a hyperlink in
compliance with copyright laws. Any and all repertoire referenced in these lesson plans have
been approved by the Georgia Music Educators Association as a part of their Large Group
Performance Evaluation list.
With each lesson plan, there is a series of steps, a description of the plan, a list of
terms that will be used in the lesson plan, and how the lesson plans are used as a stepping
stone for better musicianship. In order to further enhance the choral classroom, the lesson
plans will be created utilizing the Georgia Performance Standards for Music Education and
formatted using the Columbus State University’s lesson plan for music education majors.
These lesson plans are labeled as appendices and will be referenced in the thesis as such.
Lastly, these lesson plans are written for choirs. These choirs are comprised of both
high and low voices, known as a mixed choir. The lessons will include music of varying
difficulty levels, from beginner to advanced, in order to demonstrate the versatility of the
Dalcroze Method. Though these nine lesson plans do cover a variety of musical aspects, they
are simply the start of applying the method. More research should be done on applying the
Dalcroze Method to the secondary choral classroom in order to further support its positive
correlation with student engagement. Furthermore, I hope to further delve into this method
more as I progress in my musical career.
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Vocal Pedagogy Lesson Plans
Appendix A: Exercise for Breathing
One of the most important facets of singing is breath. In fact, all instruments need
three things: an actuator which produces the power necessary to activate the vibrator; a
vibrator that creates a series of sound waves, and a resonator that influences the intensity
and/or the timbre of the given sound (MicKinney, 2005). In a non-musical analogy, one could
use an example of dropping a metal pipe onto a concrete floor. The action of dropping a
metal pipe gives the energy necessary for the sound of the pipe striking the concrete. Upon
hitting the ground, the pipe vibrates which, in turn, creates that specific sound. If one were
to place a microphone near the falling pipe, the microphone would amplify the sound of the
metal pipe hitting the concrete. In summary, the person who dropped the metal pipe serves
as the actuator, as they are providing the necessary energy to allow the pipe to vibrate; the
pipe is the vibrator, and the microphone serves as the resonator because it amplifies the
sound already being produced. In terms of singing, the breath produces energy for the vocal
folds to vibrate creating a pitch, and the sound produced by the vibrating vocal folds is then
amplified by the vocal tract, which acts as the resonator (McCoy, 2019).
This lesson plan was specifically designed with the idea of play in mind. This lesson
plan requires the students to lay on the ground, placing their book bag or a thick book under
their head, while their hands are folded onto the belly, and their legs positioned in a way that
allows their knees to point upward to form a triangle with their thighs, their calves, and the
floor, while their feet are firmly planted on the ground. During this exercise, the teacher
walks the students through various breathing exercises of varying difficulties to allow the
students to play with their breath consistency. Through the use of play, the students will
attempt different breathing exercises to discover and experience for themselves the
importance of breath and what is necessary to take a good singing breath.
This lesson can be used for students of any skill level. It is important for there to be a
clear and large space. It is possible to use risers if needed, but having all students on the
floor guarantees optimal safety. The clear space must be void of book bags, chairs, or any
other thing that could cause bodily harm to a student. Stressing the importance of personal
space is vital. Students must be able to keep hands, feet, and any other body parts away from
other students. This lesson plan can be modified to be done while seated; however, being on
the floor can allow the students to feel the full body movement involved with breathing.
In this lesson, have the students breathe in through the nose, feeling their stomach
rise, their ribs expand around, and their pelvic floor moving towards the heels of their feet
multiple times with their eyes closed. While they are breathing like this, the teacher will give
directives such as: “See if you can breathe quietly through the nose”, “See if you can hear
your heartbeat”, “See if you can feel your the wrinkles of your clothes as you breathe”, “See
if you can release any tension that you have gathered for the day”, “See if you can feel the
your ribs expanding all around”, among any additional useful directives. Once the teacher
feels like the students have accomplished these directives, the students will open their eyes
and answer questions like, “How do you feel?” It is important to have the students be as
specific as possible when answering these abstract questions. Students may have a difficult
time answering these questions, so it is okay to use other guiding questions while they are
learning to be self-aware with their breathing. Repeat the same steps, having them close
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their eyes, but try to have them accomplish different goals with their breathing. For example,
see if they breathe slower, silently through the mouth, exhaling on an “s”, “sh”, or even a
vowel, and/or try to have them breathe well while standing for a length of time.
Through the branches of improvisation and eurhythmics, this exercise utilizes the
Dalcroze Method by allowing the students to play-feel what is happening in their body while
breathing, express how they are feeling, teach themselves what their body needs to do in
order to have a successful breath, and learn from this experience through a purposeful and
playful lens. This lesson could and should be repeated while the teacher and students are
consistently pushing towards better breath with a lack of tension.

Appendix B: Exercise for Resonance and Placement
Another aspect of singing is resonance. This exercise is play-based, and it allows
students to explore both bright and dark sounds and how they feel. Through the use of play,
students can discover for themselves what placement is, how it can affect timbre, and what
the teacher's personal tonal ideal is. It is important for students to explore making sounds
that seem foreign or slightly uncomfortable but never painful. It is important to note that the
sounds most of the exercises will create are not always ideal sounds. However, through asking
the guiding questions, a teacher can start seeing whose placement is too far back, too far
forward, or just right. The idea of placement is subjective and does depend on the teacher's
tonal ideal. Additionally, this is a way to start working on different placements that may be
needed for the music of different cultures.
During the lesson plan, the students will listen to the teacher model an exercise in a
key that is in the mid-low register (exercise in Appendix B). Students will sing the following
exercise bright sound as if it were a pop timbre with correct pitches and rhythm, changing
keys as directed by the teacher. Answer questions as directed by the teacher such as: “How
did it feel?”, “Does this feel normal or forgein?”, “Could it be even brighter?”, or other useful
directives. It is important to ask these questions, so the teacher can learn possible vocal
faults among individual students. After this, the teacher will model the following exercise in a
key that is in the mid- high register (exercise in Appendix B). Have the students sing this
exercise with a dark sound as if it were an overly-operatic sound with correct pitches and
rhythm, changing keys as directed by the teacher. Once again, the teacher should ask the
students questions like those listed above. Next, the students will listen to the teacher model
a new exercise in a key that is in the lower register ascending (see Appendix B).
Have the students sing the following exercise very bright on the “EE” and very dark on
the “OH” with correct pitches and rhythm changing keys as directed by the teacher. The
teacher should ask those questions again. Lastly, the teacher will model the last exercise in a
key that is in the lower register ascending (see Appendix B). Students will sing the exercise
with correct pitches, rhythm, and a balanced yet frontal resonance changing keys as directed
by the teacher.
A balanced sound is vital to all forms of choral singing and often prevents injuries from
happening. Through the branch of improvisation, this exercise utilizes the Dalcroze Method by
allowing the students to feel what is happening in their body while changing the sound,
express how they are feeling, teach themselves new ways to play with sound, and learn from
this experience through purposeful and playful aspects. This lesson could and should be
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repeated while the teacher and students are consistently pushing towards a balanced sound,
sounds that may be for a different culture, or even exploring what their natural balanced
sound feels like.

Appendix C: Exercise for Voice Classification
In choir, students are often sorted into groups that may sing higher or may sing lower.
This is typically done through the teacher’s own ears. However, it is possible that the student
may get placed in a section that is not truly suitable for their voice. In order to prevent
possible vocal damage, this lesson plan is designed for students to assist the teacher in the
process. Allowing the students to feel where their registers shift can further inform teachers
in classifying the students’ voices for choir. It is important to note that this lesson is best fit
for individual singers rather than group singing. Additionally, It must be noted that this will
take more than one day and tends to be a bit time-consuming. Lastly, this lesson plan is
meant for placing students into their choir vocal parts. It does not define the singer’s vocal
fach. Vocal fach is a method of classifying specific voice types by color, range, and weight,
which is primarily used for operas (Scott-Stoddart, n.d).
In this lesson plan, have the student say the word “hey” as if they would normally and
then say it sustained with their hand on their chest in order to feel the vibrations. The
teacher should encourage the student to listen to their body’s vibrations. If the student does
not feel the vibrations, have the student say “hey” and sustain it a little bit louder until they
feel a vibration. If the student does not feel it at all, try placing their hand more towards
their head. Some people may not feel a vibration at all. All of these things assist the teacher
in choosing a voice part and knowing the students experience levels. Continue to say “hey”
sustained at an appropriate dynamic until the teacher can figure out the pitch in which the
student is speaking. The teacher will then model the exercise starting on the pitch in which
they spoke the word “hey” (see Appendix C) Then, the student will sing the exercise above as
directed by the teacher until the timber or quality of sounds starts to change. This should
help find the tessitura. It should be noted that the teacher should try to test both ends of the
range to discover where the student sings most comfortably. Occasionally, teachers should
stop when they feel the students are getting out of their comfortable range and ask
something along the lines of “How does it feel?” or “ Where are you feeling the vibrations?” in
order to accurately gauge their tessitura.
Starting in the low register, the teacher will model a new exercise for the student to
sing (see Appendix C). Listen to the teacher model the following exercise starting in the lower
register of where the student left off. Have the student sing the exercise above descending
and changing keys as directed by the teacher until the voice begins to sound more gruff or
growly to establish their lower part of their register. Occasionally, teachers should stop when
they feel the students are getting out of their comfortable range and ask something along the
lines of “How does it feel?” or “ Where are you feeling the vibrations?” Teachers are
encouraged to stop the exercise when it gets too low. Have the student sing the exercise
again, but this time ascending until the voice begins to sound more shouty to establish their
higher part of their register. Occasionally, teachers should stop when they feel the students
are getting out of their comfortable range and ask something along the lines of “How does it
feel?” or “ Where are you feeling the vibrations?” to further establish the higher register.
When a student or teacher starts feeling the notes are too high, switch to a more close vowel
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channel, a true head voice when the notes start feeling too high or uncomfortable or as
directed by the teacher.
Each voice is different. Teachers should adjust and adapt the exercise to what that
student is feeling and needing in the moment. Through the use of play, the student and
teacher are working in tandem to find out where the student’s voice best fits while utilizing
the Dalcroze Method.

Aural Skills Lesson Plans
Appendix D: Solfege and Tonal Memory
This lesson is meant for beginning choir students that do not know their hand signs or
solfege yet. This not only teaches the students the first five notes of the major scale but it
also helps strengthen and stretch the students’ tonal memory, which is vital for learning
choral music. Though this is not full-body movement, it incorporates improvisation, hand
movement, and play, which is a vital part of the Dalcroze Method. Especially if this is a
beginning choir, this will allow the teacher to slowly introduce movement in their classroom
in a safe and structured way. It is important to note that the key does not necessarily matter.
What does matter is that students feel comfortable.
In the lesson, the students will listen to the teacher sing the first five pitches of the
ascending major scale on a neutral syllable such as [tu], [no], or [da]. The teacher will, then,
ask the following question: “How many notes did I sing?” If the students do not know the
answer, the students will listen to the teacher sing the first five pitches of the ascending
major scale on a neutral syllable. After this, the students will listen and watch the teacher
ask the question, “Was my pitch ascending or descending?” as the teacher points up for
ascending and down for descending. If the students do not know the answer, the students will
listen to the teacher sing the first five pitches of the ascending major scale on a neutral
syllable. Then, the teacher will model the first five pitches of the descending major scale on
a neutral syllable and ask, “How many notes did I sing?”. If the students do not know the
answer, the students will listen to the teacher sing the first five pitches of the descending
major scale on a neutral syllable. Once again, the teacher will ask if the pitch was ascending
or descending pointing up for ascending and down for descending. If the students do not know
the answer, the students will listen to the teacher sing the first five pitches of the descending
major scale on a neutral syllable. Next, the teacher will ask the difference between the first
and second five note pattern. If the students do not know the answer, the students will listen
to the teacher using ascending and descending five note scale on a neutral syllable.
After this, have the students echo the teacher in singing the first five notes of the
major scale, ascending and descending. If students do not get the model correct, they will
listen to the teacher model singing the full pentatonic scale. Repeat these steps adding
solfege and hand signs as the students find success. Once the full five note major scale has
been completed with hand signs, the teacher will then drill the students on which hand sign
was used for what solfege syllable. Again, the teacher will model the first five notes of the
major scale, both ascending and descending, with hand signs. Then the teacher will continue
to model random three note solfege combinations (see Appendix D). The students will, in
turn, echo those pitches. Finally, the teacher will explain the rules for the game “forbidden
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pattern”. The leader (teacher or designated student) creates a short melody using three
notes with solfege hand signs, syllables, and corresponding pitch. This melody is called the
forbidden pattern. The students must remember that combination. The leader, then, must
improve a short melody using 3 notes, and the students must sing it back to them. If the
leader sings the forbidden pattern and the students sing it back to the leader, the leader gets
a point. If the students stay silent, the students get the point. If the students attempt to sing
the forbidden pattern, the leader still gets the point.
Through the branch of improvisation, movement, and solfege, this lesson plan utilizes
the Dalcroze Method through teaching the students the major scale little by little. There are
several points of this lesson plan that could be repeated as the students work on creating a
strong sense of pitch.

Appendix E: Common Simple Time Signature Differentiation

This lesson is good for beginning choirs to intermediate choirs. This teaches the
students to feel the beat for each of these common simple time signatures, hear what these
common time signatures sound like, and allow them to identify these common time signatures
in various songs. This allows for students to have a full Dalcroze Method moment due to the
bodily movement, feeling, and identifying the beat, and allowing for play in a safe and
organized manner. A special note for teachers: if you are not the best improvisation pianist,
playing chords with a heavy low note emphasis on the downbeat works just as well.
During this lesson, students must have a concept of how many beats are in the time
signature 2/4, 3/4, and 4/4. Students will ask how many beats are in each time signature. If
the students do not know, it is perfectly fine to remind the students how many beats are in
each of the time signatures. After this, the teacher will explain the rules of the game. The
teacher will play a song appropriate for school in any various genres in different common time
signatures which are either 2/4, 3/4/, or 4/4. When music starts playing, students will
pretend to ice skate if the time signature is 2/4, march if it is 3/4, or walk if it is 4/4. If the
students stand still for too long, or moves are indecisive, they are out. If the students move
when there is no music playing, they are out. The last one standing wins.
This is a fun way to review time signatures while training the ear. Through the branch
of improvisation and movement, this exercise utilizes the Dalcroze Method by allowing the
students to feel and hear what time signature the piece is in, teach themselves how to feel
and adapt to the time signatures, and learn from this experience through a purposeful and
playful lens. This lesson could and should be repeated while the teacher and students are
consistently pushing towards training their ear and their internal sense of a steady beat.

Appendix F: Major vs Minor Chords Differentiation

This lesson is meant for a broad range of choral students. This allows an entryway to a
lot more advanced aural skills techniques such as dictation and interval training. Using fullbody movement, students will hear the music and physically respond to that accordingly. This
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gives students a chance to move, improvise, and analyze the quality of the music in a fun and
engaging way. It is important to note that students need to have a grasp and understanding of
the major and minor scales before doing these exercises.
For this lesson plan, students will participate in a game. The teacher plays either the
natural minor or the major scale in a random, yet comfortable, key for singing. The teacher
will ask the students how the scale made them feel, i.e., what emotions, thoughts or
memories the scale evokes. The teacher will then play the same scale and ask the students if
it was major or minor. If the students do not get it correct or unsure about the answer, the
students will listen to the teacher play the same scale again, and, then, they will sing the
correct corresponding scale with correct pitches, solfege syllables, and hand signs, preferably
while standing. Repeat this again using the other scale.
After this, the teacher will guide the students through the same process but, this
time, with the major and minor triads as a block chord. If the students do not get it correct
or are unsure about the answer, the students will listen to the teacher play the same scale
again and, then, sing the correct corresponding triad as an arpeggio with correct pitches,
solfege syllables, and hand signs, preferably while standing. Finally, the students will listen to
the teacher explain the new exercise. The instructions are below. The teacher will play a
song appropriate for school in any variety of genre. The students will walk around the
classroom and interact with each other. If it is a song in a major key, the students will keep
their movements large and wide. If the music is in a minor key, students will keep their
movements small and isolated.
Through the branch of improvisation, solfege, and movement, this exercise utilizes
the Dalcroze Method by allowing the students to feel what is happening in their bodies with
the changing chords, express how they are feeling and hearing the chords, teach themselves
how to distinguish between the two, and learn from this experience through purposeful and
playful aspects.

Musicianship Lesson Plans
Appendix G: Learning the Waltz Style
This is a good lesson for any level choir. The piece that I chose to work in tandem with
this musicianship style is called Shoshone Love Song, arranged by Roger Emerson. According to
the LPGE Repertoire List for 2020, this piece is meant for various levels of difficulty ranging
from easy (M) to intermediate (C). For the purpose of this, I will be using the three-part
arrangement for mixed choir. It is important to note that the songs that are being used are
not the important part. The tactics being utilized are transferable to other songs with a triple
meter. This will incorporate not only the movement aspect of the Dalcroze Method but also
comparing the physical feelings of a heavier first beat than the second and third beat.
Additionally, if the weight of the stomp is too heavy for your preference, clapping on the first
beat and snapping on the second and third beat may give you the results you desire. Lastly, I
personally would not utilize this as a first lesson to teach pitches; rather, this is a further
refining lesson emphasizing the musicality needed for this piece.
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In this lesson, the teacher will need a metronome set to whatever tempo the song is.
In the case for this lesson, the metronome will be set to quarter note equals 84 beats per
minute. Have the students pat the beat on their legs to the steady beat. It is too important to
make sure each beat has equal weight. Then, once the students lock in the steady beat, the
students will stomp on the floor with one foot and snap on the second and third beat. If the
students do not know how to snap, the motion of snapping itself is enough for the lesson. The
teacher will ask, “What had more weight: the stomp or the snap? What do you feel?”. If the
students do not know or do not feel the weight heavier on the stomps than the snaps, have
them do it again, this time making sure the stomp gets the weight more than the snap. Then,
listen to the teacher stomp on the floor with one foot on the first beat and say one in the
same aesthetic as the stomp, and then, the teacher will snap on the second and third beat
with one hand while saying two and three corresponding with the snaps similar to the model
(see Appendix G). Students will join the teacher’s stomp on the floor with one foot on the
first beat and say one in the same aesthetic as the stomping, then snap on the second and
third beat with one hand while saying two and three corresponding with the snaps, all while
keeping a steady beat as instructed by the teacher. The teacher will ask the students the
difference between speaking that phrase in that fashion (see Appendix G). Then, the students
will speak the phrase again and emphasize the feeling of the heavier one and the lighter two
and three. Once they have accomplished this, have them take out their song. For the purpose
of illustrating this, the song used in the lesson plan is Shoshone Love Song by Roger Emerson.
After this, let the students listen to the teacher speak the text of measure five through
eleven in rhythm with proper emphasis on the first beat and de-emphasis on the second and
third beat while stomping on the first beat and snapping on the second and third beat. Then,
let the students stomp on the first beat and snap on the second and third beat without the
metronome, keeping a steady beat with good musicality for the teacher while speaking the
text of measure five through eleven in rhythm with proper emphasis on the first beat and deemphasis on the second and third beat. If this segment is too large, I suggest speaking
measure five through measure eight, stopping on the word “twilight,” then speaking measure
eight starting on the word “and” through measure eleven. Next, let the student listen to the
teacher sing measures five to eleven while the students stomp on the first beats and snap on
beats two and three. Then, have the students speak measure five through measure eleven as
a whole. Once this is accomplished, have the students sing measures five to eleven while the
teacher stomps on the first beat and snaps on the second and third beat without the
metronome, keeping a steady beat with good musicality for the teacher while singing the text
of measure five through eleven in rhythm with proper emphasis on the first beat and deemphasis on the second and third beat. Lastly, let the students perform measure five through
measure eleven without stomping with steady beat, correct pitches and rhythms, and great
musicality, emphasising the first beat and deemphasizing the second and third beats. Through
the branch of improvisation and movement, this exercise utilizes the Dalcroze Method by
allowing the students to feel what the style feels like and learn from this experience through
purposeful and playful aspects. The teacher may ask the students to express how they are
feeling and teach themselves new ways to play with sound. Solfege may easily be applied to
this lesson depending on the teachers preference. This lesson can be applied and adapted
depending on the time signature of the piece.

15
Appendix H: Detached vs. Smooth Singing
This lesson plan is meant for students of any age to feel the contrast between singing
staccato and singing legato. Instead of a specific song, I have chosen to do a vocal warm-up
with Dalcroze influences to reflect the musicality that is needed in a lot of pieces. It should
be noted that I will be notating the warm-up in scale degrees rather than solfege.
Additionally, it is vital to have the students feel the difference between the legato and the
staccato once they have truly displayed the sound that suits your tonal ideals.
The lesson plan starts off with the teacher modeling the physical gesture of painting a
fence to show a legato or a smooth and connected feeling. Have the students join in with the
teacher pantomiming painting a fence to show legato. After this, the teacher changes the
gesture to pantomime touching a hot pan to show staccato or detached and short feeling.
Once comfortable, the students will join in with the teacher feeling pantomiming touching a
hot pan to show staccato. The teacher then asks the question which gesture is smooth while
showing the students the gesture; then, the teacher will ask which gesture is detached. After
this, the teacher will model a vocal exercise and have the students sing the exercise smooth
or legato (see exercise on Appendix H). Next, do the same thing, but this time sing it staccato
to allow students to feel what it feels like. During this, the teacher should ask the students if
what they are singing is smooth or detached.
Once the students have a strong concept of this, the students will listen and watch the
teacher do another exercise with the correct corresponding hand gestures (see exercise on
Appendix H). Allowing the variation of styles allows for students to play with the concepts
and become familiar with them. Though students will not master this concept from this
lesson, this is a good starting point in which to grow into a mastery. Through the branch of
improvisation and movement, this exercise utilizes the Dalcroze Method by allowing the
students to feel what is happening in their body while changing from detached to smooth
feeling, express how they are feeling, teach themselves how to make that sound, and learn
from this experience through purposeful and playful vocalises. Though students will not
master this concept from this lesson, this is a good starting point in which to grow into a
mastery.

Appendix I: Balancing Dynamic in Fugues
This is a good lesson fit for any polyphonic style of singing. I chose the piece “Sicut
Locutus Est” from Magnificat in D by Johann Sebastian Bach because of its straightforward
musical texture of the passage. According to the LGPE Repertoire List, this piece is for SSATB
advanced choir. It should be noted that this lesson plan can be transferred to other
polyphonic textures in music or other pieces with staggered entrances. I have the students
counting on numbers, but any number system, such as Kodaly and Takadimi, should work with
some adjustments. Finally, this lesson plan should not be an introduction to the piece but,
rather, a lesson to further refine and polish the musicality of the piece.
First, the students will take out “Sicut Locutus Est” and look at measures 1 through
measures 25. Have the students circle each of their parts’ entrances with a pencil from
measure 1 to measure 25 as instructed by the teacher. The teacher will instruct the students
to count the rhythm of the measure and clap every time a part enters under tempo while
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keeping a steady beat measures 1 through measure 25, stopping on the second beat. Then the
students will count the rhythm of the measure and clap every time a part enters under tempo
while keeping a steady beat on measures 1 through measure 25, stopping on the second beat
as directed by the teacher. For instance, if the alto line enters, clap on their entrance and
speak the alto line. When the soprano 2 line enters, stop speaking the alto line and move
immediately to the soprano 2 line, clapping on the entrance and speaking the rhythm to only
the soprano 2 line. After this, the students will listen to the teacher instruct the following:
count the rhythm of the piece while clapping their entrances on their individual parts while
keeping a steady beat slightly under tempo from measures 1 through measure 25, stopping on
the second beat as directed by the teacher. Once the instructions are given out, the students
will continue to count the rhythm of the piece while clapping their entrances on their
individual parts, keeping a steady beat slightly under tempo from measures 1 through
measure 25, stopping on the second beat as directed by the teacher. After this, students will
listen to the teacher state the following: count the rhythm of the piece while clapping their
entrances on their individual parts, keeping a steady beat on tempo as directed by the
teacher. Students count the rhythm of the piece while clapping their entrances on their
individual parts, keeping a steady beat on tempo measures 1 through measure 25, stopping on
the second beat as directed by the teacher. The teacher will then instruct the students to get
slightly quieter upon another part entering. Once again, the students will count the rhythm of
the piece while clapping their entrances on their individual parts, keeping a steady beat, on
tempo, and following the dynamic scheme from measures 1 through measure 25, stopping on
the second beat as directed by the teacher. Lastly, the students will sing the piece while
clapping their entrances while keeping a steady beat, on tempo, and following the dynamic
scheme from measures 1 through measure 25, stopping on the second beat as directed by the
teacher, and then sing the piece without clapping their entrances while keeping a steady
beat, on tempo, and following the dynamic scheme from measures 1 through measure 25,
stopping on the second beat as directed by the teacher.
Through the branch of eurhythmics, this exercise utilizes the Dalcroze Method by
allowing the students to feel where their entrance is physically, teach themselves where the
important part is, and learn from this experience through purposeful and playful aspects. This
lesson plan does not have to be for fugues, but it can be used for other polyphonic works, as
well.

Conclusion

In these lesson plans, I explored the various uses of the Dalcroze Method and how the
method can be applied to a plethora of musical aspects. These lesson plans are grounded in
physical movement, improvisation, and play, which allows for students to stay engaged while
enjoying the music-making process. I created these lesson plans with the hope of taking them
to my own choir in the future and implementing them into the choral curriculum. Through the
application of the Dalcroze Method to the lesson plans, secondary music education may be
able to move away from achievement-based outcomes, summative assessments, and teachercentered learning. The goal is to move more towards a student-centered learning style for an
increase in student engagement, an increase in students’ individual growth, and an overall
healthier learning environment. After all, success in education is a journey, not a destination.
The experience is often more important than the outcome (Ashe, 1997).
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Appendix A: Vocal Pedagogy: Exercise for Breathing
Unit Objective: Long-term goal
●

Students will be able to take constant deep breaths in their own personal singing and in their
ensemble with and without the teacher.

Lesson Objective(s): Daily goal
●

Students will take long deep breaths constantly before warm ups in order to finish the warm
ups in one breath.

Transfer of knowledge: How will students apply what they learn today to the Central Focus and beyond?
●

Students will be able to apply these same techniques and put it in their solo, chamber, and
large ensemble songs.

Music vocabulary in this lesson: List any and all that apply
●

Diaphragm

●

Pelvic Floor

●

Constructive Rest

Georgia Performance Standards: List any and all that apply
●

HSMC.CR.1 Generate and conceptualize musical ideas and works.
○

Create physical movements for warm-ups and repertoire to distinguish various musical
ideas.

●

HSMC.PR.2 Develop and refine musical techniques and works for presentation.
○

a. Demonstrate and justify a method for producing a clear and free tone, with the body
and breath working together, using accurate intonation.
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Materials: List all materials for your lesson including websites and online materials
●

Piano

●

Metronome

Classroom Management Plan: What classroom management issues do you foresee with this lesson? What
contingencies/procedures are in place for possible management challenges?
●

It must be noted that this is a physical movement exercise; therefore, the following should be
done:
○

It is important for there to be a clear and big space. It is possible to use risers if
needed, but having all students on the floor guarantees optimal safety. The clear space
must be void of book bags, chairs, or any other thing that could cause bodily harm to a
student.

○

Stressing the importance of personal space is vital. Students must be able to keep
hands, feet, and any other body parts away from other students.

○

This lesson plan can be modified to be done while seated; however, the full body
engagement allows for the students to feel the music completely.

IEPs and 504s: List and 504 accommodations that are applicable to this lesson
●

It should be noted that it might be difficult for students who have difficulty hearing. If this is
the case, having the students closer to the piano if possible is highly encouraged to allow
optimal participation.

Assessment: How will you assess student learning? (Small group performance, individual performance)
How will you know that students are successful in your objective? (checklist for objectives)
●

Students will successfully achieve the objective if:
○

Students are able to make the end of the warm ups.

○

Students do not run out of breath or die out at the end of a warm up.
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Sequence of Activities: The students will…
1. Lay on the ground placing their book bag or a thick book under their head, their arms
folded onto their belly, and their legs folded in a way where their knees are pointing
upward, forming a triangle between their thighs, calves and the floor while their feet
are firmly on the ground.
2. Breathe in through the nose, feeling their stomach rise, their ribs expand around, and
their pelvic floor moving towards the heels of their feet multiple times with their eyes
closed.
3. Listen to the teacher give the directive as follows:
a. See if you can breathe quietly through the nose.
b. See if you can hear your heartbeat.
c. See if you can feel the wrinkles of your clothes as you breathe.
d. See if you can release any tension that you have gathered for the day.
e. See if you can feel your ribs expanding all around.
f. See if you can feel your pelvic floor moving as you breathe.
g. Any other directives deemed appropriate by the teacher.
4. Open their eyes as directed by the teacher.
5. Listen to the teacher ask, “How do you feel? Can you be specific?”
6. Answer the questions as directed by the teacher.
7. Close their eyes as directed by the teacher.
8. Listen to the teacher give the following directives:
a. See if you can breathe slower.
b. See if you can breathe silently through your mouth. Make note of how that
feels.
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c. See if you can still feel your hands moving up and down as you breathe.
d. See if you can release even more tension than before.
9. Open their eyes as directed by the teacher.
10. Listen to the teacher ask the following questions and answer them as directed by the
teacher:
a. How did that one feel? Can you be specific?
b. What was different about breathing through your nose and breathing through
your mouth? Was one easier for you or was one harder? Which do you prefer?
11. Listen to the metronome start at a moderate tempo.
12. Listen to the teacher give the following instructions: breathe in for four beats and
exhale as long as they can on an “s.”
13. Breathe in for four beats, suspend for four, and exhale as long as they can while
keeping a constant stream of air on an “s” as the teacher directs.
14. Listen to the teacher ask the following questions in between the breathing exercises:
a. How did that feel?
b. Were you surprised with how long you exhaled?
c. Was it hard to stay relaxed? Did you tense up?
d. Did you stay relaxed?
15. Breathe in for four, beats suspend for four, and exhale as long as they can while
keeping a constant stream of air on an “s” as the teacher directs, this time attempting
to stay free of tension.
16. Listen to the teacher give the following instructions: breathe in for four beats and
exhale on an “s” for eight beats.
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17. Breathe in for four beats, suspend for four, and exhale on an “s” for eight beats with a
consistent stream of air. If students have a difficult time getting to 8 beats, the
teacher may have them do it again or lessen the number of beats which they exhaled.
18. Listen to the teacher ask the following questions in between the breathing exercises:
a. How did that feel?
b. Were you surprised with how long you exhaled?
c. Was it hard to stay relaxed? Did you tense up?
d. Did you stay relaxed?
19. Breathe in for four beats, suspend for four, and exhale on an “s” for eight beats with a
consistent stream of air, this time attempting to stay free of tension.
20. Listen to the following directive to see if they can only take in as much breath as they
need.
21. Breathe in for four beats, suspend for four, and exhale on an “s” for eight beats with a
consistent stream of air, attempting to stay free of tension.
22. Listen to the teacher give the following instructions: breathe in for four beats and
exhale on an “sh” for eight beats.
23. Breathe in for four beats, suspend for four, and exhale on an “sh” for eight beats with
a consistent stream of air.
24. Listen to the teach ask the following questions in between the breathing exercises:
a. How did that feel?
b. Was it different from exhaling on the “s” or the same? How?
c. Were you surprised with how long you exhaled?
d. Was it hard to stay relaxed? Did you tense up?
e. Did you stay relaxed?
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25. Breathe in for four beats, suspend for four, and exhale on an “sh” for eight beats with
a consistent stream of air, this time attempting to stay free of tension.
26. Listen to the following directive to see they can only take in as much breath as they
need.
27. Breathe in for four beats, suspend for four, and exhale on an “sh” for eight beats
with a consistent stream of air.
28. Listen to the teacher give the following instructions: breathe in for four beats, hold
for four and exhale, singing a note on a lip trill for eight beats.
29. Breathe in for four beats, suspend for four and exhale, singing a note on a lip trill for
eight beats with a consistent stream of air and with good intonation.
30. Listen to the teach ask the following questions in between the breathing exercises:
a. How did that feel?
b. Was it different then exhaling on the “s” or the same? How?
c. Were you surprised with how long you exhaled?
d. Was it hard to stay relaxed? Did you tense up?
e. Did you stay relaxed?
31. Breathe in for four beats, suspend for four and exhale, singing the note on a lip trill
for eight beats with a consistent stream of air and with good intonation, this time
attempting to stay free of tension.
32. Listen to the following directive to see they can only take in as much breath as they
need.
33. Breathe in for four beats, hold for four and exhale, singing the note on a lip trill for
eight beats with a consistent stream of air and with good intonation, this time
attempting to stay free of tension and only breathing for as much as they need,
changing keys as directed by the teacher.
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34. Stand as directed by the teacher.
35. Breathe in for four beats, suspend for four and exhale, singing the note on a lip trill
for eight beats with a consistent stream of air and with good intonation, attempting to
stay free of tension, breathing as they need, and finding the same release of tension
as they did laying down.
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Appendix B: Vocal Pedagogy: Exercise for Resonance
Unit Objective: Long-term goal
●

Students will be able find, sustain, and identify their placement.

Lesson Objective(s): Daily goal
●

Students will start becoming more self aware and comfortable about exploring vocal
placement.

Transfer of knowledge: How will students apply what they learn today to the Central Focus and beyond?
●

Students will be to apply this solo singing, small ensemble singing, and large ensemble singing.

Music vocabulary in this lesson: List any and all that apply
●

Bright timbre

●

Dark timbre

●

Strain

●

Vocal Fry

●

Shouty or Strident

●

Covered

Georgia Performance Standards: List any and all that apply
●

HSMC.CR.1 Generate and conceptualize musical ideas and works.
○

Create physical movements for warm-ups and repertoire to distinguish various musical
ideas.

●

HSMC.PR.2 Develop and refine musical techniques and works for presentation.
○

a. Demonstrate and justify a method for producing a clear and free tone, with the body
and breath working together, using accurate intonation.

Materials: List all materials for your lesson including websites and online materials
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●

N/A

Classroom Management Plan: What classroom management issues do you foresee with this lesson? What
contingencies/procedures are in place for possible management challenges?
●

It must be noted that this is a physical movement exercise; therefore, the following should be
done:
○

It is important for there to be a clear and big space. It is possible to use risers if
needed, but having all students on the floor guarantees optimal safety. The clear space
must be void of book bags, chairs, or any other thing that could cause bodily harm to a
student.

○

Stressing the importance of personal space is vital. Students must be able to keep
hands, feet, and any other body parts away from other students

○

This lesson plan can be modified to be done while seated; however, the full body
engagement allows for the students to feel the music completely.

IEPs and 504s: List and 504 accommodations that are applicable to this lesson
●

It should be noted that it might be difficult for students who have difficulty hearing. If this is
the case, having the students closer to the piano if possible is highly encouraged to allow
optimal participation.

Assessment: How will you assess student learning? (Small group performance, individual performance)
How will you know that students are successful in your objective? (checklist for objectives)
●

Students will successfully achieve the objective if:
○

Students are able to make an overly bright sound.

○

Students are able to make an overly dark sound.

○

Students are able to make a balanced and forward resonant sound.
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Sequence of Activities: The students will…
1. Listen to the teacher model the following exercise in a key that is in the mid- low
register.:
a.

5-4-3-2-1 on the word “quack”

b.
2. Sing the following exercise very bright as if it were a pop timbre with correct pitches
and rhythm changing keys as directed by the teacher.
3. Listen to the teacher and ask the following questions.
a. How did it feel?
b. Does this feel normal or forgein?
c. Could it be even brighter?
4. Answer the questions as directed by the teacher.
5. Listen to the teacher model the following exercise in a key that is in the mid-high
register.:
a.

5- slide- 1 on the word “OH”

b.
6. Sing the following exercise very dark as if it were an overly operatic sound with
correct pitches and rhythm, changing keys as directed by the teacher.
7. Listen to the teacher and ask the following questions.
a. How did it feel?
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b. Does this feel normal or forgein?
c. Could it be even darker?
8. Answer the questions as directed by the teacher.
9. Listen to the teacher model the following exercise in a key that is in the lower register
ascending:
a.

1-2-3-4-5-4-3-2-1 on the word “Ee-Oh”

b.
10. Sing the following exercise very bright on the “EE” and very dark on the “OH” with
correct pitches and rhythm, changing keys as directed by the teacher.
11. Listen to the teacher and ask the following questions.
a. How did it feel?
b. Does this feel normal or forgein?
12. Answer the questions as directed by the teacher.
13. Answer the questions as directed by the teacher.
14. Listen to the teacher model the following exercise in a key that is in the lower register
ascending:
a.

1-2-3-4-5-4-3-2-1 on the word “AH”

b.
15. Sing the following exercise with correct pitches, rhythm, and a balanced, yet frontal,
resonance, changing keys as directed by the teacher.
16. Listen to explain the importance of a balanced sound.
Appendix C: Vocal Pedagogy: Exercise for Voice Classification
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Unit Objective: Long-term goal
●

Students will be able develop an understanding of the voice on a personal level, and perhaps,
a scholarly level.

Lesson Objective(s): Daily goal
●

Students will be assigned their voice parts based on range, tessitura, timbre, and transitional
points.

Transfer of knowledge: How will students apply what they learn today to the Central Focus and beyond?
●

Students will gain a deeper understanding of their voices and how flexible they are.

Music vocabulary in this lesson: List any and all that apply
●

Range

●

Tessitura

●

Passaggio

●

Timbre

Georgia Performance Standards: List any and all that apply
●

HSMC.CR.1 Generate and conceptualize musical ideas and works.
○

Create physical movements for warm-ups and repertoire to distinguish various musical
ideas.

●

HSMC.PR.2 Develop and refine musical techniques and works for presentation.
○

a. Demonstrate and justify a method for producing a clear and free tone, with the body
and breath working together, using accurate intonation.

Materials: List all materials for your lesson including websites and online materials
●

Piano
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Classroom Management Plan: What classroom management issues do you foresee with this lesson? What
contingencies/procedures are in place for possible management challenges?
●

It must be noted that this is a physical movement exercise; therefore, the following should be
done:
○

It is important for there to be a clear and big space. It is possible to use risers if
needed, but having all students on the floor guarantees optimal safety. The clear space
must be void of book bags, chairs, or any other thing that could cause bodily harm to a
student.

○

Stressing the importance of personal space is vital. Students must be able to keep
hands, feet, and any other body parts away from other students

○

This lesson plan can be modified to be done while seated; however, the full body
engagement allows for the students to feel the music completely.

IEPs and 504s: List and 504 accommodations that are applicable to this lesson
●

It should be noted that it might be difficult for students who have difficulty hearing. If this is
the case, having the students closer to the piano if possible is highly encouraged to allow
optimal participation.

Assessment: How will you assess student learning? (Small group performance, individual performance)
How will you know that students are successful in your objective? (checklist for objectives)
●

Students will successfully achieve the objective through the following:
○

Their range

○

Timbre

○

Tessitura

○

Passagi
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Sequence of Activities: The students will…
1. Say the word “hey” as if they would normally.
2. Say “hey” sustained with their hand on their chest.
3. Listen to the teacher ask where they feel the vibration. If the student does not feel
the vibrations, have them say “hey” sustained a little bit louder until they key feel a
vibration.
4. Continue to say “hey” sustained at an appropriate dynamic until the teacher can
figure out the pitch in which the student is speaking.
5. Listen to the teacher model the exercise starting on the pitch in which they spoke the
word “hey.” The exercise is as followed:
a.

5 [rest] 5-4-3-2-1 on the word “hey”

b.
6. Sing the exercise above as directed by the teacher until the timbre or quality of
sounds starts to change. This should help find the tessitura. It should be noted that the
teacher should try to test both ends of the range to discover where the student sings
most comfortably. Occasionally, teachers should stop when they feel the students are
getting out of their comfortable range and ask something along the lines of “How does
this feel?” or “Where are you feeling the vibrations?” in order to accurately gauge
their tessitura.
7. Stop as directed by the teacher once the teacher establishes the student’s tessitura.
8. Listen to the teacher model the following exercise staring in the lower register of
where the student just sang.
a. 1-2-3-4-5

4-3-2-1 on the word “Zoh” just descending
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b.
9. Sing the exercise above descending and changing keys as directed by the teacher until
the begins to sound more gruff or growly to establish their lower part of their register.
Occasionally, teachers should stop when they feel the students are getting out of their
comfortable range and ask something along the lines of “How does it feel?” or “ Where
are you feeling the vibrations?”
10. Stop the exercise when it gets too low.
11. Sing the same exercise ascending changing keys as directed by the teacher until it
begins to sound more shouty to establish their higher part of their register.
Occasionally, teachers should stop when they feel the students are getting out of their
comfortable range and ask something along the lines of “How does it feel?” or “Where
are you feeling the vibrations?” to further establish the higher register.
12. Switch to “zoh” when the notes start feeling too high or uncomfortable or as directed
by the teacher.
13. Stop when the exercise gets too high.
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Appendix D: Aural Skills: Solfege and Tonal Memory
Unit Objective: Long-term goal
●

Students will be able to perform and sing major and minor scales with corresponding hand
signs with correct pitches, good technique, and good intonation.

Lesson Objective(s): Daily goal
●

Students will be able to perform and sing the first five notes of the major scales with
corresponding hand signs with correct pitches, good technique, and good intonation.

Transfer of knowledge: How will students apply what they learn today to the Central Focus and beyond?
●

Through this exercise, students will be able to apply solfege in their repertoire as well as
increase their skill in pitch memory.

Music vocabulary in this lesson: List any and all that apply
●

Solfege

●

Major

●

Intonation

Georgia Performance Standards: List any and all that apply
●

MHSBC.1 - Singing, alone and with others, a varied repertoire of music
○

a. Identify vocal anatomy and develop proper body alignment and breathing techniques
to support a clear and free tone using accurate intonation.

○

b. Recognize and begin to develop pure vowels and clear consonants

○

d. Develop listening skills to match pitch and adjust intonation within the ensemble.

○

f. Identify aspects of voice change as reflected in physiological changes, vocal ranges,
tone, and vocal agility.

○

h. Respond to basic conducting gestures.
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○
●

i. Incorporate movement in warm-ups and repertoire to develop musical understanding.

MHSBC.4 - Improvising melodies, variations, and accompaniments
○

a. Explore possibilities of sound that can be vocally produced.

○

b. Improvise simple rhythmic and melodic ideas.

Materials: List all materials for your lesson including websites and online materials
●

Piano

●

Number of chairs equal to the students in the class

Classroom Management Plan: What classroom management issues do you foresee with this lesson? What
contingencies/procedures are in place for possible management challenges?
●

It must be noted that this is a physical movement exercise; therefore, the following should be
done:
○

Stressing the importance of personal space is vital. Students must be able to keep
hands, feet, and any other bodily part away from other students

○

This lesson plan can be modified to be done without hand signs; however, the full body
engagement allows for the students to feel the music completely.

IEPs and 504s: List and 504 accommodations that are applicable to this lesson
●

It should be noted that it might be difficult for students who have difficulty hearing. If this is
the case, having the students closer to the piano if possible is highly encouraged to allow
optimal participation.

●

This lesson plan can be modified to be done without hand signs; however, the full body
engagement allows for the students to feel the music completely.

Assessment: How will you assess student learning? (Small group performance, individual performance)
How will you know that students are successful in your objective? (checklist for objectives)
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●

Students will successfully achieve the objective if:
○

Students are able to sing the first five notes of the major scale with accuracy of
intonation.

○

Students are able to sing the first five notes of the major scale with correct hand signs.

○

Students are able to sing improved notes back to the teacher with accuracy of pitch and
intonation.

○

Students are able to sing and improve note patterns on the first five notes of the major
scale.

Sequence of Activities: The students will…
1. Listen to the teacher sing the first five pitches of the ascending major scale on a
neutral syllable such as [tu], [no], or [da].
2. Answer the following questions as directed by the teacher: “How many notes did I
sing?” If the students do not know the answer, the students will listen to the teacher
sing the first five pitches of the ascending major scale on a neutral syllable.
a. The answer is 5.
3. Listen and watch the teacher ask the question “Was my pitch ascending or
descending?” as the teacher points up for ascending and down for descending. If the
students do not know the answer, the students will listen to the teacher sing the first
five pitches of the ascending major scale on a neutral syllable.
a. The answer is ascending.
4. Listen to the teacher sing the first five pitches of the descending major scale on a
neutral syllable.
5. Listen to the teacher ask the question “How many notes did I sing?”.
a. The answer is 5.
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6. Answer the question the teacher previously asked. If the students do not know the
answer, the students will listen to the teacher sing the first five pitches of the
descending major scale on a neutral syllable.
7. Listen and watch the teacher ask the question “Was my pitch ascending or
descending?” as the teacher points up for ascending and down for descending. If the
students do not know the answer, the students will listen to the teacher sing the first
five pitches of the descending major scale on a neutral syllable.
8. Listen to the teacher ask “What was different about the first thing I sang versus the
second thing I sang?” If the students do not know the answer, the students will listen
to the teacher using ascending and descending pentatonic scale on a neutral syllable.
9. Listen to the teacher model singing the first five notes of the major scale ascending
and descending scale.
10. Copy the model of the teacher singing the first five notes of the major scale
ascending and descending scale. If students do not get the model correct, they will
listen to the teacher model singing the first five notes of the major scale in ascending
and descending scale.
11. Listen to the teacher model signing the first five notes of the major scale, ascending
and descending scale with a different neutral syllable.
12. Copy the model of the teacher singing the first five notes of the major scale,
ascending and descending scale. If students do not get the model correct, they will
listen to the teacher model singing the full pentatonic scale.
13. Listen and watch the teacher model singing the first five notes of the major scale,
ascending and descending scale with solfege hand signs.
14. Copy the model of the teacher singing the first five notes of the major scale,
ascending and descending scale with correct solfege hand signs. If students do not get
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the model correct, they will listen to the teacher model singing the full pentatonic
scale with hand signs.
15. Listen to the teacher do the first five notes of the major scale, ascending and
descending scale using solfege syllables with solfege hand signs.
16. Copy the model of the teacher singing the first five notes of the major scale,
ascending and descending scale with correct solfege hand signs. If students do not get
the model correct, they will listen to the teacher do the full pentatonic scale using
solfege syllables with solfege hand signs.
17. Listen and watch the teacher ask the following questions. It is best to skip around and
for students to answer individually.
a.

“What hand sign is used for the syllable Do*?”
i.

* Teacher will sign “Do.”

b. “What hand sign is used for the syllable Re*?”
i.

* Teacher will sign “Re.”

c. “What hand sign is used for the syllable Mi*?”
i.

* Teacher will sign “Mi.”

d. “What hand sign is used for the syllable Fa*?”
i.

* Teacher will sign “Fa.”

e. “What hand sign is used for the syllable Sol*?”
i.

* Teacher will sign “Sol.”

18. Listen to the teacher do the first five notes of the major scale, ascending and
descending with hand signs and solfege.
19. Sing the first five notes of the major scale, ascending and descending scale with
correct pitch, solfege hand signs, and solfege syllable.
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20. Listen to the teacher put together random three note solfege combinations. A
recommended list is below:
a. Do - Re- Mi
b. Do- Sol - Do
c. Do - Mi - Sol
d. Sol - Fa - Mi
e. Other combinations can be used.
21. Copy the combinations the teacher has modeled with correct pitches, solfege
syllables, and hand signs.
22. Listen to the teacher explain the rules of the game “forbidden pattern.” The rules to
the forbidden pattern are below.
a. The leader (teacher or designated student) creates a short melody using three
notes with solfege hand signs, syllables, and corresponding pitch. This melody
is called the forbidden pattern. The students must remember that
combination. The leader, then, must improve a short melody using three notes,
and the students must sing it back to them. If the leader sings the forbidden
pattern and the students sing it back to the leader, the leader gets a point. If
the students stay silent, the students get the point. If the students attempt to
sing the forbidden pattern, the leader still gets the point.
23. Sing the first five notes of the major scale, ascending and descending, with correct
solfege syllables, hand signs, and pitches.
24. Listen to the teacher say “Congratulations! You have sung the first five notes of the
major scale.”
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Appendix E: Aural Skills: Common Simple Time Signature Differentiation
Unit Objective: Long-term goal
●

Students will be able to identify simple time signatures on music and aurally from music of
various genres and styles.

Lesson Objective(s): Daily goal
●

Students will be able to identify simple time signatures aurally.

Transfer of knowledge: How will students apply what they learn today to the Central Focus and beyond?
●

Through these exercises, the students will be able to identify time common time signatures in
most music as well as further hear and feel the beat.

Music vocabulary in this lesson: List any and all that apply
●

Common time

●

Time signature

●

○

2/4

○

3/4

○

4/4

Beats

Georgia Performance Standards: List any and all that apply
●

MHSIC.6 - Listening to, analyzing, and describing music
○
○

a. Critically listen to various genres and styles of music.
b. Identify and explain components of the choral score.

Materials: List all materials for your lesson including websites and online materials
●

Piano

●

Clear Space
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●

Device from which to play music

Classroom Management Plan: What classroom management issues do you foresee with this lesson? What
contingencies/procedures are in place for possible management challenges?
●

It must be noted that this is a physical movement exercise; therefore, the following should be
done:
○

It is important for there to be a clear and big space. It is possible to use risers if
needed, but having all students on the floor guarantees optimal safety. The clear space
must be void of book bags, chairs, or any other thing that could cause bodily harm to a
student.

○

Stressing the importance of personal space is vital. Students must be able to keep
hands, feet, and any other body parts away from other students

○

This lesson plan can be modified to be done while seated; however, the full body
engagement allows for the students to feel the music completely.

IEPs and 504s: List and 504 accommodations that are applicable to this lesson
●

This lesson plan can be modified to be done while seated to ensure maximum safety and
learning of students.

●

It should be noted that it might be difficult for students who have difficulty hearing. If this is
the case, having the students closer to the piano or letting them touch the speaker to feel the
vibrations if possible is highly encouraged to allow optimal participation.

Assessment: How will you assess student learning? (Small group performance, individual performance)
How will you know that students are successful in your objective? (checklist for objectives)
●

Students will be successfully achieve the objective if:
○

Students are able to identify the time signature of the given piece.
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Sequence of Activities: The students will…
1. Listen to the teacher ask “How many beats are in a 2/4 time signature?”
a. The answer is two.
2. Listen to the teacher improve what a 2/4 time signature sounds like.
3. Listen to the teacher ask “How many beats are in a 3/4 time signature?”
a. The answer is three.
4. Listen to the teacher to improve what a 4/4 time signature sounds like.
a. The answer is four.
5. Listen to the teacher explain the rules of the game. The instructions are below.
a. The teacher will play a song appropriate for school in any various genres in
different common time signatures are either 2/4, 3/4/, or 4/4. When music
starts playing, students will pretend to ice skate if the time signature is 2/4,
march if it is 3/4, or walk if it is 4/4. If the students stand still for too long, or
if their moves are indecisive, they are out. If the students move when there is
no music playing, they are out. The last one standing wins.
6. Participate in the game.
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Appendix F: Aural Skills: Major vs Minor Chords Differentiation
Unit Objective: Long-term goal
●

Students will be able to analyze music aurally, identify chord qualities, and self-correct
pitches while performing independently and with groups.

Lesson Objective(s): Daily goal
●

Students will be able distinguish and identify songs in major and minor tonalities.

Transfer of knowledge: How will students apply what they learn today to the Central Focus and beyond?
●

Students will be able to use this to begin talking about the mood of pieces, hear and analyze
music quickly, and open the door for more difficult auditory exercises in the future.

Music vocabulary in this lesson: List any and all that apply
●

●

●

Major
○

Scale

○

Triad

○

Key

Minor
○

Triad

○

Scale

○

Key

Arpeggio

Georgia Performance Standards: List any and all that apply
●

MHSAC.6 - Listening to, analyzing, and describing music
○

a. Compare and contrast various genres and styles of music.
■

b. Analyze music utilizing knowledge of the choral score.
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■

c. Interpret emotions and thoughts communicated through music.

Materials: List all materials for your lesson including websites and online materials
●

Piano

●

Clear Space

●

Device from which to play music

Classroom Management Plan: What classroom management issues do you foresee with this lesson? What
contingencies/procedures are in place for possible management challenges?
●

It must be noted that this is a physical movement exercise; therefore, the following should be
done:
○

It is important for there to be a clear and big space. It is possible to use risers if
needed, but having all students on the floor guarantees optimal safety. The clear space
must be void of book bags, chairs, or any other thing that could cause bodily harm to a
student.

○

Stressing the importance of personal space is vital. Students must be able to keep
hands, feet, and any other body parts away from other students

○

This lesson plan can be modified to be done while seated; however, the full body
engagement allows for the students to feel the music completely.

IEPs and 504s: List and 504 accommodations that are applicable to this lesson
●

This lesson plan can be modified to be done while seated to ensure maximum safety and
learning of students.

●

It should be noted that it might be difficult for students who have difficulty hearing. If this is
the case, having the students closer to the piano or letting them touch the speaker to feel the
vibrations if possible is highly encouraged to allow optimal participation.
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Assessment: How will you assess student learning? (Small group performance, individual performance)
How will you know that students are successful in your objective? (checklist for objectives)
●

Students will be successfully achieve the objective if:
○

Students are able to identify and distinguish between major and minor chords

○

Students are able to identify and distinguish between songs that are major and minor.

Sequence of Activities: The students will…
1. Participate in the following game.
a. Listen to the teacher play either the natural minor or the major scale in a
random, yet comfortable, key for singing.
b. Listen to the teacher ask how the scale made the students feel, i.e, what
emotions,, thoughts or memories the scale evokes.
c. Listen to the teacher play the same scale.
d. Listen to the teacher ask if the scale was major or minor. If the students do not
get it correct or are unsure about the answer, the students will listen to the
teacher play the same scale again.
e. Sing correct corresponding scale in with correct pitches, solfege syllables, and
hand signs, preferably while standing.
2. Participate in the following game.
a. Listen to the teacher play either a minor triad or a major triad as a block chord
in a random, yet comfortable, key.
b. Listen to the teacher play the triad arpeggiated.
c. Listen to the teacher play the chord as a block chord.
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d. Listen to the teacher ask if the triad. If the students do not get it correct or
are unsure about the answer, the students will listen to the teacher play the
same scale again.
e. Sing correct corresponding triad as an arpeggiator with correct pitches, solfege
syllables, and hand signs, preferably while standing.
3. Listen to the teacher explain the new exercise. The instructions are below.
a. The teacher will play a song appropriate for school in any variety of genre. The
students will walk around the classroom and interact with each other. If it is a
song in a major key, the students will keep their movements large and wide. If
the music is in a minor key, students will keep their movements small and
isolated.
4. Listen, participate, and respond to the given music and show, with their body
movements and interactions, if the piece is major or minor.
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Appendix G: Musicianship: Learning the Waltz Style
Unit Objective: Long-term goal
●

Students will be able to perform and sing choral literature in the correct and accurate style
with musicianship while following any and all diacritical markings.

Lesson Objective(s): Daily goal
●

Students will be able to sing a passage from [“Praise to the Lord” by F. Christ Johnson] in the
proper style. This includes heavy emphasis on the down beat (or first beat) of every measure
and lighter up beats (which are the second and third beats).

Transfer of knowledge: How will students apply what they learn today to the Central Focus and beyond?
●

Students will be able to use this skill and apply it to other waltzes, songs in triple meter or
baroque or Renaissance music. The students will also be able to use this skill to apply to any
accent or strong beat in music.

Music vocabulary in this lesson: List any and all that apply
●

Downbeat

●

Upbeat

●

Waltz

●

Accent

●

3/4 Meter

Georgia Performance Standards: List any and all that apply
●

MHSBC.1 - Singing, alone and with others, a varied repertoire of music
○

g. Perform level appropriate literature with accurate dynamics, tempos, phrasing, and
textual meaning.

○

h. Respond to basic conducting gestures.
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○
●

MHSBC.2 - Performing on instruments, alone and with others, a varied repertoire of music
○

●

i. Incorporate movement in warm-ups and repertoire to develop musical understanding.

a. Utilize classroom instruments and body percussion to enhance music learning.

MHSBC.6 - Listening to, analyzing, and describing music
○

b. Identify components of the choral score.

Materials: List all materials for your lesson including websites and online materials
●

Piano

●

Number of copies of “Shoshone Love Song” by Roger Emerson equal to the students in the
class plus one or two for the pianist and/ or the teacher.
○

If you would like to peruse the score to follow along, click the link below.
■

●

Clear area

●

Metronome

https://www.jwpepper.com/Shoshone-Love-Song/1816149.item#/

Classroom Management Plan: What classroom management issues do you foresee with this lesson? What
contingencies/procedures are in place for possible management challenges?
●

It must be noted that this is a physical movement exercise; therefore, the following should be
done:
○

It is important for there to be a clear and big space. It is possible to use risers if
needed, but having all students on the floor guarantees optimal safety. The clear space
must be void of book bags, chairs, or any other thing that could cause bodily harm to a
student.

○

Stressing the importance of personal space is vital. Students must be able to keep
hands, feet, and any other body parts away from other students
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○

This lesson plan can be modified to be done while seated; however, the full body
engagement allows for the students to feel the music completely.

IEPs and 504s: List and 504 accommodations that are applicable to this lesson
●

This lesson plan can be modified to be done while seated to ensure maximum safety and
learning of students.

●

It should be noted that it might be difficult for students who have difficulty hearing. If this is
the case, having the students closer to the piano or letting them touch the speaker to feel the
vibrations if possible is highly encouraged to allow optimal participation.

●

Music in bigger print or braille is available if the student suffers from vision disparity.

Assessment: How will you assess student learning? (Small group performance, individual performance)
How will you know that students are successful in your objective? (checklist for objectives)
●

Students will be successfully achieve the objective if:
○

Stomp on and emphasize the word one.

○

Snap on and de-emphasize the words two and three.

○

Hands drop and hit thighs directly on the down beat.

○

Hands are in the air on the upbeat.

○

Students are singing the down beat of the passage with a stronger down beath than up
beat.

○

Students are singing the passage with the correct diacritical markings.

Sequence of Activities: The students will…
1. Listen to the teacher start the metronome at quarter note equals 84 beats per minute.
2. Listen to the teacher pat their legs on each beat to keep a steady beat. It is important
to make sure each beat has equal weight in a seated potion.
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3. Join the teacher in patting their legs keeping a steady be exactly like the teacher’s as
instructed by the teacher in a seated position.
4. Stop patting their legs along with the teacher as instructed by the teacher.
5. Listen to the teacher stomp on the floor with one foot on the first beat and snap on
the second and third beat with one hand.
6. Join the teacher’s stomp on the floor with one foot on the first beat and snap on the
second and third beat with one hand as instructed by the teacher.
7. Stop stomping and snapping.
8. Listen to the teacher stop the metronome and ask “What had more weight: the stomp
or the snap? What do you feel?”
9. Answer as instructed by the teacher. If the students do not know or do not feel the
weight heavier on the stomps than the snaps, have them do it again, this time making
sure the stomp gets the weight more than the snap.
10. Listen to the teacher start the metronome at quarter note equals 84 beats per minute.
11. Listen to the teacher stomp on the floor with one foot on the first beat and say one in
the same aesthetic as the stomp, and, then, the teacher will snap on the second and
third beat with one hand while saying two and three correspondence with the snaps
similar to the model below.
○

STOMP snap

○

ONE

two

snap
three

12. Join the teacher’s stomp on the floor with one foot on the first beat and say one in
the same aesthetic as the stomp, and, then, snap on the second and third beat with
one hand while saying two and three correspondence with the snaps while keeping a
steady beat as instructed by the teacher.

56
13. Stop stomping and snapping on the beats but continue to speak the one, two, three in
the manner given previously with steady beat and proper diacritical markings as
instructed by the teacher.
14. Listen to the teacher ask, “What is the difference between speaking one two three
like this (see A below) and like this (see B below)?”
○

A- ONE two three (one having the emphasis, two and three having no deemphasis)

○

B- one two three (all three numbers equal weights)

15. Answer as instructed by the teacher. If the students cannot tell, have them speak it
again with a steady beat. Really emphasize the feeling of the heavier one and the
lighter two and three.
16. Take out “Shoshone Love Song.”
17. Stomp on the first beat and snap on the second and third beat without the
metronome, keeping a steady beat with good musicality for the teacher.
18. Listen to the teacher speak the text of measures 5 through 11 in rhythm with proper
emphasis on the first beat and de-emphasis on the second and third beat while
stomping on the first beat and snapping on the second and third beat.
19. Stomp on the first beat and snap on the second and third beat without the
metronome, keeping a steady beat with good musicality for the teacher while speaking
the text of measures 5 through 11 in rhythm with proper emphasis on the first beat
and de-emphasis on the second and third beat. If this segment is too large, I suggest
speaking measure 5 through measure 8, stopping on the word “twilight,” and, then,
speaking measure 8 starting on the word “and” through measure 11. Lastly, have the
students speak measure 5 through measure 11 as a whole.
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20. Listen to their starting pitches which is an Ab 4 for the upper voices and an Ab3 for the
lower voices.
21. Stomp on the first beat and snap on the second and third beat without the
metronome, keeping a steady beat with good musicality for the teacher while singing
the text of measures 5 through 11 in rhythm with proper emphasis on the first beat
and de-emphasis on the second and third beat. If this segment is too large, I suggest
singing measure 5 through measure 8 stopping on the word “twilight,” and, then,
singing measure 8 starting on the word “and” through measure 11. Lastly, have the
students sing measure 5 through measure 11 as a whole.
22. Perform measure 5 through measure 11 without stomping with steady beat, correct
pitches and rhythms, great musicality emphasising the first beat and de-emphasizing
the second and third beats.
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Appendix H: Musicianship: Detached vs. Smooth Singing
Unit Objective: Long-term goal
●

Students will be able to perform and sing choral literature in the correct and accurate style
with musicianship while following any and all diacritical markings.

Lesson Objective(s): Daily goal
●

Students will be able to perform the warm up with excellent pitch, good intonation, accurate
rhythm, and with the correct musicality.

Transfer of knowledge: How will students apply what they learn today to the Central Focus and beyond?
●

Students will be able to apply singing staccato and legato in other pieces with excellent pitch,
good intonation, accurate rhythm, and with the correct musicality.

Music vocabulary in this lesson: List any and all that apply
●

Staccato

●

Legato

●

Musical Contrast

Georgia Performance Standards: List any and all that apply
●

MHSIC.1 - Singing, alone and with others, a varied repertoire of music
○

c. Perform assigned vocal lines in unison and multiple parts, with and without
accompaniment.

○

f. Perform level-appropriate literature with accurate dynamics, tempos, phrasing, and
textual meaning.

○

g. Respond to conducting gestures.

○

h. Incorporate movement in warm-ups and repertoire to develop musical
understanding.
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●

MHSIC.4 - Improvising melodies, variations, and accompaniments
○

a. Explore possibilities of sound within limited parameters that can be vocally
produced.

●

MHSIC.6 - Listening to, analyzing, and describing music
○

a. Critically listen to various genres and styles of music.

○

b. Identify and explain components of the choral score

Materials: List all materials for your lesson including websites and online materials
●

Piano

Classroom Management Plan: What classroom management issues do you foresee with this lesson? What
contingencies/procedures are in place for possible management challenges?
●

It must be noted that this is a physical movement exercise; therefore, the following should be
done:
○

It is important for there to be a clear and big space. It is possible to use risers if
needed, but having all students on the floor guarantees optimal safety. The clear space
must be void of book bags, chairs, or any other thing that could cause bodily harm to a
student.

○

Stressing the importance of personal space is vital. Students must be able to keep
hands, feet, and any other body parts away from other students

○

This lesson plan can be modified to be done while seated; however, the full body
engagement allows for the students to feel the music completely.

IEPs and 504s: List and 504 accommodations that are applicable to this lesson
●

This lesson plan can be modified to be done while seated; however, the full body engagement
allows for the students to feel the music completely.
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●

It should be noted that it might be difficult for students who have difficulty hearing. If this is
the case, having the students closer to the piano if possible is highly encouraged to allow
optimal participation.

●

Music in bigger print or braille is available if the student suffers from vision disparity.

Assessment: How will you assess student learning? (Small group performance, individual performance)
How will you know that students are successful in your objective? (checklist for objectives)
●

Students will be successfully achieve the objective if:
○

Students are able to define and identify the staccato sections of the given piece.

○

Students are able to define and identify the legato sections of the given piece.

○

Students are able to sing staccato and legato distinctively in the proper sections of the
given piece.

Sequence of Activities: The students will…
1. Watch the teacher model with the physical movement of pantomiming painting a
fence to show legato, or smooth and connected feeling.
2. Join in with the teacher pantomiming painting a fence to show legato.
3. Watch the teacher model with the physical movement of pantomiming touching a hot
pan to show staccato, or detached and short feeling.
4. Join in with the teacher feeling pantomiming touching a hot pan to show staccato.
5. Listen to the teacher ask “Which one is: smooth this [pantomimes the painting], or this
[pantomimes touching the hot pan]?”
a. Answer is painting the fence motion.
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6. Answer the question as directed by the teacher. If the students do not know, have
them do the motions again asking them how each thing feels to them. Then, ask the
question above again.
7. Listen to the teacher ask “Which one detatched or choppy: this [pantomimes the
painting] or this [pantomimes touching the hot pan]?”
a. Answer is touching the thot pan motion.
8. Answer the question as directed by the teacher. If the students do not know, have
them do the motions again asking them how each thing feels to them. Then, ask the
question above again.
9. Listen and watch the teacher sing 5-4-3-2-1 legato or in a smooth connected way in a
comfortable key in the middle of the vocal register for the choir with the gesture of
painting the fence.

a.
10. Copy singing 5-4-3-2-1 legato or in a smooth connected way in the same key as the
teacher with correct pitches and accurate rhythm with the gesture of painting the
fence as directed by the teacher.
11. Listen to the teacher ask if it was smooth/legato or if it was detached/staccato.
12. Answer the question as directed by the teacher. If the students do not know, have
them sing it again with the motions and ask them how each thing feels to them. Then,
ask the question above again.
13. Listen and watch the teacher sing 5-4-3-2-1 legato or in a detached way in the same
key as before with the gesture of painting touching the hot pan.
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a.
14. Copy singing 5-4-3-2-1 legato or in a detached way in the same key as the teacher
with correct pitches and accurate rhythm with the gesture of touching a hot pan as
directed by the teacher.
15. Listen to the teacher ask if it was smooth/legato or if it was detached/staccato.
16. Answer the question as directed by the teacher. If the students do not know, have
them sing it again with the motions, asking them how each thing feels to them. Then,
ask the question above again.
17. Listen and watch the teacher model the following exercise with the corresponding
hand gestures:
a. 5-4-3-2-1 legato [breath] 5-4-3-2-1 staccato on a neutral syllable such as za,
ba, or da.

b.
18. Perform the exercise above with good intonation, correct pitches, correct rhythm, and
the correct corresponding gestures while changing keys as directed by the teacher.
19. Switch the articulation and sing it with good intonation, correct pitches, correct
rhythm, and the correct corresponding gestures while changing keys as directed by the
teacher.
a. 5-4-3-2-1 staccato [breath] 5-4-3-2-1 legato on a neutral syllable such as za,
ba, or da.

b.
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20. Listen and watch the teacher model the following exercise with the corresponding
hand gestures:
a. 1-2-3-4-5 staccato [breath ] 1-2-3-4-5 legato on a neutral syllable such as za,
ba, or da.

b.
21. Perform the exercise above with good intonation, correct pitches, correct rhythm, and
the correct corresponding gestures while changing keys as directed by the teacher.
22. Switch the articulation and sing it with good intonation, correct pitches, correct
rhythm, and the correct corresponding gestures while changing keys as directed by the
teacher.
a. 1-2-3-4-5 legato [breath] 1-2-3-4-5 staccato on a neutral syllable such as za,
ba, or da.

b.
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Appendix I: Musicianship: Fugue Dynamic Balancing Work
Unit Objective: Long-term goal
●

Students will be able to perform and sing choral literature in the correct and accurate style
with musicianship while following any and all diacritical markings.

Lesson Objective(s): Daily goal
●

Students will be able to sing a passage from “Sicut Locutus Est” From Magnificat in D by
Johann Sebastian Bach in the proper style. This includes showing a clear, dynamic distinction
between the countersubject and the subject of the fugue.

Transfer of knowledge: How will students apply what they learn today to the Central Focus and beyond?
●

Through this exercise, it will further enhance students' knowledge of part balance between
melody and other harmonic lines.

Music vocabulary in this lesson: List any and all that apply
●

Fugue
○

Subject

○

Countersubject

●

Counterpoint

●

Dynamics

●

○

Forte

○

Mezzo Forte

○

Mezzo Piano

○

Piano

Baroque
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Georgia Performance Standards: List any and all that apply
●

MHSAC.1 - Singing, alone and with others, a varied repertoire of music
○

c. Perform assigned vocal line in three or more parts, with and without accompaniment.

○

e. Adjust blend and balance independently within the ensemble throughout the vocal
range.

○

f. Perform level-appropriate literature reflecting expressive qualities and textual
meaning.

●

●

○

g. Respond to various conducting patterns and interpretive gestures.

○

h. Create movement for warm-ups and repertoire to distinguish various musical ideas.

MHSAC.6 - Listening to, analyzing, and describing music
○

a. Compare and contrast various genres and styles of music.

○

b. Analyze music utilizing knowledge of the choral score

MHSAC.9 - Understanding music in relation to history and culture
○

a. Interpret how music relates to personal development and enjoyment of life.

○

b. Discuss how distinguishing characteristics of repertoire connect us to history,
cultures, heritage, and community.

○

c. Explain how participation in music can become a lifetime pursuit and/or develop
analytical and creative thinking

Materials: List all materials for your lesson including websites and online materials
●

Piano

●

Number of copies of “Sicut Locutus Est” From Magnificat in D (BWV 243) by Johann Sebastian
Bach equal to the students in the class plus one or two for the pianist and/or the teacher
○

If you would like to follow in the score, click the link below.

○

https://drive.google.com/file/d/1-LYocSgyvn2--v8wjcM2Fd2gShO04cus/view?usp=sharing
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●

Number of chairs equal to the students in the class

●

Clear area

Classroom Management Plan: What classroom management issues do you foresee with this lesson? What
contingencies/procedures are in place for possible management challenges?
●

It must be noted that this is a physical movement exercise, and therefore, the following should
be done:
○

It is important for there to be a clear and big space. It is possible to use risers if
needed, but having all students on the floor guarantees optimal safety. The clear space
must be void of book bags, chairs, or any other thing that could cause bodily harm to a
student.

○

Stressing the importance of personal space is vital. Students must be able to keep
hands, feet, and any other body parts away from other students

○

This lesson plan can be modified to be done while seated; however, the full body
engagement allows for the students to feel the music completely.

IEPs and 504s: List and 504 accommodations that are applicable to this lesson
●

This lesson plan can be modified to be done while seated; however, the full body engagement
allows for the students to feel the music completely.

●

It should be noted that it might be difficult for students who have difficulty hearing. If this is
the case, having the students closer to the piano if possible is highly encouraged to allow
optimal participation.

●

Music in bigger print or braille is available if the student suffers from vision disparity.

Assessment: How will you assess student learning? (Small group performance, individual performance)
How will you know that students are successful in your objective? (checklist for objectives)
●

Students will be successfully achieve the objective if:
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○

Students are able to clap on their entrance while speaking the text.

○

Students are able to define and identify subject by standing.

○

Students are able to define and identify a countersubject by staying seated.

○

Students are able to sing subject and countersubject with proper dynamic balance, i.e.,
subject is louder and countersubject is softer.

Sequence of Activities: The students will…
1. Take out “Sicut Locutus Est” From Magnificat in D by Johann Sebastian Bach and look
at measures 1 through measures 25.
2. Circle each part’s entrances with a pencil from measure 1 to measure 25 as instructed
by the teacher.
3. Listen to the teacher instruct the following: count the rhythm of the measure and clap
every time a part enters at a slightly slower tempo while keeping a steady beat for
measures 1 through measure 25, stopping on the second beat.
4. Count the rhythm of the measure and clap every time a part at a slightly slower tempo
while keeping a steady beat on measures 1 through measure 25, stopping on the
second beat as directed by the teacher. For instance, if the alto line enters, clap on
their eneterence and speak the alto line. When the soprano 2 line enters, stop
speaking the alto line and move immediately to the soprano 2 line, clapping on the
entrance and speaking the rhythm to only the soprano 2 line. Here is a model below to
further explain.

68

a.
b. Similar to the model above, and so on, and so on. This is measure 1 through 7
of “Sicut Locutus Est” From Magnificat in D by Johann Sebastian Bach. For the
purpose of this piece, I suggest doing measures 1 through measure 25, stopping
on the second beat.
5. Listen to the teacher instruct the following: count the rhythm of the piece while
clapping their entrances on their individual parts while keeping a steady beat slightly
under tempo from measures 1 through measure 25, stopping on the second beat as
directed by the teacher.
6. Count the rhythm of the piece while clapping their entrances on their individual parts
while keeping a steady beat slightly under tempo from measures 1 through measure
25, stopping on the second beat as directed by the teacher. Here is a model below for
further explanation.

a.
7. Listen to the teacher state the following: count the rhythm of the piece while clapping
their entrances on their individual parts while keeping a steady beat at the desired
tempo as directed by the teacher.
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8. Count the rhythm of the piece while clapping their entrances on their individual parts
while keeping a steady beat on tempo measures 1 through measure 25, stopping on
the second beat as directed by the teacher.
9. Listen to the teacher instruct the students to get slightly quieter upon another part
entering.
10. Count the rhythm of the piece while clapping their entrances on their individual parts
while keeping a steady beat, on tempo, and following the dynamic scheme from
measures 1 through measure 25, stopping on the second beat as directed by the
teacher.
11. Sing the piece while clapping their entrances while keeping a steady beat, on tempo,
and following the dynamic scheme from measures 1 through measure 25, stopping on
the second beat as directed by the teacher.
12. Sing the piece without clapping their entrances while keeping a steady beat, on
tempo, and following the dynamic scheme from measures 1 through measure 25,
stopping on the second beat as directed by the teacher.
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Introduction
The goal of this research is to analyze the United States government’s responses to the
1918 Influenza Pandemic and the COVID-19 Pandemic on the state and local level.
Specifically, it focuses on the implementation of nonpharmaceutical interventions (NPIs) by
state & local governments, and in the process discovers evolutions in government authority,
inter- and intra-government behavior, as well as differences in NPI policy choices.
In the absence of effective pharmaceutical treatments, the principal means of abating
a pandemic are so-called nonpharmaceutical interventions, or NPIs. Today, the CDC describes
them as “actions, apart from getting vaccinated and taking medicine, that people and
communities can take to help slow the spread of illnesses like pandemic influenza” (CDC,
2020). As state & local governments began implementing NPIs to address COVID-19, concerns
arose about how these behaviors would impact the constitutional rights and freedoms of the
American citizenry (Harvard, 2020). Was there precedent for responses, such as mask
mandates and stay-at-home orders, implemented by the U.S. Government to COVID-19? By
comparing responses a century apart, I hope to find answers to questions like these, as well
as gain a better understanding of how U.S. Government behavior towards public health crises
has evolved in the past century.
Throughout the research, I will reference two studies on NPIs during the 1918
pandemic. The first is a 2007 study by Hatchett, Mecher, and Lipsitch. Its purpose was to
assess the effect NPI implementation had on disease transmission during the 1918 influenza.
In the study, the authors obtained data on the implementation of nineteen types of NPIs
during the 1918 pandemic in seventeen U.S. cities, each of at least 100,000 population:
Baltimore, Boston, Cambridge, Chicago, Cincinnati, Cleveland, Indianapolis, Kansas City,
Newark, New Orleans, New York City, Omaha, Philadelphia, Pittsburgh, Seattle, St Louis, and
Washington (See Table 1). These cities were among the 66 most populous urban centers
according to the 1920 census (Markel, et al., 2007). They were selected because they
permitted the authors to obtain “a complete account of public health responses during the
period from [their] research,” which ran from September 8 to December 28, 1918 (Hatchett,
Mecher, & Lipstich, p. 7586, 2007). Source material utilized by the authors included period
newspapers, public health reports, municipal records, consultations with current public
health officials in the cities studied, as well as secondary sources. From these findings, I hope
to draw conclusions about how frequently specific categories of NPIs were employed within
America’s largest cities. Later, in the section addressing COVID-19, I will take data from 2020
about the same categories of NPIs implemented in the same seventeen cities for comparative
purposes.
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Table 1
Summary of interventions across 17 cities, 1918-1919
Intervention

Number of 17 cities implementing

Emergency Declarations

4

School closures

14

Church closures

15

Mask ordinances

2

Private funerals

11

No-crowding rules in locations other than
transit systems
Community-wide business closures

3
1

From “Public health interventions and epidemic intensity during the 1918 influenza
pandemic,” by Richard J. Hatchett, Carter E. Mecher, and Marc Lipsitch, 2007
(https://doi.org/10.1073/pnas.0610941104).

The second study, also from 2007, was conducted by Markel, Lipman, Navarro, Sloan,
Michalsen, Stern, & Cetron. In it, the authors obtained data on the implementation of NPIs
during the pandemic in 43 U.S. cities with populations ranging from 104,000 to 5.6 million.
Like the first study, these cities were also among the 66 most populous urban centers in the
1920 census. The period under study was 24-weeks: September 8, 1918 – February 22, 1919.
Source material utilized by the authors included municipal public health department annual
and monthly reports and weekly bulletins, state and federal reports, newspapers, and records
of US military installations. Unlike the first study, the authors examined multiple NPIs
implemented simultaneously within a city, or in combinations, rather than individually. For
this reason, this study could not be used for examination and comparison of individual types
of NPIs. However, the study is useful in that it addresses an aspect of NPI implementation
that the Hatchett study does not: duration. This study will therefore be used to compare the
duration of NPIs implemented in the same cities across both pandemics.
Furthermore, it is important to note that the scope of this research is necessarily
limited to the state and local levels of the U.S. government due to the lack of data on federal
government (specifically executive) behavior in response to the 1918 influenza pandemic. As
that data is unavailable, it would then be impossible to compare it with behavior seen at the
executive branch of government in response to COVID-19.
The research will be split into three main sections: Responses to the 1918 pandemic;
Responses to the COVID-19 pandemic compared to the responses of 1918; and a summary and
discussion of the research. Given that the pandemic of 1918 is not as familiar as those of the
COVID-19 pandemic, I will proceed in section I by first giving a brief account of the 1918
pandemic’s origins.
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A Flu by Any Other Name: The 1918 Influenza Pandemic
The influenza of 1918 is estimated to have caused at least 50 million deaths globally,
including approximately 675,000 in the United States alone (Jester, Uyeki, & Jernigan, 2018).
Though it is often called the “Spanish Flu,” the virus’s place of origin remains a mystery.
Some medical historians have identified Asia as the likely source, others Europe, and still
others the United States. (Barry, 2004), (Oxford, as cited in Barry, 2004).
Regardless of where the influenza originated, one thing is certain: the wartime
conditions of 1918 allowed the pandemic to thrive. Poor sanitation, limited health services,
and overcrowding during World War I nurtured disease transmission (Jester et al., 2018).
Camps built to house 36,000 troops quickly exceeded their limits by the thousands, and each
day in the summer of 1918 an average of 10,000 U.S. soldiers were crammed onto ships
headed for France (Jester et al., 2018). Additionally, civilians flooding into cities to support
war industries exceeded available housing capacity (Jester et al., 2018). This situation was
further exacerbated by a shortage of medical personnel: 30% of U.S. physicians were engaged
in military service when the pandemic struck. (Jester et al., 2018).
In the United States, the influenza was first identified in military personnel in the
spring of 1918 (Centers for Disease Control and Prevention, 2018). It spread slowly at first and
went largely unnoticed except in military training camps, while the effects were more
prevalent in Europe where many soldiers fell ill (Barry, 2009). By the end of the summer, a
more lethal wave had cropped up in Switzerland, and in August the U.S. military received an
intelligence report comparing the outbreak to the Black Death (Barry, 2009).
The pandemic came in multiple, closely spaced waves that overwhelmed even healthy,
young adults (Jester et al., 2018). In fact, the death rate was highest among adults aged 2040 years, with peak numbers of deaths in that group occurring at age 28 (Shanks, as cited in
Jester et al., 2018). North America experienced its first wave in February through May 1918
(Jester et al., 2018). The second (and deadliest) wave began in August 1918 and had spread
across the globe by the end of January 1919 (Jester et al., 2018). The third wave came in
early 1919, only ten months after the first, and some historians claim that even a fourth wave
occurred in early 1920 (Jester et al., 2018), (Chowell & Viboud, as cited in Jester et al.,
2018).
The disease was unusual, so much so that it was initially misdiagnosed as cholera,
typhoid, and dengue (Barry, 2009). It was also a horrific and efficient killer: some died within
24 hours of contracting the virus; others suffered bleeding from the mouth, nose, ears, and
eyes (Barry, 2009). The resulting death rate was unprecedented, exceeding the capacity of
many morgues and funeral homes; bodies were often “stacked like cord wood” in the halls of
both military and civilian hospitals (Jester et al., 2018), (Barry, as cited in Jester et al.,
2018). In the end, the resulting death toll reduced life expectancy in the U.S. by twelve years
(Guyer, Freedman, Strobino, & Sondik, as cited in Jester et al., 2018).
NPIs in the 1918 Pandemic
Morale, Emergency Declarations, and the Executive Branch
As the Great War neared its finale, it is unsurprising that the executive branch’s
response to the pandemic followed a strategy designed to protect morale at all costs (August,
2020). Writer Arthur Bullard, the principal architect of the strategy and one of President
Wilson’s closest advisers, described its central themes in this way: “Truth and falsehood are
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arbitrary terms ... There is nothing in experience to tell us one is always preferable to the
other ... The force of an idea lies in its inspirational value. It matters very little if it is true or
false” (Barry, 2009). Another Wilson adviser, Walter Lippman, sent the President a memo in
1917 which espoused the idea that most citizens were “mentally children” and advised that
“self-determination” was subordinate to “order” and “prosperity” (Barry, 2009).
The influence of these ideas on the White House became obvious when the most lethal
wave of the pandemic hit the United States in 1918: President Wilson never made a single
statement about it at all, and this response influenced many lesser public leaders throughout
the country (Barry, 2009). For instance, Chicago’s director of public health explained: “It is
our job to keep people from fear. Worry kills more than the disease” (Barry, 2009).
Ultimately, only four of the seventeen cities in the Hatchett study issued emergency
declarations.
Mask Ordinances
Most public health experts advised the use of masks by doctors, nurses, and others
who would be in close contact with the ill. Masking for the wider population was more
complicated, and no city better demonstrates this controversy than San Francisco. Some local
governments did successfully pass public mask ordinances, and San Francisco was one of
them. In fact, the city’s mayor as well as business and union leaders all signed a full-page
newspaper advert printed in huge type that read: “Wear A Mask and Save Your Life!”
(Bristow, 2012; Barry, 2009). However, not everyone was as eager to don a mask. In fact, and
in response to a reinstatement of a mask ordinance within the city in November of 1918, San
Franciscans formed an “Anti-Mask League” which organized public meetings and protests
(Dolan, 2020).
Moreover, negative sentiments towards masking extended even into the highest levels
of government. For example, the U.S. Surgeon General stated that a mask’s effectiveness was
“not based on any definitive information” (Bristow, 2012, p. 95). Dr. Heman Spalding, Chief
of the Division of Contagious Diseases of the Chicago Board of Health, said of the mask, “As it
is worn by most people, it is worse than useless” (Kedzie, as cited in Bristow, p. 95, 2012).
Dr. Bracken, of the Minnesota State Board of Health, advocated the use of masks for others,
but refused to wear one himself, stating: “I personally prefer to take my chances” (Ott et al.,
p. 806, 2007). Furthermore, whether masks were “properly made” also contributed to the
skepticism amongst public health leaders surrounding their use by the public, as improperly
made masks were ineffective (Chicago Tribune, as cited in Bristow, p. 95, 2012). Ultimately,
and in light of the lukewarm or sometimes non-existent endorsements of mask-wearing by
high-level public officials, it is not surprising that only two of the seventeen cities in the
Hatchett study ultimately implemented mask ordinances.
Bans & Closures
The ban of public gatherings and closures of public places came in a wide variety of
forms and included everything from closing saloons to limiting elevator use in buildings. For
instance, St. Louis’s menu of interventions included the following: closure of schools,
theaters, library readings rooms, pool halls, churches, and playgrounds; the prohibition of
public gatherings of more than 20 persons; the implementation of a staggered work schedule
to reduce transportation crowding; and the designation of spitting in public as a misdemeanor
subject to arrest (McKinsey, McKinsey, & Enriquez, 2018). Yet not all cities shared St. Louis’s
eagerness to implement bans & closure: The Hatchett study found that only eleven out of
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seventeen cities implemented private funerals, while only three of seventeen implemented
non-crowding measures.
Furthermore, community-wide business closures proved to be especially controversial,
and they were implemented in only one of seventeen cities considered in the study. It has
been proposed that this hesitancy was directly related to World War I: Given that the U.S.
economy was in war production mode, businesses were pressured to remain open and
continue producing materials needed for the war effort (Benmelech & Frydman, 2020). Even
some health officials did not endorse business closures, such as Dr. H.M. Bracken of the
Minnesota Board of Health, who asked: “If you begin to close, where are you going to stop?
When are you going to reopen, and what do you accomplish by opening?” (Minneapolis
Tribune, as cited in Ott et al., p. 804, 2007).
Places of Worship
Like business closures, the closure of places of worship were also controversial, but for
different reasons. Some viewed religious services as a necessity. One such person was Dr.
John Dill Robertson, the Commissioner of Health in Chicago, who argued that closing churches
would not only eliminate opportunities for health education, but would also rob citizens of
the “spiritual uplift which they should have at such a time” (CT, as cited in Bristow, p. 95,
2012). Seattle’s Health Commissioner, Dr J.S. McBride, espoused the other prevailing opinion:
“Religion that won’t keep for two weeks is not worth having” (Kingston, 2003). It is also
interesting to note that some cities, including St. Louis, Kansas City, Butte, Montana, allowed
saloons to remain open while making the decision to close places of worship (McKinsey,
McKinsey, & Enriquez, 2018).
St. Louis provides a particularly interesting example, as the city closed its places of
worship for the first time in its history during the pandemic. There was significant backlash
over the decision, even from the city’s clergy. For instance, Father Frederick Holweck, pastor
at St. Francis de Sales Church, was arrested after 200 parishioners were seen in his church, a
violation of the city’s anti-crowding ordinance (McKinsey, McKinsey, & Enriquez, 2018).
Despite controversy, the closure of places of worship were common, and fifteen of seventeen
cities in the Hatchett study implemented them, making it the most commonly implemented
category of NPI in the study.
School Closures
School closures generated the most conflict of all NPIs. There were two prevailing
opinions regarding this issue: One held that it was better to keep children in school so that
they were kept out of the streets and the education faculty, including school nurses, could
attend to them (Bristow, 2012). The opposing opinion held that it would be simply impossible
for school faculty to monitor the health of so many pupils, and thus it was better to keep
children out of school (Ott, et al., 2007).
Many cities closed schools, including fourteen of seventeen in the Hatchett study, but
the closures did not last the total length of the pandemic. For example, the Markel study
found that school closures lasted for a median of only 6 weeks (Markel, Lipman, Navarro,
Sloan, Michalsen, Stern, & Cetron, 2007). Furthermore, it is interesting to note that closures
came late in the epidemic curve in cities – days or sometimes weeks after deaths had
mounted (Stern, Cetron, & Markel, 2009).
It is interesting to note that two of America’s largest cities, Chicago and New York,
never closed schools during the 1918 pandemic (Stern, Cetron, & Markel, 2009). In these
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cities, school medical corps were charged with carefully inspecting classrooms and pupils, and
sometimes with extending their services to homes (Stern, Cetron, & Markel, 2009). However,
many classrooms in these cities emptied out because of high rates of absenteeism. In Chicago
these rates hovered around 30 percent in mid-October 1918 and spiked to nearly 50 percent
by the end of the month (Stern, Cetron, & Markel, 2009).
Other cities chose alternatives to school closure. In Cleveland, the city government
devised what it called the “unit system:” if absenteeism rose above a certain rate, students
would be dismissed (Cleveland Plain Dealer, as cited in Stern, Cetron, & Markel, 2009).
Alternatively, Los Angeles established mail-in correspondence courses for students in higher
grade levels, utilizing mail-in homework modules for high school students so that they could
complete assignments at home (Stern, Cetron, & Markel, 2009).
Inter-Governmental Relations, Authority, and NPI Policies
Inter-Agency Friction
As clear authority and management were generally lacking at the federal and state
levels, local governments were left to their own devices. This, in turn, resulted in interagency friction at the local level during implementation of NPIs. (Ott, Shaw, Danila, &
Lynfield, 2007). For example, In Minneapolis, the health department overruled the education
board in forcing school dismissal, and in Baltimore the school board defied the health
department’s decision to keep schools open when it sent students home (Ott, et al., 2007).
However, conflict was not always the norm. In fact, the Markel study found that 23 of
the 43 cities under its analysis had relatively high degrees of interagency cooperation and
compliance with NPIs (Stern, Cetron, & Markel, 2009). Ultimately, a city’s experience with
NPIs was unique. It could be dependent upon a city’s culture/traditions: Milwaukee
benefitted from its long tradition of collaboration among various municipal agencies and the
health department, which had worked to gain the trust of its city’s diverse populace over a
period of years (Stern, Cetron, & Markel, 2009). A strong, central figurehead could also be
effective, such as in St. Louis, where the health commissioner took a firm stand in the
response strategy. This contributed to smooth implementation of various NPIs, including
extended school closures (Stern, Cetron, & Markel, 2009).
Authority
When discussing the types NPIs used during the 1918 pandemic, the question arises:
What office of government ordered the implementations? To answer this question, I have
chosen to examine the authority figures in three cities: Boston, Seattle, and St. Louis.
In Boston, the office of Health Commissioner, held by Dr. William C. Woodward, took
the leading role in ordering NPIs. He issued the closures which shut down places of
entertainment such as the city’s theaters, movie houses, dance halls. He also prohibited
public gatherings and regulated strict business hours as well as collaborated with school
officials in closing Boston’s Schools (University of Michigan Center for the History of
Medicine).
In Seattle, Mayor Ole Hanson specifically authorized the city’s Health Commissioner,
Dr. J.S. McBride, to respond to the pandemic in whatever way he thought necessary. McBride
responded by closing public spaces, including pool halls, theaters, schools, churches, and
public libraries (Kingston, 2003). He also ordered businesses to limit crowds. The health
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commissioner was also empowered to mandate highly specific orders, such as forbidding
dancing in the city, a favorite pastime (Kingston, 2003).
Like Seattle, the Mayor of St. Louis granted authority to the city’s Health
Commissioner, Dr. Max Starkloff, who responded in similar fashion (McKinsey et al., 2018).
Public places were closed, including places of worship; Public gatherings of more than 20
persons were prohibited; Business hours were restricted and staggered work schedules
implemented, and even the use of streetcars was limited (Belshe, as cited in McKinsey et al.,
2018), (University of Michigan Center for the History of Medicine, as cited in McKinsey et al.,
2018).
Ultimately, the most active authority figures during the 1918 pandemic were found at
the local level: state officials, including state governors, were mostly absent. This is not to
say, however, that state action was completely absent. For example, there is record of local
authorities of both Portland, Oregon, and Grand Rapids, Michigan responding negatively to
state mandated NPIs, but instances such as these were relatively rare (Stern, Cetron, &
Markel, 2009). City mayors implemented NPIs themselves but were also found to hand
authority over to public health officials, who were extremely prominent actors.
Duration
As noted earlier, the Markel study analyzed the duration of NPIs implemented in 43 of
the most populous urban centers in the United States in 1918. Out of those cities, I selected
the same seventeen cities which were analyzed in the Hatchett study and noted the total
number of days NPIs were active in those cities (See Table 2). The range of days was a low of
33 in Newark to a high of 170 in Kansas City. The average days of active NPIs in the seventeen
cities was 87.5, or around three months.

Table 2
Duration of interventions across 17 cities, 1918-1919
Baltimore
Boston
Cambridge
Chicago
Cincinnati
Cleveland
Indianapolis
Kansas City
Newark
New Orleans
New York City
Omaha
Philadelphia
Pittsburgh
Seattle
St. Louis
Washington

Cities

43
50
49
68
123
99
82
170
33
78
73
140
51
53
168
143
64

Total No. of Days of NPIs
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From “Nonpharmaceutical interventions implemented by US cities during the 1918-1919
influenza pandemic,” by Howard Markel, Harvey B. Lipman, J Alexander Navarro, Alexandra
Sloan, Joseph R. Michalsen, Alexandra Minna Stern, and Martin S Cetron, 2007
(https://doi.org/10.1001/jama.298.6.644)
The COVID-19 Pandemic
When comparing the 1918 influenza pandemic with the COVID-19 pandemic, it is
important to remember both the similarities and the differences that exist between the
United States of 1918 and the United States of 2020. Rapid transportation by train and
automobile; rapid means of communication by telephone; and a news system that was able to
circulate information widely through newspapers and broadsheets are common across both
pandemics (Markel et al., 2007). Alternatively, differences are also numerous: availability of
high-volume commercial aviation; a vast increase of access to information, principally
through use of the internet; and advances in medical technology, to name a few (Markel et
al., 2007).
The Rise of Preemption
However, perhaps the most striking difference relates to the increasingly polarized
American political atmosphere of the 21st century. Ironically, one of the current strains
involved in this ideological battle can be traced all the way back to the Wilson
administration, which pursued a progressive ideology that persisted through the FDR and LBJ
administrations with programs such as the New Deal and the Great Society. Not until the
1970's did conservatism again rise to the top of American political thought with the Reagan
revolution of 1980. After a 10-year period of conservative policies, the battle for American
political thought and philosophy has teetered back and forth between conservatism and
progressivism through the Clinton, Bush, Obama, and Trump administrations until polarization
in the American body politic has reached a fever pitch. It should come as no surprise, then,
that this polarization shows itself throughout state and local pandemic responses to COVID-19,
often through the mechanism of preemption.
Through this mechanism, states reclaim power from their respective localities in a
particular field of regulation, or over a specific subject matter that has statewide
implications or effects (Foster, 2020). It has become especially prevalent in the 21st century,
even prior to the COVID-19 outbreak. For example, recent years have seen a tendency of
republican-leaning state legislatures to “preempt,” or supersede democratic-leaning local
governments for enacting left-leaning policies, such as designating themselves a “sanctuary
city” (Foster, 2020).
During COVID-19 responses, however, preemption often expresses itself as a conflict
between a local government and a respective state governor. This was demonstrated in
Georgia when the state’s governor, Brian Kemp, signed an Executive Order superseding any
previous local “shelter-in-place” order, thereby effectively reopening beaches that had been
closed under those previous orders (Foster, 2020). Or, in a more partisan example, when
Republican Governor of Arkansas, Asa Hutchinson, denied the Democratic mayor of Little
Rock, Frank Scott Jr., the ability to impose a stay-at-home order for the city. This activity
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ultimately ties back to the greater involvement of state governments in the COVID-19
response. Thus, while in 1918 friction within government was to be found principally
between agencies at the local level, in 2020 governmental friction more frequently occurs
between local governments and their respective state governments, especially when the
executives of those governments are of opposing parties.
NPIs in COVID-19
Emergency Declarations
In 2020, both federal and state leaders are more vocal about the existence and risks of
the COVID-19 pandemic. For example, the White House’s Coronavirus Task Force briefings
provide guidelines to “slow the spread” on television, while state governors tweet advice
about how to protect against infection. These instances highlight what has been perhaps the
biggest cause of this shift: mass media. In the year 2020, even if a government did wish to
prevent panic or the spread of information about a pandemic, it would be incredibly difficult
if not impossible to do so thanks to the ease of communication applications like Twitter
provide. It is not surprising then, that seventeen of seventeen cities in the Hatchett study
issued or were under statewide emergency proclamations during the outbreak of COVID-19.
Mask Mandates
Most states have enacted some form of mask mandate. Some are strict, requiring
masks in all public places when social distancing is not possible, while others are more
lenient, requiring only employees of businesses to wear masks while working. In contrast to
1918, prominent health officials, such as Dr. Anthony Fauci of the White House’s Coronavirus
Task Force, encourage mask use. However, some government officials are still resistant to
mandating masks statewide. For example, and in another expression of preemption, Georgia’s
governor sued the Mayor of Atlanta over her issuance of a city-wide mask mandate
(Stracqualursi & LeBlanc, 2020). Ultimately, seventeen of seventeen cities in the Hatchett
study implemented mask mandates in 2020, compared to only two of seventeen in 1918.
Bans & Closures
Business closures and public gathering bans are frequently found responses to the
COVID-19 pandemic. In particular, business closures are much more common than they were
in 1918: seventeen of seventeen cities in the Hatchett study implemented community-wide
business closures in 2020, compared to just one of seventeen in 1918. In another contrast to
1918, a new variation on social mitigation responses has emerged in response to the COVID-19
pandemic: The statewide stay-at-home order. This order is considerably more restrictive than
similar orders issued in 1918, as it mandates that all state residents remain in their homes
with few exceptions. As of November 2020, 43 of 50 states had implemented a stay-at-home
order for any length of time during the outbreak (Ballotpedia, 2020). Given this, it is not
surprising that seventeen of seventeen cities of the Hatchett study implemented no-crowding
measures in 2020, compared to only one of seventeen in 1918.
Places of Worship
The closure of places of worship in 2020 have been implemented across the United
States with varying degrees of restriction: Some states prohibit all religious services, others
simply limit them in various ways. Similar to responses in 1918, these closures have
experienced significant backlash from the populace. In fact, they have become something of
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a religious freedom cause, inspiring a plethora of lawsuits alleging a violation of the First
Amendment (Gjelten, 2020). It is interesting to note, however, that the Hatchett study shows
a decrease in the closure of places of worship from 1918 to 2020, with the number of cities
implementing them in each year being fifteen to thirteen, respectively. This demonstrates
that closures of this sort are not an unprecedented action taken by governments in the United
States, but rather a response implemented during pandemics dating back at least a century.
School Closures
In contrast to 1918, there were few arguments about closing schools initially, but
debates then arose about reopening schools in the fall of 2020. Also in contrast to 1918,
school closures came earlier in 2020. For example, closures in the state of Georgia occurred
before the number of deaths from the coronavirus reached 10 statewide (Georgia Department
of Public Health). Ultimately, seventeen of seventeen cities in the Hatchett study closed
schools in 2020, while fourteen of seventeen issued closures in 1918. However, this increase
must also take into consideration the 21st century advent of online learning, which was
certainly unavailable 100 years prior.
Authority and NPI Policies
Authority
Boston, Seattle, and St. Louis demonstrate the drastic increase in activity from the
state level, principally through the office of the state governor. Massachusetts Governor
Charlie Baker, Washington Governor Jay Inslee, and Missouri Governor Mike Parson each
implemented business closures, stay-at-home orders, school closures, mask mandates, and
other measures within their respective states (City of Boston, Seattle Office of the Governor,
Missouri Department of Health & Senior Services). These actions were usually implemented
through emergency proclamations, emergency orders, and executive orders.
However, officials at the local level were still active in 2020. For example, before
Missouri Governor Parson issued his first statewide order on April 3, the Director of the City of
St. Louis Department of Health, Dr. Fredrick Echols, declared COVID-19 a public health
emergency, restricted public and private gatherings, and issued a stay-at-home order (City of
St. Louis). Mayors were also found to be active in their respective cities. However, statewide
mandates issued from Governors, in an act of preemption, always supersede any local order
that was previously in effect.
It is important to note that this statewide, rather than localized, action might account
for the increase in NPI implementation (See Table 3). For example, if a statewide mask
mandate was issued in Massachusetts (it was), the number of cities implementing that
category of NPI immediately jumps to two, as it would encompass both Boston and
Cambridge. The same could be said of Pennsylvania, which would encompass both
Philadelphia and Pittsburgh in a statewide order. It is easy to see, then, how statewide
mandates could quickly inflate the number of cities engaging in the implementation of NPIs in
this study. Ultimately, it may be that the 2020 numbers are more representative of statebased action, whereas the 1918 numbers are more representative of local, or city-based
action.
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Table 3
Summary of interventions across 17 cities, 2020
Intervention

Number of 17 cities implementing

Emergency Declarations

17

School closures

17

Church closures

13

Mask ordinances

17

Private funerals

15

No-crowding rules in locations other than
transit systems
Community-wide business closures

17
17

Duration
The same cities in Table 2 were again examined to determine the duration of active
NPIs for a period of 24-weeks from March to August of 2020. Each city maintained over 150
days of active NPIs during the 24-week period. This is a significantly longer duration than in
1918, in which the average of the seventeen cities was 87.5 days and the range of days was
33-170. Furthermore, each city was still implementing at least some form of NPI as of
November 2020. In almost every city, the order to keep NPIs in place for an extended period
came from the state level, and so it might again be determined that state action has caused
inflation of the numbers. However, this is not to say that cities would not have implemented
them for the same period of time if the state mandate did not exist. The city of St. Louis
demonstrates this possibility: The state of Missouri completely lifted statewide restriction and
health orders in June, but St. Louis itself continues the implementation of NPIs within the city
as of November 2020. (Office of the Governor), (City of St. Louis Department of Health).
Discussion
Ultimately, the types of NPIs implemented in both the 1918 and 2020 pandemics are
largely the same. Differences arise in who, how frequently, and for how long NPIs were
implemented. Changes in authority between the 1918 and 2020 pandemics are substantial.
State governments, particularly governors, have become the primary responders, effectively
superseding the actions of local leaders. This means that pandemic responses in 2020 are now
top-down, rather than the primarily localized responses seen in 1918. It also means there is
increased interaction between the state and local levels of government, which, when taken
with the polarized political climate of the 21st century in the United States, produces more
friction between state and local governments. Given this change, further research might
consider why and how the state executive has become a prominent actor within the last
century. Factors may include the increased ease with which a viral infection may traverse
within a state because of modern advents like commuting, as well as how expectations of an
executive government office within the U.S. have changed within the last century.
It is also is interesting to note that controversial NPIs in 2020, such as church and
school closures, were controversial in 1918. However, if reactions are compared, duration
must be of note. For example, take the average days of active NPIs across seventeen cities in
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1918: 87.5 days. Now, consider that each of those cities maintained active NPIs for at least
200 days in the year 2020. If church closures in a city were in effect for approximately three
months (87.5 days), the reaction might be substantially different from a city in which church
closures have been active for twice that duration. It could also be that this extended duration
is a factor in prompting the many First Amendment litigations that have resulted from the
implementation of NPIs in 2020, which is a question worthy of its own study.
Other topics for further study include an analysis and comparison of the role politics
and political parties played in the pandemic responses of both 1918 and 2020. Any research
on this question would need to take into account the evolution that both the Republican and
Democratic parties have undergone over the last century, as well as the degree of political
and ideological polarization among the parties and voting populace. Yet another factor to
consider within this context would be the affect that the actions of the executive branch
have on responses by state and local governments. Given that a president is generally viewed
as head of his or her party, this could provide interesting insight as to whether governors or
even mayors of that party take their response cues from the executive branch, as well as how
state and local executives of the opposite party react to the executive’s policies.
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Appendix
Table 1
Summary of interventions across 17 cities, 1918-1919
Intervention

Number of 17 cities implementing

Emergency Declarations

4

School closures

14

Church closures

15

Mask ordinances

2

Private funerals

11

No-crowding rules in locations other than
transit systems
Community-wide business closures

3
1

From “Public health interventions and epidemic intensity during the 1918 influenza
pandemic,” by Richard J. Hatchett, Carter E. Mecher, and Marc Lipsitch, 2007
(https://doi.org/10.1073/pnas.0610941104).
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Table 2
Duration of interventions across 17 cities, 1918-1919

Baltimore
Boston
Cambridge
Chicago
Cincinnati
Cleveland
Indianapolis
Kansas City
Newark
New Orleans
New York City
Omaha
Philadelphia
Pittsburgh
Seattle
St. Louis
Washington

Cities

43
50
49
68
123
99
82
170
33
78
73
140
51
53
168
143
64

Total No. of Days of NPIs

From “Nonpharmaceutical interventions implemented by US cities during the 1918-1919
influenza pandemic,” by Howard Markel, Harvey B. Lipman, J Alexander Navarro, Alexandra
Sloan, Joseph R. Michalsen, Alexandra Minna Stern, and Martin S Cetron, 2007
(https://doi.org/10.1001/jama.298.6.644)
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Table 3
Summary of interventions across 17 cities, 2020
Intervention

Number of 17 cities implementing

Emergency Declarations

17

School closures

17

Church closures

13

Mask ordinances

17

Private funerals

15

No-crowding rules in locations other than
transit systems
Community-wide business closures

17
17
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Abstract
In an age of globalization where a strong and honest media is increasingly important,
being able to report on small indigenous societies of South America without bias and while
minimizing impact is necessary for their survival. Indigenous communities suffer numerous
threats to their way of life already, including illegal natural resource destruction and
introduction of disease. A responsible journalist must find a way to report that both honors
the facts of the situation, while ensuring they are not harming the indigenous communities
while reporting on them. This research paper aims to take a comprehensive view of both
anthropology ethics and journalism ethics, in order to see how both may apply to reporting on
South American indigenous communities.
To determine these conclusions, there includes a brief background of the plights that
indigenous people of the Americas have had to endure, and then specific examples of plights
that still harm them today. Then, a synopsis of the main ethics in anthropology, journalism,
and specifically South American journalism, helps to build the framework for the ethics most
crucial in the particular scenario of these South American indigenous communities. After
reviewing these topics and looking at them in relation to each other, it becomes evident that
if one were to view the indigenous peoples of South America as a whole, they lose very
important deterministic factors that may come into play in each individual tribe. There are,
however, several conclusions made from this research.
One must thoroughly determine the specifics and context of each project and treat it
independently, and the journalist must have as complete an understanding of the situation as
possible. Context and professional opinions provide a very important facet to a journalist’s
work. It is also important to retain the basic codes of journalism that one finds in all the
versions, no matter the country, situation, or how journalism works there.
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Encountering Alterity:
A Journalist’s Role
By: Vivian Duncan
Introduction
The purpose of this paper is to have a comprehensive view of Journalism ethics,
concerning reporting on small societies and cultures in South America in the context of
globalization and westernization, with the aid of anthropology ethics. The goal is to consider
anthropological ethics while performing journalism in these scenarios, in order to best write
about small ethnic groups while considering what is best for them and the preservation of
their society. To do this, one must look at how other professionals who contact these
societies do so, as well as looking at previous cases of interaction with these societies, and
what positives or pitfalls have come out of them. While each society is vastly different and
thus the approach will reflect that, studying this particular scenario will help achieve a better
understand of what sort of challenges may arise, and how to assuage them. I would like to
acknowledge that I am not a student of anthropology and this research paper does not intend
to represent anthropological research, but rather pulls from the examples and ethics in
anthropology as a general foundation on which to build journalism ethics. I chose for this
paper to be guided by anthropological practices so that I will have the minimal influence on
the societies I am reporting on, a value of anthropology that I admire and believe fits well
within the values of journalism. My intention is not to take on an activist role within them,
but to take on a passive observer role, to possibly create some activism later with my words.
No matter how short or simple my interaction is with a community, it still can make an
impact in some way, especially depending on what I am writing and which audience it is
received by. I should note that my presence also will come with an environmental footprint,
in regards to the air transportation to get there and back, the energy used to power any
technology I may use once there, and any waste I or a crew may create during the stay.
Additionally, no matter how well I succeed at being an observational presence, my presence
will affect group dynamics. These impacts should not be ignored, nor should any effects of
contact with anyone in those locations.
In an age of such extreme globalization, the world is getting smaller, and cultures are
colliding. To quote Samuel Huntington’s “Clash of Civilizations”:
“World politics is entering a new stage… Civilization identity will be
increasingly important in the future… the most important conflicts will occur along the
cultural fault lines separating these civilizations from one another… the world is
becoming a smaller place. The interactions between peoples of different civilizations
are increasing; these increasing interactions intensify civilization consciousness and
awareness of differences between civilizations and commonalities within civilizations”
(23).
Huntington wrote this in 1993. Since then, the first smartphone came into existence in 1994
(Andrew), Wi-Fi was released for consumers in 1997 (Thomas), Facebook came to life in 2004
(Barr), YouTube was started in 2005 (Studiobinder), and the first iPhone was released in 2007
(Gilbert). The number of flights went from 1.142 billion passengers in 1993 (ICAO), to a record
breaking 45 million flights worldwide in 2018, flying nearly 4.5 billion passengers (Cox). That
number has nearly quadrupled in just the last 25 years. All of this advancement in technology
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has only heightened the rate and ease at which individuals can connect across country
borders. The United States is no longer the only “melting pot”; rather, the entire world is
becoming a melting pot of its own, with new technologies, transportation, and a slowly
opening, melding mindset.
This is a positive happenstance, in a lot of ways. The clashing of cultures and melting
of ideals has enabled many social advancements to be made, friendships and alliances to be
forged, and creates a world that is interconnected in a way that cannot be undone. Different
countries rely on each other for trade, resources, political and military support, and
humanitarian aid. However, with this, as Huntington points out in his essay, major cultural
powers will likely surface and overtake some of the less prominent ones. He predicts that only
seven or eight overlying civilizations will ultimately survive, and the smaller ones will fall
under whichever umbrella fits them most closely. This calls into question how many cultures
there are now in the world. To be able to define, qualify, and quantify all cultures and
subcultures in the world would be impossible, though. All culture is fluid: Some have grown
out of a combination of cultures but have evolved into their own; and most change drastically
over time. They all, though, have withstood the test of time, until now. In 1952,
anthropologists Alfred Kroeber and Clyde Klukhohn reviewed an enormous amount of
literature written about culture, and ultimately identified over 169 different definitions of
what “culture” is (Kroeber & Klukhohn 270). Thus, culture is innumerable, but for how long?
Just as the industrial age completely altered everything about how humans live and work, the
age of globalization has the potential to change the very existence of societies. Journalism is
one of those things that connects people across countries and helps to make the world a
smaller place, so it is important that we consider journalism’s impact and effect on this
process.
I have always been particularly fascinated with international cultures, being an avid
traveler, international studies student and participating in multiple study abroad programs.
These experiences have implanted in me a deep respect and curiosity for comparatively small
societies and civilizations, such as indigenous peoples. I plan on using these as a focus for
future journalistic endeavors, mainly in Southeast Asia and South America. Both areas are rich
in a diverse array of indigenous people that have unique societies and customs, who are
largely not focused on when it comes to cultural journalism. Although, for the purposes of
this research, I want to focus on South American indigenous people. This is because that is
the area that I am most familiar with and have the most resources to help gather information
on those who inhabit that area. Even within this region, though, there is a vast array of fluid
and diverse cultures, many of which do not have clear boundaries. There also arises the issue
of language barriers. I can only speak very basic Spanish and mediocre French, let alone any
indigenous languages, so I will have to rely heavily on translators. Translating language in
itself can be a biased task, or alter perceptions, so I would have to be very particular with
how I go about choosing and using a translator. It remains important to acknowledge these
issues at the beginning, so that the true goal of this paper remains evident and unclouded by
other questions. This research will serve as a foundation to build my own journalistic code of
ethics upon, so that I can successfully report on the topics that I am interested in, with as
minimal an impact as possible on these communities.
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Indigenous People of the Americas
The indigenous people of the Americas are the inhabitants who lived there before
Christopher Columbus landed as well as their descendants. These people are often labelled as
“Native Americans,” although that term has most commonly been used for tribes that inhabit
the land that is now the United States. The term “Indian” has historically been used as well,
although it was an invention of Christopher Columbus, who mistakenly thought that he had
arrived in the East Indies (New World Encyclopedia). His misnomer remains, and has been
used as a general term to imagine a kind of racial or cultural unity for the indigenous people
of the Americas New World Encyclopedia). This unitary idea was not shared by most
indigenous peoples, who saw their societies as vastly diverse; The Europeans that colonized
the land, though, benefited from having a fixed person who could be labeled, such as
“heathen” or “primitive” (New World Encyclopedia). Having this generalizing term allowed
them to give a legal designation and classification to the indigenous, a valuable tool for
colonization.
This European colonization of the Americas forever changed the lives and societies of
the native people of the continent. Their populations were decimated by the privations of
forced displacement, introduced disease, and warfare with Europeans who may have tried to
enslave them, or saw them as a threat. For perspective, the first indigenous group
encountered by Columbus was the Tainos of Hispaniola, who numbered 250,000. The few that
were not killed by rampant diseases brought by the Europeans or killed in conflicts were
enslaved, and there were only 500 left by 1550. The culture itself was extinct by 1650.
(Poole)
Threats to Indigenous People in South America
Disease
For centuries, introduced disease has been one of the largest threats to the indigenous
peoples of South America. In recent years, especially within the last year, it has become
evident that this is still an issue to be concerned about.
In Amazonia, indigenous societies have endured colonial affronts for centuries
(Varese). Chicken pox and measles, which are common and rarely life-threatening among
Europeans, usually prove fatal to the indigenous people (New World Encyclopedia). Even more
dangerous diseases such as smallpox, influenza, and typhus swept across the region after
contact, leaving indigenous people in epidemics they were not equipped to handle. This
caused the mass annihilation of a large majority of the indigenous people of the Americas,
“one of the largest blights in human history,” second only to the Black Plague (Mann).
Coronavirus
For a more modern perspective of the uncertainty of which actions to take regarding
these remote native groups, the onslaught of the COVID-19 Pandemic provides a good
example. The pandemic is reinforcing the inequality that separates the world’s privileged and
marginalized communities in all settings, not just South America. However, it has, or could
have, an arguably larger impact on these remote groups of indigenous peoples. In an
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interview with World Politics Review, Rosaleen Howard, chair of Hispanic Studies at
Newcastle University says,
“While the isolation of some indigenous communities has proved an advantage in
preventing transmission of the virus, this is a short-lived illusion, as the spread of
COVID-19 is very difficult to contain once it reaches the villages and towns where
indigenous people live. Many of these places lack reliable health care services and a
secure food supply, even in the best of times” (WPR).
Basic safety measures such as washing hands regularly proves difficult where the water
supply is limited or sparse, and maintaining physical distance from others is hard when there
are extended family members sharing a cramped living space. Indigenous people also have
varied and limited understandings of the origins and significance of illnesses, making it
difficult for them to diagnose and treat the illness. It does not help that the health
professionals who attend to indigenous patients who have contracted COVID-19 often lack
intercultural and linguistic training, and “many do not realize that many of their patients are
suspicious and even afraid of health facilities” (WPR). This understanding of how COVID-19
has affected indigenous people has been agreed upon by several experts, including Antonia
Manresa, lecturer at Simon Bolivar Andean University in Quito, Ecuador; Fernando Ortega,
professor and researcher at the Universidad San Francisco de Quito; Lucy Trapnell, consultant
on intercultural education in Peru; and Julieta Zurita, lecturer at the University of San Simon
in Cochabamba, Bolivia (WPR).
Natural Resources Destruction
“Indigenous people in the most remote regions of South America are under threat from
development,” the Inter-American Commission on Human Rights (IACHR) warned in 2014,
urging that inhabitants of these areas be left alone (Science X Staff). The human rights
organization wrote an 80 page report, where they said that these territories where indigenous
people live “were under pressure from logging, mining and road-building operations that
increasingly are bringing them in contact with the outside world” (Isolated Indigenous
Communities of South America Under Threat). The growing global demand for raw materials
has been a major cause for rapid economic development in South American countries over the
last decade, but much to the dismay of environmental and indigenous groups. Natural
resources demand in these areas is already high and continuously growing. The demand for
lumber, water sources, hydrocarbons, minerals, and fossil fuels generates “incursions of nonindigenous persons into their territories that put their existence at risk," according to the
Commission’s report. "If we cannot ensure protection against these incursions, we face the
risk of being witnesses to the complete disappearance of Indigenous Peoples in Voluntary
Isolation and Initial Contact in the Americas," it stated (Isolated Indigenous communities of
South America Under Threat).
The report is thorough, and cites cases of oil drilling in Bolivia, illegal logging in Brazil,
Peru and Ecuador, illegal mining in Venezuela, and cattle ranching and farming in Paraguay,
all in or near protected indigenous communities. According to the report, there are also signs
of these events in Guyana and Suriname, near their borders with Brazil. According to the
IACHR, more than 22.2 million acres have been set aside as protected areas, but in practice,
restrictions are often ignored, and enforcement is virtually non-existent. "If undesired contact
is prevented, most of the threats are eliminated and respect for the rights of the peoples is
guaranteed," the report said, urging the importance of the principle of no contact.
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Oil Operations
Oil companies have been and are continuing their drilling and extraction operations in
multiple areas of the Amazon Rainforest. In Peru, indigenous organizations have denounced
this and are now attempting to block road and river entrances to these indigenous
settlements, but there has been no government intervention thus far (Collyns et al.). There
are many factors that render indigenous communities vulnerable in the face of these oil
operations, including not just economic conditions, but health conditions that put them at
greater risk than societies that have been already acclimated to various diseases and illnesses
(Isolated Indigenous communities of South America Under Threat). For instance, anemia,
malnutrition, and diabetes are common ailments among Amazonian indigenous peoples in
northeastern Peru. Heavy metals that are toxic to the body are present in these people’s
blood, due to environmental contamination from mining activities and oil extraction.
(Rosaleen Howard)
Cattle ranchers
Cattle ranching has been a large factor in the disruption of indigenous people’s land,
lives, and society. It has ravaged almost all of the indigenous tribe of Akuntsu’s land, located
in Brazil. They had not been contacted by FUNAI, the National Indian Foundation in Brazil,
until 1995, and are considered an “isolated tribe” by the Brazilian government. Their
language is not understandable by any outsider, so the precise details of what happened and
their reactions may never be known.
However, when FUNAI contacted them in 1995, they found that cattle ranchers had
taken over the Akuntsu’s land, massacred nearly the entire tribe, and bulldozed their
dwelling down to try to cover up what they had done. Now, just four Akuntsu survive (Braun &
Survival International). One of the Akuntsu men still alive, Pupak, “still has lead shot buried
in his back, and has been recorded miming the gunmen who pursued him on horseback”
(Uncontacted Tribes: The Threats). He and his fellow Akuntsu now live alone in a fragment of
forest, all that remains of their former land (Braun).
Logging
Many remote areas that have been or are currently inhabited by groups of indigenous
people are being invaded illegally by loggers. The process often brings the loggers into
contact with the tribal people, causing many to die from disease or even be killed by them
(Uncontacted Tribes: The Threats). In Peru, remote areas inhabited by indigenous people are
also home to some of the world’s last commercially viable mahogany, and illegal loggers take
advantage, plundering these areas to reap a profit. The case of the Marunahua is an excellent
example of this. After forced contact with illegal mahogany loggers, their population and land
were decimated. One of the Murunahua survivors, Jorge, who lost an eye during first contact,
told a Survival International researcher, “The disease came when the loggers made contact
with us, although we didn’t know what a cold was then. The disease killed us. Half of us died.
My aunt died, my nephew died. Half of my people died” (Survival International).
The Murunahua were one of the groups that were harmed by contact with the loggers,
but the Mashco-Piro tribe awaits a similar fate if illegal logging practices continue with no
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intervention. “The loggers arrived and they drove the Mashco-Piro further upriver, towards
the headwaters,” said one indigenous man who has seen the Mascho-Piro numerous times.
“The loggers have seen them on the beaches, their camps, their footprints. The loggers
always want to kill them, and they have” (Survival International).
Missionaries
It is widely accepted that Christian missionaries are notorious in history for introducing
disease to various areas of the world, but they are not mentioned much in literature
describing Amazonian communities. Missionaries, who have been establishing initial contact
with native groups for the greater of five hundred years, still attempt to do so today (Philips).
In Peru, evangelical Protestant missionaries built a village in a remote part of the
Peruvian Amazon with the goal of contacting a previously self-isolated society in that region.
They succeeded, contacting four people, consisting of a man and three women. The man,
known as Hipa, told a Survival researcher about first contact: “‘I was eating peanuts when I
heard the missionaries coming in a motor-boat. When I heard the motor-boat’s engine
running, I said to myself, ‘What’s happening? A motor-boat! People are coming!’ When we
saw them, we went and hid deeper in the undergrowth. The missionaries called, ‘Come out!
Come out!’” (Survival International).
The New Tribes Mission, a fundamentalist missionary organization based in the United
States, carried out a mission to make contact with the Zo’é of Brazil in order to attempt to
convert them to Christianity. In the years 1982-1985, the missionaries flew over the Zo’é’s
villages, dropping gifts, and built a mission station only a few days’ walk from the villages.
They wanted to sedentarize the Zo’é around the mission, and the resulting concentration of
people caused disease to spread even more rapidly. Following their first face-to-face contact
in 1987, 45 Zo’é passed away from epidemics of respiratory disease, flu, and malaria that
were transmitted by the missionaries (Philips). The New Tribes Mission was unprepared, not
predicting this outcome, and could not provide proper medical care to the Zo’é. The native
group’s diet suffered because the sedentism caused a concentration of the villagers in one
area, which made the game they hunted become scarce (Uncontacted Tribes: The Threats).
As their health declined, the Zo’é were forced to become dependent on the missionaries for
food, shelter, and healthcare. In response, the government expelled the missionaries in 1991
(Philips). Since then, the Zo’é received proper medical care, have been left in peace, and
their population is increasing again.
Roads
Roads and development have caused the disruption of many indigenous people’s lives
in South America. In 1970, the Panará people of Brazil numbered between 350 and 400 people
and lived in five villages, which were laid out with complex designs and surrounded by
impressive gardens (Survival International).
A major highway was built through their land in the early 1970s, quickly becoming a
disastrous project to the Panará. Road builders enticed the native people out of the forest
with alcohol, and reportedly prostituted some of the women (Survival International).
Epidemics soon swept through the tribe and 186 Panará died. The survivors were airlifted to
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Xingu park, where more died. Soon after, only 69 Panará were left, meaning more than ⅘ of
their society had been killed due to the road building in just eight years (Watson).

Aké, a Panará leader who survived, recalls this time: ‘We were in the village and
everybody began to die. Some people went into the forest and more died there. We were ill
and weak and couldn’t even bury our dead. They just lay rotting on the ground. The vultures
ate everything.’ Between 1994 and 1996, those Panará that had survived returned to the part
of their land that was still forest. In a historic lawsuit, they sued the Brazilian government for
the conditions it had inflicted upon them. In October 1997, the Brazilian state was found
guilty of causing “death and cultural harm” to the Panará people and had to pay them
US$540,000 in compensation (Watson).
Colonization and Globalization
With the world’s population growing, the Awá are one of the few remaining nomadic
hunter-gatherer societies in Brazil. Their original land was among the forests that have been
devastated in the eastern Amazon rainforest. Today, they are surrounded by massive agroindustrial projects, cattle ranches, and colonist settlements. To’o, an Awá man, explained to
Survival International researchers how colonization is destroying their land and way of life:
“If the Awá Indians have to leave their land, it will be very difficult… We
couldn’t survive without forests because we don’t know how to live like white people
who can survive in deforested areas. For years we have been fleeing up these rivers,
with the whites chasing us, cutting down all our forest… The colonists around here
make things difficult for us because they hunt game too. We are getting cornered as
the whites close in on us. They’re always advancing, and now they are on top of us.
We are always fleeing. We love the forest because we were born here and we know
how to live off the forest. We don’t know about agriculture and commerce and we
can’t speak Portuguese. We depend on the forest. Without the forest we’ll be gone,
we’ll be extinct.
Every day as the white population by our reserve increases so do diseases like
malaria and flu, and we have to share the game with the settlers. They have guns, so
they kill more game than us. We are very worried about the lack of game and being
able to feed our children in the future” (Uncontacted Tribes: The Threats)
Attempts to protect Indigenous people

2017 CTI Conference
The Center for Indigenous Work (Centro de Trabalho Indigenista, or CTI) is a Brazilbased non-profit association, founded in March 1979 by anthropologists and indigenous
people. It consists of professionals with qualified training and experience in a relevant variety
of fields who are committed to “the future of indigenous peoples'' (Quem Somos). Its purpose
is to take direct action in indigenous land by developing projects based on the local demands.
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CTI “aims to help indigenous peoples take effective control of their territories,” as well as
help them understand the role of the government in protection and guarantee their
constitutional rights.
In June 2017, the CTI held a conference that they describe as “29 indigenous
organizations from across South America coming together in Brazil to slam governments for
failing to protect the lives and lands of uncontacted tribes – a situation they say is
tantamount to genocide.” In the conference, the “exponential increase” in violence against
indigenous people throughout South America were condemned, and the representatives
determined failures to properly protect these native groups’ territory as a form of genocide.
The Confederation of Indigenous Nationalities of Ecuador (CONAIE)
The Confederation of Indigenous Nationalities of Ecuador, or CONAIE, is Ecuador’s
indigenous protection agency. CONAIE has produced materials that are specifically adapted to
the country’s estimated 14 indigenous languages, including Quechua, Tsafiki, Shiwiar,
Waotededo and Awapit (World Politics Review).
Cultural Survival
Cultural Survival is a nonprofit organization that has been advocating for the rights and
empowerment of indigenous peoples since 1972. Their work is predicated on the United
Nations Declaration on the Rights of Indigenous Peoples, and supports indigenous peoples to
engage in international processes, national policies, and human rights bodies. On their
website, they elaborate, “We engage opportunities to leverage our experience and leadership
in advocacy, media, public education, programs, and in providing platforms to amplify and
empower the voices of Indigenous Peoples as they work to claim their rights to selfdetermination, their lands, cultures, and precious ecosystems that are essential to the whole
planet” (Cultural Survival).
In their work, Cultural Survival has created a network of partnerships with indigenous
communities spanning over 70 countries in 6 continents. Their saf and board is majority
indigenous, and they have held consultative status with the United Nations Economic and
Cultural Council since 2005 (Cultural Survival).

Anthropology Ethics
The American Anthropological Association’s Code of Ethics
The American Anthropological Association (AAA) is the largest and most well-known
organization of its sort among professional Anthropologists in America. The AAA is committed
to ensuring anthropologists have access to quality information regarding best methodological
and ethical practices. These core ideals are written as concise statements for the use of
anthropologists in their everyday professional lives. Each principle is followed by a brief
description that places it in the broader context of anthropological work, as well as
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resources. All of this is an effort to assist anthropologists in difficult ethical situations, as well
as any new situations that may arise during the pursuit of study and knowledge.
The Association’s Principles of Professional Responsibilities include:
●
●
●
●
●
●
●

Do No Harm
Be Open and Honest Regarding Your Work
Obtain Informed Consent and Necessary Permissions
Weigh Competing Ethical Obligations Due Collaborators and Affected Parties
Make Your Results Accessible
Protect and Preserve Your Records
Maintain Respectful and Ethical Professional Relationships

The issue with ethics in the realm of anthropology is that it is perceived as abstract
and intimidating at times. What may not have much relation to the daily activities of other
researchers, students, teachers, and practitioners, proves vital to anthropology. Discussions
of moral principles such as justice, nonmaleficence, beneficence, and autonomy are a staple
of anthropological research. These heavy, and sometimes confusing, topics arise because
rather than studying unconscious beings or processes, anthropologists must face the human
psyche, a very complicated and varied entity. The role of a journalist in the field can also
face these challenges.
Because of its abstract nature, ethics can sometimes become a debate in
anthropology. In Joan Cassell and Sue-Ellen Jacob’s Handbook on Ethical Issues in
Anthropology: Introduction, they explain, “On occasion, the concept of ‘ethics’ is used as a
weapon: my beliefs differ from yours, therefore you are unethical.” The motivation behind
this stance on ethics is a wish to improve or reprove the behavior of others. Therefore, having
a “Code of Ethics” works as a mechanism to help govern the behavior of those who hold
different beliefs as them. “Unfortunately, as historians and ethnographers have documented,
the attempt to control others in the name of morality is more likely to lead to confrontation
than moral improvement,” Cassell and Jacob expound. This sort of conflict can also be found
in journalism.
There are various pressures coming from multiple sources in modern fieldwork,
pressures that the AAA describe as “severe.” They can influence an investigator, whether
anthropologist or journalist, to treat the host population as test subjects rather than fellow
human beings whose autonomy should be respected. It is human nature that when under
pressure, such as while completing a graduate degree or having to submit a prompt report to
an employer, one may neglect to consider the consequences or other factors that may
influence others.
As put on the AAA website, “Convictions, leading presumably to the abstract and
universal benefit of humanity, can be used to justify the violation of agreements entered into
with good faith on both sides.” In other words, one may find it easy to overlook some
consequence for an individual, when searching for the betterment of the majority. In
fieldwork specifically, situations may arise that are so complex and involve so many different
parties with different motivations, that it becomes difficult to discern what the ‘right thing’
is.
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AAA Committee on Ethics
In February 2001, the AAA Executive Committee asked the AAA Committee on Ethics to
develop a plan for developing guidelines concerning ethical behavior in the field. Among the
issues addressed was the impact of material assistance to study populations. In October, the
Committee on Ethics reached the conclusion that it did not see a need for additional
guidelines (Luong). The reason is the 1998 AAA Code of Ethic already provides guidance on the
five ethical issues in the job. Ultimately, the COE decided to write briefing papers on those
ethical issues instead of rewriting them.
In the briefing papers, the COE recognizes “the need for anthropological researchers
to provide some material assistance to individuals and groups in study populations,” as well as
to avoid any negative impacts of that assistance (Luong). The AAA Code of ethics does not
specifically discuss the impact of anthropological researchers’ material assistance on study
populations, but rather has provided general guidelines regarding the responsibilities of said
researchers that ensure they are not harming the people whose lives and societies they study.
However, these guidelines did not specifically say anything regarding affecting the society
itself, whether through exposure and influence of other cultures, the use of other languages
than their own, or any introduced techniques or customs.
In the COE’s briefing paper, they elaborate, “In conformity with the AAA Code of
Ethics, despite its normally limited scope, material assistance to the study population should:
●

Avoid exacerbating conflicts within the study population or conflicts of the study
population with other populations.

●

Avoid increasing the health risks of the study population or other populations.

●

Avoid markedly disrupting social relations within the study population.

●

Avoid damaging local archaeological, fossil, and historical records.

●

Avoid negative impacts on the environment of the study population.

●

Anthropological researchers may not be able to foresee all the consequences of their
material assistance to study populations. But in order to minimize harm and to
contribute to the well-being of the study population and the conservation of its
environment and heritages, the material assistance should be based on researchers' best
professional knowledge of the study population in its historical, social, physical
environments, as well as on careful consultation with other experts and with as many
potentially affected individuals as possible” (Luong).

Journalism Ethics
Society for Professional Journalism
The most widely accepted and known code of journalism ethics in the United States is
The Society for Professional Journalism (SPJ) code of ethics. “Members of the Society of
Professional Journalists believe that “public enlightenment is the forerunner of justice and
the foundation of democracy” (SPJ). Ethical journalism strives to ensure the free exchange of
information that is accurate, fair and thorough. The SPJ Code of Ethics is a statement of
abiding principles supported by additional explanations and position papers that address
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changing journalistic practices. It is not a strict set of rules for those who are members, but
rather a guide that encourages all who engage in journalism to take responsibility for the
information they provide and how they acquire that information. As they state on the
website, “The code should be read as a whole; individual principles should not be taken out
of context. It is not, nor can it be under the First Amendment, legally enforceable.”
The Society declares these four principles as the foundation of ethical journalism and
encourages their use in its practice “by all people in all media”:
●

Seek Truth and Report It

●

Minimize harm

●

Act Independently

●

Be Accountable and Transparent

These four principles have extensive explanations behind them, many of which are
similar to those of a scientific anthropologist. Among the first principle, “Seek Truth and
Report It,” there includes:
○

Verify information

○

Use original sources whenever possible

○

Neither speed nor format excuses inaccuracy

○

Provide context

○

Correct information throughout life of a news story

○

Identify sources clearly

○

Recognize a special obligation to serve as watchdogs over public affairs and
government

THE INTERNATIONAL FEDERATION OF JOURNALISTS (IFJ)
The International Federation of Journalists (IFJ), established in 1926, is a global
organization representing associations in over 140 countries. IFJ supports journalists within
the United Nations system and within the international trade union movement. In 1954, they
published the IFJ Declaration of Principles on the Conduct of Journalists, known as the
“Bordeaux Declaration.” In 2018, they completed this document with the IFJ Global Charter
of Ethics of. Journalists. In it, they establish that “The right of everyone to have access to
information and ideas, reiterated in Article 19 of the Universal Declaration of Human Rights,
underpins the journalist's mission” (Global Charter of Ethics for Journalists). Within their
charter of ethics, the most relevant points are as follows:
●
●

Respect for the facts and for the right of the public to truth is the first duty of the
journalist.
The journalist will respect privacy. He/she shall respect the dignity of the persons
named and/or represented and inform the interviewee whether the conversation and
other material is intended for publication. He/she shall show particular consideration
to inexperienced and vulnerable interviewees.
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●

Journalists shall ensure that the dissemination of information or opinion does not
contribute to hatred or prejudice and shall do their utmost to avoid facilitating the
spread of discrimination on grounds such as geographical, social or ethnic origin, race,
gender, sexual orientation, language, religion, disability, political and other opinions.

Global press
Global Press is a relatively new organization, founded in 2006 to “offer a counterpoint
to the disaster-driven narrative that the 24-hour news cycle prioritizes and legacy media
perpetuates” (Global Press). Self-described as the future of international news, they have a
network of professional local reporters who work to produce journalism that is accurate, rich
with integrity, and features local voices and deep context.
“Our model enables local journalists to change rote media narratives. All Global Press
journalism and business operations strictly adhere to the organization’s four core values:
dignity, diversity, transparency and excellence. Our core values allow us to prioritize
accuracy over speed and human dignity over click-bait headlines'' (Global Press). They have a
few practices which are quite interesting and unique, that are in the efforts of seeing the
world differently through journalism. All stories are published in the reporter’s local language
as well as English, to serve both local and global readers. They also have a style guide that is
specific to their model. While most journalists adhere to AP style, tier journalists have an
additional layer of ‘rules’ that are put into consideration when writing. They describe the
guide as “a living document that establishes rules for referring to the people and places
around the world where Global Press Journal reporters work” (Global Press). For the purpose
of this paper, here are some relevant excerpts from the Global Press Style Guide:
indigenous/native
This is a deviation from AP Style.
Rule:
Use the verified formal name of an individual, group or tribe on first reference. Do not use
indigenous or native in place of a verified formal name of a group. Only use the terms when
the provenance of a person, group or plant has been verified. Sources should always be
allowed to self-identify, but descriptions of people should be as precise as possible. The term
is acceptable in quotes.
Rationale:
Precise references promote reader clarity and source dignity. (Global Press Style Guide)
Native American tribes/tribal nations/First Nations
Rule:
Use precise names when referring to sovereign or formally constituted nations. These terms
are not necessarily interchangeable.
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Rationale:
Precision is required when referring to tribal nations because of the wide variety of cultures
and languages among those groups. As sovereign or formally constituted nations, each group
or tribe is most accurately referred to by its specific name. (Global Press Style Guide)
tribe(s)
This is a deviation from AP Style.
Rule:
Use the word tribe when referring to a specific group of people who collectively self-identify
as such. Always include the tribe’s name, along with descriptive context related to the tribe’s
area, culture and geopolitical conditions. Do not refer to a tribe as belonging to a country.
Rationale:
Precisely referring to tribes ensures that people and contexts are described accurately.
Imprecise words and phrases, such as ethnic and ethnic group, foster confusion, deprive
sources of adequate affiliation and jeopardize reader clarity” (Global Press Style Guide)
These Ethics in the Realm of South American Indigenous Peoples
With each of these points, there is further discussion. One section explains that in
journalism, one must “Boldly tell the story of the diversity and Magnitude of the human
experience. Seek sources whose voices we seldom hear.” This can apply to a wide variety of
types of diversity, aspects of the human experience, and voices heard, but in the context of
indigenous peoples of South America, it proves a confusing statement.
Remote indigenous peoples certainly have “voices we seldom hear,” and exhibit the
diversity and magnitude of human life. Yet, in the effort to “boldly tell the story” of these
people, the journalist must recognize a different principle: Minimize Harm. By contacting the
groups at all, they may be putting them at risk of disease, or at the very least, harming their
society by forced exposure to the outside world. If they were doing a story on one of these
tribes, there would be a lot to consider, just as the anthropologist has a lot to consider. The
Journalist Toolbox, one of the resources listed on Steve Buttry’s list of resources for
Journalism ethics, offers several resources to find a wide range of experts from all
backgrounds and cultures (Buttry). As with any situation or article, it remains the
responsibility of each journalist to evaluate the credentials of the sources they include in
their stories. However, reaching out to experts and leaving the research to the professionals
is one way that journalists can boldly tell the story, while minimizing harm. Also in the
further discussion of the first principle, the SJP states, “Avoid stereotyping. Journalists should
examine the ways their values and experiences may shape their reporting.” This statement
holds true in any context while reporting, but is relevant when regarding a group of people
that are arguably one of the least known cultures in society which creates a certain ‘mystery’
surrounding them, and who have been so vehemently stereotyped in the past.
Under the description for “Minimize Harm,” the SPJ states that it is crucial for
journalists to “Balance the public’s need for information against potential harm or
discomfort, because pursuit for a story is not “a license for arrogance or undue intrusiveness”
(SPJ). In a post to the Society’s Ethics Committee blog, Andrew Seaman, the outgoing
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chairman of the SPJ ethics committee, examines the line journalists walk between harm and
serving the greater good. “A primary care doctor may prescribe medicine that causes side
effects to control an even worse condition,” he writes. “Likewise, journalists may cause
disruption in families, communities or countries to achieve their mission” (Seaman). This
caveat largely depends on the context, including what specific disruptions are needed and
what exactly their mission is. In a lot of cases, the questions may be raised of “Is the
disruption really ‘needed’?,” “Is there not a way to achieve their mission without the
disruptions?” and “is the mission worth it?” These questions can weigh heavily on a
journalist’s mind, much like the dilemmas that anthropologists face in the field. Similarly, the
answers to these questions are very vague and cannot be answered with simply fact, but
instead rely on a wide range of philosophy and ethics. “I often tell people that the words
legal and ethical are not synonyms. Just because a journalist is legally allowed to do
something doesn’t mean it’s the right thing to do,” says Seaman.

Journalism in South America
Latin Americans are experiencing an interesting point in time, having both an
unprecedented era of democracy and a spike in the production of investigative journalism.
Investigative journalism as a career holds multiple conundrums of ethical decision-making,
because of the “techniques used and consequences of its content” (Joyce, et al.). In a study
titled “Ethical perspectives in Latin America’s journalism community: A comparative analysis
of acceptance of controversial practice for investigative reporting,” Joyce and her
counterparts analyze ethical interpretations in the region’s investigative journalism
community through survey results from 20 Latin American and Caribbean countries.
They state, “Our findings highlight the prevalence of a deontological perspective to
ethics, with the majority of the respondents rejecting the use of soft-lies as investigative
techniques.” This indicates a journalist’s desire to remain completely truthful and adhere to
the facts. The study found, however, variability in ethical perspective within Latin America
and Caribbean’s geo-cultural regions, with Central America and the Caribbean region being
opposed to soft lies, while Brazil and the Southern Cone (Brazil, Chile, Argentina, Paraguay,
Peru and Uruguay) show more leniency toward controversial practices. In general though,
“when it comes to source-related controversial techniques, the journalism community in the
region overwhelmingly rejects such practices'' (Joyce, et al). For the purpose of this paper, it
remains important to define and understand what journalism is like in South America,
because journalism does have its differences depending on where in the world one is.
Understanding how journalists in South America work helps us to understand how a local
journalist would handle a story on native tribes. As a North American journalist, one must
understand the slight differences to work together better for the greater good. Understanding
local journalists’ concerns also provides a good base to understand what concerns one may
run into as a foreign journalist.
International Worlds of Journalism Study
There are several interesting and relevant factors to be found in the survey data
collected in the International Worlds of Journalism Study. In the study, they took probabilistic
samples of journalists in seven Latin American countries: Argentina, Brazil, Chile, Colombia,
Ecuador, El Salvador, and Mexico. It is the most complete panorama to date of contemporary
Latin American journalists, their work conditions, and their beliefs. These beliefs include
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their ethical frameworks, levels of trust in social institutions including the media system
itself, and changes in journalism practice. Understanding these beliefs and work conditions
helps a foreign journalist to achieve a better grasp on how local journalists are already
reporting on indigenous communities, as well as their motivations and ethics. This plays into
how well the foreign journalists’ products are received by local journalism, and gives an idea
of any concerns that may arise while working alongside local journalists.
According to the results, 35% of journalists in South America work in an informal labor
situation, meaning they may not have legal backing for what they do or have incentive to
stick to a code of ethics. Similarly, in the United States, less than 20% of the population
believe that the media can report the news unbiasedly (Science Advances) and 62% of them
believe that social media has too much control over news distribution (Pew Research Center).
Even more concerning, data journalism statistics in the United States show that only 25% of
journalists believe that they are well-equipped to interpret statistical sources (Nieman Lab).
What this shows is that journalists in general are not receiving the proper training and not
being held to a high standard of ethical journalism practices.
This lack of a strong journalistic foundation can easily result in unethical journalism
practices. Another result to note is that journalism does not appear to be a lifelong career for
most journalists in Latin America. Nearly two-thirds of the study population have less than 10
years of professional experience, and only one fifth had between 10-20 years of experience,
with the average length of career being almost 11 years. This result can mean that journalists
in the surveyed countries may not have as serious commitments to their career in journalism,
and therefore may not put the same kind of weight in journalistic codes. Along the same vein,
less than a third of the interviewed journalists were members of a professional association.
This is another indicator that many journalists in South America do not have a governing body
to provide them with an ethical framework, or to hold them accountable. The authors of the
study believe that “This masks a variation that reflects wariness of cooperation in
organizations.”
Earlier in this paper, it was declared that private media ownership can alter the biases
and motivations of a journalist. Regarding media ownership, more than three-quarters of the
respondents worked for private media, and as far as the reach of media, more than one third
of journalists worked for national media. What this reflects is that the majority of the focus
in the media in Latin America is on a national scale, rather than a local scale. While this is
the hierarchy that journalism tends to take elsewhere, it still betrays the lack of concern or
coverage of local events, which is where illegal natural resource destruction, a remote tribe,
or small contacts would be most likely to surface. The generalization of these events may be
used as national media, but by generalizing and nationalizing them, the media tends to leave
out important information such as names of the illegal companies, names of the tribes. This
leads to a depersonalization of these events, when they could be happening right outside the
borders of the town in which a person is reading about it.
In further analyzing the many outcomes of this study, there are more statistics that
are relevant to the issue of reporting on indigenous peoples. The functions of journalism most
valued by journalists in Latin America are ‘report things as they are’ and ‘provide analysis on
current issues.’ These results contrast with those of Mellado et al. (2012), obtained in the
first wave of the WJS project (2007-2011) in Latin America. In this study, Mellado et al.
determined that the most supported roles by Brazilian, Chilean, and Mexican journalists were
the professional values of detachment, and being a watchdog of the government and business
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elite. The results of this survey, published more recently in 2017, show more consensus
between countries.
Of all the proposed functions of journalism, providing entertainment and relaxation to
the public was one of the least supported and most controversial among the countries. This
result reflects the perceptual differences of Latin American journalists from journalists in
countries such as Great Britain, where Thurman et al. (2016) reported in their national
analysis in the WJS project that providing entertainment and relaxation to the public was one
of the five most important functions among journalists. This is likely a combination of
differences in culture, national values, and the political, social, and economic affairs taking
place in each area.
A large component of why there are still so many threats to the existence of
indigenous peoples is the lack of governmental enforcement, as well as underlying economic
and political agendas. Pressured by globalization, South American countries have been cited
as putting economic and political agendas ahead of those concerned for more humanitarian
ideals. Journalists, according to the research, act as supporters for national development
through their unique position to influence citizens and establish certain agendas. They
purposefully stray from adopting a political orientation that defines them as either allies or
opponents of the government, but therefore create their own agendas in the process (Oller,
et al.). With this relationship between journalists and political actors in mind, there are
evident differences in perceptions of the interventionist role among different country’s
journalists, as seen in the Worlds of Journalism Study. Ecuador stands out as the country
where journalists offer greater support to the government, and journalists in Brazil are the
poorest supporters of interventionism. This means that these countries are more in favor of
neutralism when it comes to journalism, and do not intervene as often with the government.
This is interesting to note because Ecuador and Brazil both hold part of the largest land
masses of the Amazon rainforest, and therefore are home to a relatively high number of
Amazonian tribes. So, because journalists here are more inclined to neutralism, they may
report on these societies more truthfully and unbiasedly.
The journalists in Latin American countries in the study almost unanimously agree that
journalists should always adhere to the codes of professional ethics, regardless of situation
and context. The top three countries to adhere to this are Ecuador, Mexico, and El Salvador,
which is interesting because those are the same three countries that most strongly believed
that ethics in journalism are a matter of personal judgement, indicating an acceptance of
individual ethics codes. Further, this part of the study elaborates that “Colombian journalists
most strongly reject the use of controversial reporting methods in general.” This result shows
that modern journalists in Colombia find it critical to respect ethical standards. According to
Virtue et al. (1994), in the last decade of the 20th century, 78% of journalists in their study
found serious ethical issues among their colleagues, while 22% said ethical standards were
high with a few exceptions. While these statistics reflect journalism in these areas from over
twenty years ago now, evidently there are still high percentages of ethical concerns in the
last five years, showing that there is still a lot of positive growth to be done for the
journalism industry in South America.
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Federación de Periodistas de América Latina y el Caribe - (Federation of Journalists of Latin
America and the Caribbean)
While the Society of Professional Journalism helps to govern journalists in North
America, there are similar organizations in South America that help to create a cohesive,
effective, and ethical framework for journalists. The Federation of Journalists of Latin
America and the Caribbean (FEPALC) is the regional organization of the International
Federation of Journalists (IFJ), whose main objective is “the protection of workers' social and
labor rights and the unity of action among journalists' organizations” (IFJ). FEPALC works to
create and maintain a healthy media environment, “within a framework of democracy,
freedom and the right to information, the free and safe exercise of journalistic activity and
the full exercise and guarantee of human rights” (FEPALC).
FEPALC’s code of ethics is very similar to SPJ’s code of ethics, including articles that
vouch for
●
●
●
●
●

the liberation of mankind and of peoples.
The journalist must not use his profession to denigrate or humiliate human dignity.
The journalist will champion the survival of ethnic minorities and their right to be
integrated and associated in the development of the country.
The journalist is required to defend the right to, and exercise of, freedom of expression
for all sections of the community, especially those on the margins of society.
The journalist is expected to champion the sovereignty and the territorial integrity, the
symbols, history, culture and traditions of the motherland.

Code of Ethics of the Latin American Federation of Journalists (FELAP)
The Latin American Code of Journalism Ethics was established by the Latin American
Congress of Journalists in the mid-1980s. A 1985 FELAP survey demonstrates that the state
continues to wield a generous amount of power over the media in most Latin American
countries (Code of Ethics of the Latin American Federation of Journalists). In their Code of
Ethics, FELAP elaborates that “Due to the nature of the profession, the journalist has political
and ideological responsibilities, which influence the conscience of the masses, and those
responsibilities are unavoidable and constitute the essence of the journalist’s social function”
(Code of Ethics of the Latin American Federation of Journalists). These responsibilities of a
journalist are recognized by a large majority of journalism organizations around the world.
The organization goes on to recognize that it is a difficulty to apply an ethical standard to a
system that is privately owned, “where news is converted into merchandise” (Code of Ethics
of the Latin American Federation of Journalists).
FELAP is sure to make clear that they believe in moral progress, and that along the
progression of history, humanity has expressed many ethical viewpoints which “express
common interests and are beneficial to the human race” (CITE). They elaborate that
individual moral freedom is dependent on those individuals making a conscious effort to
advance social interests, and that “professional ethics can be achieved within the context of
the battle to achieve a truly free press in our nations.”
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The Yanomami: A Controversy
The Yanomami people and the studies conducted about them are the largest and most
well-known controversy in anthropological history, as well as an excellent example of how
journalism can become intertwined with anthropological debates. Napoleon Chagnon (19382019) was an American anthropologist from the University of Missouri who ended up becoming
one of, if not the most, well-known and controversial anthropologists in the country. He was
the man to study the Yanomami people of northern Brazil and southern Venezuela. Chagnon’s
studies led to his book Yanomamö: The Fierce People, which has become the best-selling
anthropology text ever, selling nearly a million copies since it was first published in 1968
(NYT). In his book, Chagnon argued that aggression was genetic, claiming that the Yanomami
“live in a state of chronic warfare,” and that their social structure revolves around sex. This
claim was instantly up for debate among anthropologists and became one of the most
contested moments in anthropology history. Many colleagues accused Chagnon of
exaggerating or even fabricating events, and leaving out other parts of their culture and
society. Every detail of his book went under scrutiny, even including the translation of the
name. One colleague stated, “Those who refer to the group as Yanomamö generally tend to
be supporters of Chagnon’s work. Those who prefer Yanomami or Yanomama tend to take a
more neutral or anti-Chagnon stance” (Eakon).
Unfortunately, with the wide popularity of the book, there seemed to now be an
image of these South American tribes as violent and inhuman, despite the blowback from the
anthropology community. All of this simmering criticism erupted when the journalist Patrick
Tierney released Darkness in El Dorado in 2000. The book accused Chagnon of grave offenses:
rousing violence, fabricating data, staging documentary films, and participating in a
biomedical expedition that may have caused or worsened a measles epidemic that resulted in
hundreds of Yanomami deaths (Silva). Thousands of pages of discussion ensued, including
position statements from the University of California, International Genetic Epidemiology
Society, University of Michigan, and organizations in Argentina and Brazil (Hume). But after
all of this, including an investigation by the American Anthropological Association, there is no
solid proof of what, if anything, Chagnon did wrong in his studies. While Tierney’s book was
initially met with a positive reception, the ensuing later investigations by the AAA ultimately
found many of his main allegations against Chagnon to be false (Laden). Later in 2013,
Chagnon released his book Noble Savages: My Life Among Two Dangerous Tribes -- the
Yanomamö and the Anthropologists, which both recounts his time with the Yanomami and the
harsh debates surrounding his life’s work. This decades-long exchange serves as an example of
what happens when a journalist is looking to write a good story rather than sticking to the
codes of journalism and searching for the facts.

Conclusions
At the time this paper was written, the world is mid-global pandemic, and nothing has
proven more to this generation how interconnected the world is, not just physically, but
emotionally. With vast arrays of culture, dialects, and nationalities, we all still have one thing
in common: H. sapiens, being human. As humans, we have invented economy, social classes,
politics, governments, the harnessing of energy, and the technology needed to do so. With all
of these, we have international economics and politics that play a huge role in what various
countries prioritize and invest in, or avoid and disapprove of. All of these larger notions
manifest in the smallest ways, in the smallest communities. There are just four Akuntsu left,

19
yet their demise was contingent on cattle ranching, an industry which took such extreme
measures because of the pressure on agrobusiness for the economy in those countries. The
levels of globalization the world is experiencing today has many benefits, but also is forcing
more and more people of different backgrounds to interact. This includes the indigenous
peoples of South America.
Throughout the course of my research for this paper, I have discovered that if one is to
generalize a population, one is going to find general results. What I mean by that is because I
looked at indigenous peoples of South America as a whole, it leaves out very important
deterministic factors that may come into play in each individual tribe. Culture is diverse,
especially on a global scale, but even in looking at what I thought to be a more specific group
of societies, there appears to be an endless number of situations that may arise, with an
infinite number of ways to handle them. There are, however, several takeaways from this
research.
The first takeaway, as hinted in the last paragraph, is that one must thoroughly
determine the specifics and context of each project and treat it independently. Not all
techniques will work in every situation, and some situations may call for a brand new,
innovative technique that best matches the people and place with which one is reporting on.
The interview techniques that may work with one tribe because they are open and curious as
a people may not work with another set of people who may require some sort of incentive or
proof of trust first. Much like the difficulties anthropologists can face in the field when
determining the most ethical practice, a journalist must face each ethical dilemma as a brand
new one.
In treating each dilemma as a new one, the journalist must have as complete an
understanding of the situation as possible. Through this research, it has become evident that
having context and professional opinions provide a very important facet to a journalist’s
work. In some cases, for some articles, it is easy for a journalist to simply go in blind and
expect the sources to provide all the information needed, and to just do a simple write-up
from that. What this research has shown me, however, is that every situation, no matter how
seemingly insignificant or simple, can have a much more important context. By reaching out
to professionals in whatever subject the journalist is reporting on, the resulting article can
have much more accuracy, as well as a clearer reason as to why the article should exist in the
first place. Similarly, there is a need for the journalist to contact several sources from several
sides of whatever they are reporting on. With reporting on South American indigenous
peoples, one cannot report what a logger or road builder says without reporting what the
native people have to say, and also should not report a medical professional without getting a
local perspective to go along with it. Having the widest variety possible of sources ensures
that the journalist gets the most rounded view of the situation.
My last observation from this research, although there was certainly other various
knowledge gained, is that it is important to retain the basic codes of journalism that one finds
in all of the versions, no matter the country, situation, or how journalism works there. Of
course, there is some disagreement about what the most important codes are, and that is why
there are so many out there, but there are some codes that are apparent in nearly all the
journalism code of ethics. The very simple four that the SPJ puts forth sum up all of those
succinctly and accurately: Seek Truth and Report It, Minimize Harm, Act Independently, and
Be Accountable and Transparent.
Especially in the modern era, when the most well-known examples of journalism in
media are becoming increasingly more politically motivated or outright biased, I find it
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increasingly vital to stick to finding the truth, however confusing that truth may be. My
personal motivations behind my career in journalism also have become cemented with this
paper, being that some of the most essential functions of journalism are to act as a watchdog
and give a voice to those who are seldom heard. With this, it is still important to try to
remain unbiased, but there is a difference between becoming biased, and reporting whatever
true injustices may be happening. Reporting that oil companies are encroaching on native
tribes’ land and are subsequently responsible for disease outbreaks is not a biased attempt at
condemning the oil companies, but rather reporting what is happening. Still, a journalist
should not choose facts or events to suit whatever message they are trying to send, something
that Tierney was accused of in his book that challenged Chagnon’s book. The irony in this
particular example is that they each were accusing the other of not portraying the whole
truth. So, in any future projects going forward, it is essential to do everything in my power to
find the indisputable truth, not just my truth, and to be willing to edit or retract those
findings as new information comes to light.
One of my favorite quotes I found in the course of my research was from the Latin
American Code of Journalism Ethics. It reads, “[Journalism] regards moral conscience as a
form of social conscience, a concrete historical product, determined by the economic
structure, and which is therefore changeable and dependent upon the norms of the dominant
sectors” (MediaWise). This quote does an admirable job at summing up what it took me
hundreds of hours of work to say: that journalism is a career rooted in ethics, and that it is
not as simple as writing articles and getting paid, but instead is immeasurably entangled with
society, history, and the economy.
My personal future experiences may not ever bring me into the depths of the Amazon,
but it will hopefully have me interacting with many cultures and societies, some very
different from my own. My future work may also bring forth some ethical dilemmas, when
what is ‘right’ is not quite apparent. In these cases, my previous thorough examination of the
situation aided by professionals will help in reaching a decision, but I must also stay true to
the core ethics of journalism, as well as trust my own judgement. When I first came up with
the idea for this paper, I was determined to find a definitive set of ethical codes to trust in
any situation, to find ‘the truth,’ but what I have found is that much like ethics, ‘the truth’ is
up to interpretation depending on so many factors. So in the end, the biggest thing I can do is
try my best to find and understand those factors, before any ‘truths’ are determined.
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Abstract
In this systematic review of the literature on literacy-based behavioral interventions (LBBIs),
ten selected articles were compared to the Quality Indicators prescribed by the Council for
Exceptional Children (CEC). There were eight main categories of standards which included 1)
context, 2) participant characteristics, 3) description of the intervention, 4) how it was
implemented, 5) if the implementation had fidelity and 6) validity, 7) outcome measures, and
8) data analysis. Each of the studies was evaluated according to these indicators by using a
coding chart. Results indicated that LBBIs can be considered an evidence-based practice
according to the CEC standards.
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Literacy-Based Behavioral Interventions: A Review of the Literature
Interventions that target skill acquisition or behavioral modifications can increase
student progress in academic and functional skills. Many types of behavioral interventions
exist, such as discrete trial training, positive behavioral support systems, and more. To best
implement such interventions in the classroom, it is important to have a comprehensive
understanding of what they entail. Furthermore, it is important to know whether the efficacy
of interventions have been proven in the literature. In this paper, literacy-based behavioral
interventions (LBBIs) will be examined according to the Council for Exceptional Children (CEC)
standards to determine if they meet the requirements for being an evidence-based practice.
The term LBBI was coined by Bucholz and Brady (2008). In their work, LBBIs are
defined as interventions that use pictures and print to teach new skills. The implementation
of LBBIs also includes elements of behavioral rehearsal (Brady, Hall, & Bielskus-Barone, 2016).
Behavioral rehearsal is when a learner performs the skill being learned in a standard way
(Dorsey et al., 2017). When implementing such interventions, the text is read to the student
as they look at the pictures; then, there is an opportunity to practice the skill. Practicing
skills is essential to the efficacy of the intervention. The combination of reading, followed by
monitored practice, is a strong tool with which teachers can successfully implement LBBIs
with their students.
Historically, behavioral interventions that utilize pictures and visuals have been used
in the context of social stories. Social stories were developed by Gray and Garand (1993), and
they were originally created to help students with autism progress towards desirable
behavioral outcomes. With a strict structure for writing them and a stringent formatting
process for the written/visual combinations, many teachers find these kinds of interventions
too difficult or time-consuming to implement in their classrooms. Social stories are required
to meet certain criteria that include descriptive, directive, and perspective sentences
meaning that these stories must have the correct ratios of first-person language, imperative
instructions, and adjectives used to describe the actions (Gray & Garand, 1993). Additionally,
it is recommended by Gray et al. that social stories fit on one page and not include
illustrations. Furthermore, the literature shows that social stories have varying degrees of
success. Much of the research shows these interventions lacking data to support the efficacy
of their use. Other research regards social stories as having “low external validity” (Reynhout
& Carter, 2006) and considers these interventions to be “questionably effective” (Wahman et
al., 2019). These varying levels of efficacy should be noted when considering the use of social
stories.
LBBIs are an outgrowth of social stories developed by Bucholz and Brady (2008) when
the need arose to find a teacher-friendly alternative to the rigid structure of social story
interventions. In contrast, LBBIs encourage images, may be shorter or longer than the typical
social story, and emphasize practicing the new behavior rather than simply reading the story
(Bucholz & Brady, 2008). While social stories are a type of LBBI, all LBBIs are not social
stories. Still, LBBIs carry the same purpose as social stories— to implement interventions that
initiate positive behavioral outcomes in students who are lacking certain academic or
functional skills sets or who may be demonstrating undesirable behaviors.
According to the research, LBBIs can be utilized to teach a multitude of behavioral
skills including first aid skills, daily living skills, and employment skills (Brady, et al., 2008;

Brady, Honsberger, Cadette, & Honsberger, 2016; Kearney et al., 2018). These studies
included teaching students how to bandage wounds, how to make peanut butter and jelly
sandwiches, and how to request materials in the workplace. In each of the studies, the
students who received the interventions had either intellectual disabilities, developmental
disabilities (IDD), or both. In each of the studies, the LBBIs were shown to be effective
interventions. The results of many of these studies indicated that LBBIs in these isolated
scenarios had a high level of efficacy.

CEC Standards
With this mounting evidence, it appeared that LBBIs might qualify as an evidencebased Practice (EBP). To determine this, a systematic review of the literature was conducted
using the CEC standards. The Council for Exceptional Children (2014), is “an international
community of professionals who are the voice and vision of special education.” The CEC has
published a set of standards, called quality indicators, that help researchers and practitioners
alike determine whether certain practices qualify as evidence-based. Other research has been
done using these standards to prove that strategies and techniques, such as the Universal
Design for Learning, is an evidence-based practice (Division for Early Childhood, 2014).
To determine if Literacy-Based Behavioral Interventions were evidence-based
practices, we utilized the CEC standards for evidence-based practices (EBP) as used by Cook
et al. (2019).
The CEC listed eight main standards that researchers must address if they want to
show that the intervention of question meets the EBP criteria. A brief overview of these
standards is provided. The rating table for article analysis was developed based on the
standards provided by the CEC. If the study met the criteria set by the CEC and the criteria
set by the researchers, then the article might be considered an evidence-based practice for
the purpose of this systematic review of the literature.

CEC Quality Indicators
1.0 Context and setting are provided.
2.0 There is enough information to identify the population of participants.
3.0 The medium delivering the intervention is detailed.
4.0 The intervention is described thoroughly.
5.0 The practice is implemented with fidelity.
6.0 Internal validity (independent variable is controlled by the experimenter).

7.0 Outcome is measured to demonstrate the level of efficacy held by the intervention.
8.0 Data analysis (reports on effect size).

Method
Understanding the research on the topic of LBBIs was important because it was
essential to have a comprehensive overview of the research and compare the efficacy of the
studies individually. Using a three-phase method, a systematic review of the literature was
conducted. In this study we asked the question:
1) Are literacy-based behavior interventions an evidence-based practice when analyzed
using the CEC standards?
Phase one
The first phase of the systematic search was conducted through a hand search. The
electronic hand search included two databases: EBSCO and Google Scholar. The following
terms were used to find relevant articles: “Literacy based behavioral interventions” or
“literacy based behavioural interventions” or “LBBI” or “LBBIs." The search was limited to
peer-reviewed articles published in English between 2008-2018. Articles that utilized these
key terms were pulled for further analysis as long as the acronym stood for literacy based
behavioral/behavioural interventions. Twenty articles were identified during phase 1 and an
initial table was developed for the articles (see appendix A).

Inclusion Exclusion
For phase one of the study, Google Scholar and EBSCO were systematically searched to
find articles that fit the criteria defined by the researchers. In this part of the search, an
article could only be included if it included the key terms “literacy based behavioral
interventions” or “literacy based behavioral interventions” or “LBBI” or “LBBIs." The British
English alternative spelling for “behavior,” “behavior,” was selected as a key term because
some of the research had been written for inclusion in scholarly journals in the United
Kingdom. The articles had to include at least one of these key terms to be included in the
study. In addition to this, articles for phase one were only selected if they were published
originally in English. The search criteria for time considerations was 2008-2018. This decision
was made because Bucholz and Brady coined the term “literacy-based behavioral
interventions” in 2008, and phase one began in the year 2019. To this end, research that was
published after the completion of the phase one selection process could not be included.
Finally, to meet the search criteria, the articles had to have been published in a scholarly,
peer reviewed journal.

Interrater Agreement
To assure reliability in scoring procedures, interrater agreement data were collected.
To collect interrater agreement data, ten articles were chosen from the initial articles
collected during phase one. The ten articles were chosen randomly. Interrater agreement
(IRA) was conducted on 50% of the articles found during phase one of the search. Ten articles
were selected because this was half of the total of articles found during the initial hand
search. Half of the articles were chosen to assure a high quality of interrater data to be
collected.
In addition to this, two more articles were selected to be used for training purposes of
the second interrater. One included article was chosen and one excluded article was chosen.
In a quiet space with no distractions, the interrater was trained using the two example
articles that had been selected for training purposes which were not included in the ten that
were provided to the interrater to score independently. The interrater was taught how to
disaggregate and code the information using the sheet developed prior to the main coding
(such a sheet has been filled in appendix A). The interraters disaggregated and coded the
data from the articles to make sure that the interrater understood the process. The interrater
was instructed on specifics of the inclusion and exclusion criteria for article consideration as
well as how to identify key information from the article being scored. This model of trainer
instruction, trainee and trainer working together, then trainee working independently, was
based off of the gradual release framework, which has been shown to be effective in teaching
learners’ new information (Ungavarsky, 2019).
Initially, the IRA was scored using two separate charts on Google Sheets. Scorer 1 had
a sheet (see appendix A) and scorer 2 had a sheet. The two scorers did not discuss any of the
articles prior to scoring them independently. After the initial scoring of articles, the results
were 70% agreement on inclusion and exclusion criteria, 72% agreement on age, 91%
agreement on medium of mediation (i.e. peer or adult), 95% on the area of implementation
for the interventions, 81% for the design of the study (i.e., multiple baseline across skills,
participants, etc.), 95% agreement for the effect of the study, and 100% agreement for the
target skill being addressed.
For the way the intervention was implemented, there was a disagreement between
the scorers regarding the age of the participants. In the study, participants were considered
adults if they were over the age of thirty. This disagreement was discussed and determined to
be a procedural error. These adults’ peers who also had intellectual disabilities delivered the
LBBIs. For the intervention setting, there was 5% disagreement. Scorer 1 said that the
interventions were delivered by the sink and the scorer 2 said they were delivered in the
classroom. While some disagreements were initially noted, a review of the disagreements
found them to be nuanced with most of the disagreements being a procedural error,
specifically in relation to the amount of detail included in the coding table. However, 100%
coding agreement was reached through a discussion that took place after the initial scoring.
In the limitations section, a more robust training process for IRA is suggested.

Phase two
During phase two a hand search of each article was done to determine if they met the
inclusion criteria. Twenty article titles and abstracts were read. This was to determine if they
met the inclusion criteria (described below). An interrater coded 50% of the articles using an

electronic data analysis sheet. The analysis sheet was created and an interrater was trained
in how to input data into the sheet. The interrater completed the coding independently
without any assistance to ensure the integrity of the study remained unadulterated. Studies
were included if they met the inclusion criteria discussed in phase two inclusion/exclusion
criteria. According to Brady and Bucholz (2008), LBBIs are interventions that provide visual
pictures, written step-by-step instructions, and behavioral rehearsal. To more fully define the
term according to the body of research conducted on the efficacy of such studies, we altered
this definition slightly. We defined LBBIs as a practice using either paper or e-based written
instructions accompanied by visuals to communicate to a learner how to complete either a
functional or academic task or how to reduce aberrant behaviors (Bucholz & Brady, 2008).
Practitioner papers were excluded from this study because they did not include research
data. Practitioner papers, reviews of literature, and empirical articles where LBBIs were not
the independent variable were excluded (i.e., A dissertation by Corral, J (2018) was excluded
because it addressed peer coaching as a strategy used to implement LBBIs but focused on
peer implementation rather than LBBIs). This resulted in 10 articles that were coded during
phase three.
Inclusion Exclusion
For phase two of the study, the articles were read and searched for relevance to the
study. In this phase, the primary subject of the article had to be the study of LBBIs as defined
by Bucholz and Brady (2008). Articles that did not study the efficacy of specific LBBIs were
excluded from the study. Articles which cited LBBI research to support the implementation or
study of topics not directly related to the study of LBBIs were also excluded. In addition to
this, the articles had to be research articles. During phase two of the study, practitioner
articles were ruled out of consideration. Articles included in phase two were research articles
on the topic of Literacy Based Behavioral Interventions that study the effectiveness of such
interventions in increasing the skill acquisition of groups of people with IDD.
Phase three
Evidence-based reviews occur when researchers compare the practice in question to a
“predetermined set of standards” (Cook et al., 2019). This study outlined the practical use of
the CEC standards for this purpose. These standards, which outlined eight main categories of
qualifications including “context and setting, participants, intervention agent, description of
practice, implementation fidelity, internal validity, outcome measures, and data analysis”
(Cook et al., 2019). According to the CEC standards, for a study to qualify as methodologically
sound, it “must meet all the quality indicators specified for the relevant research design”
(Council for Exceptional Children, 2014). To check for methodological soundness, these
standards were used. After the articles were coded according to review protocol, they were
then tested against the CEC standards for inclusion. These standards were chosen so that this
study would meet internationally recognized standards for evidence-based practices
(Appendix B).
Results
Quality Indicator 1: Context and Setting
In the studies, the location where the intervention was delivered was noted. For
example, in the First-aid study (Kearney et al., 2017) the location used was the cafeteria. In
the other studies, classrooms, offices, and bathroom sinks were listed as the setting. In
addition to this, the context was provided such that the participants were listed as

participating in job training programs, primary grade school, secondary school, or other
programs.
Quality Indicator 2: Participants
Information for the age and gender of the participants were collected in each study.
Overall, there were 21 male and 17 female participants. Furthermore, information in regard
to their disability category was included. Some of these categories included autism,
intellectual disabilities, developmental disabilities, and other health impairments. The
average IQs of the participants was 54. All of the students had been identified as having a
disability by their respective educational institutions or “at-risk” via teacher nomination.
Quality Indicator 3: Intervention Agent/Medium
For all studies reviewed, interventions were delivered to participants as either paperbased and e-based LBBIs and were structured as adult or peer-mediated interventions. Studies
including the one conducted by (Kearney et al., 2018) studied the effect of LBBIs through the
use of this medium while other studies observed the efficacy of these interventions using ebased mediums (Anderson et al., 2016; Flores et al., 2014). E-based LBBIs included both ebased LBBIs which delivered the intervention in the same way as the paper-based LBBI except
digitized. Furthermore, the enhanced e-based LBBIs included videos instead of pictures, but
kept the written instructions thus allowing them to be counted as LBBIs. Paper-based LBBIs
included pictures only in a non-digitalized format. For example, Hall Pistorio et al, (2018)
detailed their use of all three of these mediums in their attempt to find which delivery
method was most effective. The results found that while all three of the mediums were
effective and decreased the amount of time needed to acquire new skills, e-based literacybased behavioral interventions had a marginally greater effect on the acquisition of job skills
for young adults with intellectual and developmental disabilities. The other medium that was
detailed in these studies were by whom the interventions were administered (either peerdelivered or adult delivered). In some of the studies, peers were used to help deliver the
interventions (Brady, et al., 2016; Brady et al., 2016) while in other studies, adults delivered
the interventions (Bucholz et al., 2008; Keeter & Bucholz, 2012).
Quality Indicator 4: Description of Practice
The next requirement according to the CEC standards for evidence-based practices
was a thorough description of each intervention. Each study described the intervention in
totality. The standard for comparing whether the intervention was described appropriately
was Bucholz and Brady’s definition of LBBIs they coined in 2008. This definition is that LBBIs
are “instructional interventions that use print or pictures as an instructional medium”
(Bucholz & Brady, 2008). In addition to this, to meet the requirements for appropriate
description, the medium of delivery (ie. paper-based or e-based) also had to be noted. The
studies listed development procedures for creating the LBBIs such as task analysis, story
construction, and the development of LBBIs.

Quality Indicator 5: Implementation Fidelity
Following the appropriate description of the interventions, the next quality CEC
indicator (QI) was that the practices in the studies should be implemented with fidelity. Of

the ten total studies, only two of them assessed and reported on the fidelity of intervention
implementation according to the CEC implementation fidelity standard 5.1. The two studies
that did report on this information reported high levels of fidelity (100%) for each step of the
interventions according to the fidelity checks outlined by the studies (Hall et al., 2017;
Pistorio Hall, 2018). Excluding the study conducted by Flores et al., 2014, every study met
CEC QI 5.2 which stated that the frequency and duration of the intervention should be
reported in the study. QI 5.3 required that fidelity is assessed and reported at least one-time
during baseline and intervention in the study. The study by Hall et al. met this QI with no
reservations (2017). The study by Hall Pistorio met this QI with some reservations (2018). In
this study, fidelity was assessed and reported on the study as a whole, but not necessarily for
all sessions (Pistorio Hall, 2018).

Quality Indicator 6: Internal Validity
Next was QI 6.0 measuring for internal validity. In all of the ten studies, the
researcher controlled the independent variable in accordance with QI 6.1.
However, for standard 6.2, two of the studies did not describe the conditions of the
baseline conditions. (Flores et al., 2014; Keeter & Bucholz, 2012).
No participants in any of the studies had access to the treatment intervention outside
of the study. Therefore, all of the studies met QI 6.3. Keeter and Bucholz (2012) analyzed the
efficacy of group-delivered LBBIs, the effects on the students were evaluated per the
standards of single-case design studies. Therefore, group QIs did not apply to this study.
In addition to this, all of the studies had single-case designs and, therefore, were
exempt from being evaluated with QI 6.4. In all of the studies, experimental effects were
shown at three different times. For example, all of the studies included three different
participants or skills with their data clearly recorded. To this extent, all of the studies also
met QI 6.5 which required that experimental effects were demonstrated at least three
different times for each individual study. In all of the studies except one (put citation here),
all baseline phases included at least three data points. In the study that did not meet this QI,
only two of the four baseline phases included three data points and the other two phases
included only two data points each (Brady et al., 2016). In accordance with QI 6.6, all of the
studies except one meet this standard (which study was this).
Several commonly accepted designs were identified across this study. The first
commonly accepted design was “a multiple probe design across work tasks with a variation of
the adapted alternating treatments design” Wolery (2014, as cited in Hall Pistorio et al.,
2018). Another commonly accepted design was multiple baseline across participants
(Anderson et al., 2016; Brady et al., 2016; Brady et al., 2016; Kearney et al., 2018). The
study by Bucholz et al., (2008) had a multiple baseline across participants and time periods
Slightly different, but still a single-case design, was the study by Keeter and Bucholz (2012)
which took on the commonly accepted design of a multiple baseline design across small
groups. The last two studies which met QI 6.7 had the commonly accepted designs of
overlapping, non-concurrent multiple baseline design across participants and multiple
baseline design across skills, respectively (Hall et al., 2017; Pistorio Hall, 2018). The final
study which did not meet QI 6.7 was excluded according to the CEC standards because the
design of this study was not defined (Flores et al., 2014).

In accordance with CEC quality indicators 6.8 and 6.9, the articles that were included
in this study were not evaluated because they were single-case studies rather than group
studies. Therefore, standards 6.8 and 6.9 were not applicable to the included articles.

Quality Indicator 7: Outcome Measures
QI 6 were followed by the evaluation of the studies in comparison to QI 7.0. These
standards measure effect size and data analysis. According to CEC, QI 7.0 helps determine if
the effect of the study has been determined with research integrity. QI 7.1 addresses the
need for the study to be socially relevant. In each study in this literature review e, social
relevance was maintained. They both improved the quality of life for the participants
(Anderson et al., 2016) and had important learning outcomes (Bucholz et al., 2008). The next
QI was 7.2 which stated that the study must clearly describe how the dependent variable was
measured. Students’ behavioral and learning outcomes were the target of all studies. Their
behavior depended on the efficacy of the intervention (effective or not effective), therefore,
the dependent variable was their behavior in response to the intervention. Excluding one
study (Flores et al., 2014), every study met the requirements to meet this standard with no
reservations. All of the ten included articles met QI 7.3 meaning that they all reported the
effect of the intervention on the outcome of the studies. QI 7.4 required that the articles
report three data points during the baseline and intervention phases in each study. Here, only
one study did not meet the requirements for this standard (Flores et al., 2014). QI 7.5
provided requirements that made sure of the interrater reliability. All of the studies except
one (cite here) met the requirements for interrater reliability. The study that did not meet
the interrater reliability standard was the iPad study by Flores et al., (2014). All of the other
studies included measures for interrater reliability (termed interrater agreement in the
articles). The requirement was that the IRR (Interrater reliability) must be greater than 80%.
One study had an IOR rating of 100% (Pistorio Hall, 2018), another study reported an IOR
rating of 100% for the timer task and 99% for intervals with engagement (Hall et al., 2017).
For all of the studies except two (Anderson et al., 2016; Hall et al., 2017) IOR was reported
overall instead of by participant or skill. Still, these two articles that reported the data
differently met the requirement of greater than 80% IOR for each instance of reporting. Four
articles reported that their IOR rating was 99% Hall Pistorio et al., 2018; Kearney et al., 2018;
Brady, Honsberger et al., 2016; Brady et al., 2016). The final two articles met the IOR
requirements at 95% and 96% agreement respectively (Bucholz et al., 2008; Keeter & Bucholz,
2012). Only two of the studies met the requirement for QI 7.6. These studies were the first
aid study by Kearney et al., (2018) and Hall Pistorio (2018).

Quality Indicator 8: Data Analysis
The purpose of QIs 8.0 was to analyze whether or not data analysis was completed
appropriately and if information on effect size was provided. QI 8.1 was not applicable to the
articles being evaluated because the articles were single case studies and not group design
studies. All of the studies met QI 8.2 which verified that all of the studies provided graphs
which indicated, through visual analysis, the outcome data from each study. QI 8.3 evaluated

if the study provided appropriate effect size statistics. Only four of the studies met this
standard. The first study that met QI 8.3 was the study by Hall Pistorio et al., (2018). This
study compared the efficacy of different delivery modes for LBBIs including paper books, ebooks, and enhanced e-books. Percent Non-overlapping (PND) data for baseline to
intervention was 100% for all modes except for the paper book which was scored at 90%. For
all of the baseline to follow-up measurements, the PND was 100%. These results indicated
that this study was effective to very effective (Hall Pistorio et al., 2018). The second study
that met QI 8.3 was the first aid study by Kearney et al., (2018). This study evaluated the
efficacy of an LBBI to teach first aid skills to students with developmental disabilities. For
baseline to follow up, all except one (cite study here) of the three participants’ PND was
100%. That student had a PND of 83%. For baseline to follow-up, all of the participants had
PND of 100%. These scores indicated that the intervention was effective to very effective.
The TAU-U score for this intervention was .945, meaning that the effect size was robust
(Kearney et al., 2018). The third study that met this standard was (Hall et al., 2017). This
study which included four participants had a PND baseline to intervention score of 100% for all
of the students. For baseline to follow-up, PND was only recorded for three of the four
children. These scores were all 100%. Finally, in this study, PND for generalized engagement
was 100% for all of the students except one whose PND was 50% (Hall et al., 2017). The fourth
and final study that met QI 8.3 was “An Examination of Literacy Based Behavioral
Interventions Delivered in Small Groups to Young Children” (Pistorio Hall, 2018). This study
included four participants and three skills. The skills were matching, gluing, and cutting. All
but one of the participants had 100% PND across all of the skills for both baseline to
intervention as well as for baseline to follow-up. The other participant had a PND of 100% for
matching in both baseline to intervention as well as for baseline to follow-up. For gluing, this
same student also had PND of 86% for baseline to intervention and they had 100% PND for
baseline to follow-up. For cutting, the student had PND of 0% due to an outlier. However, the
TAU-U for the measure was .82 and the TAU-U for the intervention as a whole was .91. For
the rest of the students, TAU-U for the intervention was 1.0. This indicated that the
intervention was highly effective for these students (Hall et al., 2017).

Discussion
Limitations
The study by Flores et al. (2014) did not meet the standards to qualify as an EBP.
During the first two stages, this article should have been excluded from the study. However,
it was not excluded, so to maintain procedural fidelity, the study was included according to
the initial decision. In the future, a more robust training process should be used to help the
coders develop a better understanding of the coding process. Furthermore, all of the coders
should have been provided with more training so they could have received more instruction
on how to decode the meaning of research articles. For example, scaffolding could have been
used to help the undergraduate interrater better understand how to read examples of
published articles before coding the actual articles (Kershaw, Lippman, Fugate, 2018). In
addition to this, scaffolded supports could have been used with more organization and detail
to help the second coder better understand and develop the skills needed to implement the
coding process with confidence. Additionally, interrater agreement should be used throughout
all three phases to check for consistency.

Research
Results from the study indicated that for nine out of the ten selected articles, the CEC
standards were met, thereby making LBBIs an evidence-based practice according to CEC. The
CEC standards were met because nine of the ten articles met the Quality Indicators provided
by the CEC handbook for evidence-based practices. Context data indicated that these
interventions were effective across various settings. However, teachers should make sure that
the setting aligns with the skill being taught. For example, the skill of handwashing must be
taught where the learner has access to a sink to implement the part of the intervention which
requires behavioral rehearsal. In addition to this, it would bolster the existing studies if a
greater amount of generalization data was collected. Some studies included such statements
regarding generalization (Anderson et al., 2016; Hall et al., 2017; Kearney et al., 2017;
Keeter & Bucholz, 2012; Pistorio Hall, 2018). The other studies did not include generalization
data which could have shown generalization skills across the different skills and participants.
However, from the generalization data that were included, it is appropriate to conclude that
these interventions are effective in not only teaching skills, but also for preparing learners for
the important skill of generalization. This is a benefit of the intervention for teachers who
might encourage hand washing across different settings during the school day, children of
divorced parents who must learn to self-regulate in two different environments or homes, or
adults with disabilities who can generalize basic workplace behaviors across jobs.
Furthermore, the results indicated that the intervention was effective across different
ages and sexes. This indicates that teachers and caregivers of adults or small children may
find this intervention effective. However, it should be noted that ethnicity/race was not
accounted for and that this may limit who the intervention is effective for. Relating to the
quality of the literature which was gathered on LBBIs, there needs to be more information
regarding the ethnic and racial demographics of the participants in the studies. It is important
to make note of such factors that may result in different outcomes for the intervention.

Practice and Additional Considerations
In both papers, e-based, and enhanced e-based LBBIs were shown to be effective as
behavioral interventions. This is promising because it makes the format that teachers can
prepare and deliver the intervention in more accessible ways to students. For example,
students who have a computer at home may benefit from the e-based or enhanced e-based
intervention, while students with no computer could still reap the benefits of such
interventions through paper formatting. In addition to this, teachers can have the choice of
having either an adult or peer deliver the intervention. This is good for teachers who may
need to supervise many students. Instead of having to pull students aside and singularly direct
them in the intervention, they can utilize peers to help the learner with the new skills.
The description of the intervention was effective in that teachers could read and
easily replicate the studies from the interventions. For example, the first aid and
handwashing studies included visual and written depictions and examples of how the
intervention should be constructed (Brady et al., 2016; Kearney et al., 2018). This could help

educators who are trying to learn how to create task analysis and then turn them into such
LBBIs
Per the results, fidelity was not consistently recorded throughout the studies.
However, in all of the studies, a positive correlation was found between the intervention and
the desired behavioral outcomes. Therefore, it is arguable that this intervention, by nature, is
flexible and may be implemented effectively despite slight differences or alterations in the
delivery of the intervention. This is beneficial because while teachers may not have
experience developing these interventions, they can still effectively do so and implement
them with positive behavioral outcomes for their students.
In the study, the independent variable was controlled by the experimenter in all of the
studies. In addition to this, baseline data and data for each phase thereafter is beneficial to
teachers and other individuals who are looking for an effective intervention to teach new
behaviors because this data shows the efficacy per study. This is valuable to educators who
desire to use evidence-based practices to bolster the rationale for goals on IEPs in a way that
can most benefit their students.
In each of the studies, the outcome was measured to demonstrate the intervention’s
level of efficacy. The studies all focused on functional skills, but they did not specifically
evaluate the skills being taught for social validity. Still, it is arguable that since these skills
are high-frequency skills that can be used across multiple types of environments, that they
are still socially valid. Additionally, specific behaviors were targeted so the outcomes could
be appropriately measured. This is important for teachers so they understand the purpose of
such interventions and so they can orient themselves to the proper approach to implementing
it. Also, interrater agreement was used in the studies to make sure that there was agreement
on the multifaceted creation and implementation of the interventions. This will help teachers
understand both errors and correct practices in making use of these interventions in the
classroom.
An important consideration to make for future research purposes is to more
specifically measure the generalization of skills taught using the LBBIs. The report on effect
size from all of the studies will benefit teachers and other researchers by providing clear data
analysis that show the percentage of the sample size that the intervention was effective for.
Literacy based behavioral interventions were shown by the research to be largely effective
across all participants and skills which is a promising result for classroom teachers or others
who plan to utilize the intervention to help learners acquire functional daily living skills.
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Abstract
Students and teachers alike often experience anxiety when preparing to delve into a
Shakespeare unit. This alternative to thesis explores the practical applications of teaching
Shakespeare through a series of lesson plans. The main body of the text discusses the life skills
high school students develop by learning how to understand and perform the material, such as:
comprehension and application of complex texts, competence and awareness in discussions
about discrimination, confidence when presenting material, and access to cultural capital. A
series of 10 lesson plans were crafted into a cohesive Shakespeare unit located in the
appendices. It includes a four-to-six-minute cut scene from A Midsummer Night’s Dream,
Romeo and Juliet, Hamlet, and Macbeth. Also included are activity handouts, a quiz, and a
test.
plans
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Introduction
Shakespeare continues to be an influential form of cultural capital in 2021, but
students still cite horror stories about dreadfully boring Shakespeare units taught without any
regard to performance elements or the life skills students can develop through the material.
The main body of this text explores why this author created a series of 10 Shakespeare lesson
plans to be taught as a part of a cohesive unit. It also explains the life skills these lesson plans
focus on and why they are relevant in the high school classroom. The appendices include ten
lesson plans crafted while keeping the aforementioned life skills in mind. The accompanying
scenes, activity handouts, a quiz, and a test are also included. It is the author’s hope that
they are utilized in a way that prioritizes the learning over the performance. An effective
Shakespeare unit develops a student’s reading comprehension of complex texts, cultivates
competence and awareness in discussions about discrimination, develops confidence during
presentations, and provides cultural capital for scholarly discussions.
Develop Life Skills Through Shakespeare
Shakespearean literature teems with opportunities to teach students important life
skills, but oftentimes, teachers fall into the trap of spending too much time learning
information that will only resurface during trivia nights. Handing students “translations” of
Shakespeare will do nothing for their reading comprehension skills. Instead, teaching students
how to use resources will, with practice, allow them to understand complex texts. They will
need this in future scholarly endeavors and when reading legal documents. Most students in
high school theatre are not going to pursue acting as a career; they will, however, utilize
skills they have learned in their theatre class for the rest of their lives, especially when their
teacher did not shy away from Shakespeare.
Shakespeare offers students a new challenge. Even the most enthusiastic students
have to slow down a little in order to understand the words or phrases they are delivering.
Shakespeare’s works have endured this long because people still relate to the emotional
depth of his characters despite their heightened circumstances. The clever but antiquated
language acts as a barrier to those who have not learned how to work with it. The best part
about using Shakespeare in the classroom is that once students have learned how to work
with the language, they open themselves up to the beautiful and human moments
experienced within the text, and they improve their reading comprehension skills in the
process.
In order to develop these skills, the educator will need to put some trust in their
students. High school students have the ability to understand Shakespearean material as long
as they are given the space to work through their questions and ideas without being given the
answers. The educator should equip their students with the tools to decipher the material and
guide them back toward those tools whenever they become confused. Although it is tempting
to guide students toward personal, well-researched conclusions, Peggy O’Brian (1993) advises
that “we need to stop talking and arrange the connections between our students and
Shakespeare so that they can make their own discoveries” (p. 42). By allowing students time
to process information and think through their questions, the educator cultivates an
environment of independent and confident learners.
However, this only works if educators must trust themselves and the material they
have prepared. If a teacher is unfamiliar with Shakespeare, taking some time to watch clips
from professional theatres or reading through educational material can assuage some of the
nerves surrounding teaching the bard. It is also important to note that Shakespearean work in
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the classroom is an artistic exploration. Although acting choices should be backed up by the
text, if a student’s interpretation diverts from popular opinion, “Shakespeare police” are not
going to appear to shut down the lesson. Treat new discoveries like gifts. Explore them, and if
they line up with the text, build on them.
Working with high school students rather than teaching at them is also important to
their development. They are a few short years away from making adult decisions, and by
respecting their ideas and opinions, the educator develops their intellectual confidence and
free thinking. Part of this process is allowing silent moments to stir up participation.
Confident educators utilize silence rather than attempting to fill it; students will eventually
answer or ask for clarification. Although silence can be uncomfortable, students will learn
much more by participating in discussions. Ayanna Thompson and Laura Turchi (2016) note
that allowing student ideas to shape these discussions also communicates that “students’
ideas matter, that the ideas that a group collectively generates are valuable and that
searching for plausible explanations or illuminating details always lead to new questions as
well as new insights to a text” (p. 5).
If used effectively, Shakespearean material functions as a vehicle for important life
skills, including empathy towards situations students may not have experienced themselves,
confidence in their ability to present material, competence and awareness in discussions
about discrimination, and comprehension of complex texts.
Why Shakespeare Lesson Plans?
This alternative to thesis explores effective ways of teaching Shakespeare to high
school students. The lesson plans in the appendices were intended to equip educators with
several effective lesson plans that can be evolved to their classroom. Thompson and Turchi’s
(2016) observation that “US teachers describe their preparation to teach Shakespeare as
happening almost exclusively ad hoc and on-the-job” inspired this author’s desire to add to
these teacher’s web results when they are anxious to find quality activities (p. 9). The
appendices contain 10 well-researched lesson plans in a cohesive Shakespearean unit with the
included handouts for scenes and activities. The intention was to build a unit that focuses on
developing life skills, so discussion, journaling, and research are heavily utilized exercises.
Although helping teachers was a major reason for crafting these lesson plans, the most
important one is to heighten students’ experience with Shakespeare in the classroom. Too
often educators get caught up in performing Shakespeare scenes instead of slowing down,
equipping students with study tools, and allowing them to make their own discoveries. “One
of the advantages of allowing students literally to play around with the text is that they
discover it to be both approachable and helpful,” Miriam Gilbert (1984) explains. “For this
reason, I look for exercises which focus on the text itself, rather than provide a substitute for
it” (p. 606). One way to help students into the text is to point out that Shakespeare is
formatted in a poetic expression similar to the structure of lyrics. While there will still be
words they need to look up, students can empathize with Shakespearean characters if they
are given the chance.
This author hopes that these lesson plans will assist any educator who needs help
enhancing their approach to Shakespeare in the high school classroom.

3
Life Skills Effective Shakespeare Lessons Supplement
Comprehension and Application of Complex Texts
Literature and performing arts classrooms often have complicated relationships with
Shakespearean material, and most of this stems from the difficulty of the language. Some
educators attempt to side-step the text’s complexity by insisting that Shakespeare wrote for
the common man, ignoring hundreds of years of change to the language, but this results in
students saying lines without understanding the material. Others, nervous about students’
ability to comprehend the text, rush to summarize scenes and whole plays instead of letting
students make these discoveries for themselves. Because of these avoidant responses,
students frequently receive predigested versions of Shakespeare either from their teacher or
from seeking out a “modern translation” from other sources.
While students should have learned tools for unpacking text before, they usually have
not tackled material as complex as Shakespeare. This means that there may be some
disconnect for students when they cannot immediately understand what they are reading.
This initial disconnect can sometimes discourage teachers, and in an effort to move things
along cause them to translate the text. O’Brian (1993) notes that this approach, “doesn’t
serve our students particularly well since… the translation of Romeo and Juliet done by a
teacher in… say… the ninth grade doesn’t particularly help a student deal with the language
of Julius Caesar the next year” (p.41). Instead, educators should embrace this challenge and
remind themselves that students will need to utilize these comprehension skills in their adult
lives whether it be for research in higher education or deciphering a professional contract.
Another useful approach is to acknowledge the lyrical and poetic nature of
Shakespearean text (see Appendix E). Students can use this mentality to better relate to the
structure of the text and the imagery characters share when describing their feelings.
Once a class has explored several tools for comprehending the text, the next step is to
apply it. Classes that are not ready for this step can continue practicing how to utilize these
tools, but classes that are ready for a new challenge can use Shakespearean text to learn how
to form and defend scholarly opinions. Thompson and Turchi (2016) impart that “using these
higher skills with dense, knotty and intricate texts, advanced learners discover how to build
persuasive arguments based on complex textual evidence. All students need these skills to be
prepared for university and employment in the twenty-first century, and Shakespeare is a fun
and effective way to acquire these skills” (p. 8)
Competence and Awareness in Discussions about Discrimination
Shakespeare was a white, Protestant male, and although he may have been
progressive for his time, he was not perfect. His plays “offer moments of historical
transcendence alongside moments of maddeningly mundane expressions of racism, sexism,
anti-Semitism, etc.” (Thompson and Turchi, 2016, p. 7); however, these moments offer
opportunities to discuss identity and the effects of discrimination.
Students are eager to have conversations about identity, and by practicing intentional
casting in the classroom with gender, race, ability, etc. in mind, more opportunities arise for
marginalized students to share about their own experiences. The classroom should be a safe
environment for them to do this, so it is important to emphasize to students that when
someone with an identity that is different than theirs comes forward about something that is
harmful, damaging, or offensive, their job is to listen, learn, change, and use their social
power to advocate for that person (Evelyn Nam). If conversations of relevance come up in the
classroom, especially points brought up by marginalized students, it is important to validate
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their concerns instead of inserting a personal opinion. Some students will come from very
privileged backgrounds, so this may be the first time they are hearing about experiences of
marginalized people. By modeling listening during these occurrences, educators with a
different identity than the student speaking communicates that what is being said is
important. However, if a student does not address a discriminatory moment in Shakespearean
text, it is important to bring it up because silence is never neutral; it “communicates values,
assumptions, and social hierarchies for race and social identity” (Thompson and Turchi, 2016,
p.74).
Several non-white communities and theatres have found ways to perform Shakespeare
while validating and giving a voice to their struggles, but it is the teacher’s responsibility to
connect students with these performances. By showing and discussing some of these
performances, an educator opens up students’ understanding of what Shakespearean acting
is. The video clips included in the lesson plans (See Appendix A and B) are incredible
examples of productions that have utilized Shakespeare’s universality to make a statement
through their performance.
Confidence When Presenting Material
By teaching students how to utilize an array of study tools and drawing connections
between Shakespeare and modern lyrical forms of arts, students build up confidence in their
ability to work with the text, and Thompson and Turchi point out that “students frequently
experience great pleasure in recognizing their competence with complex texts” (p. 47). This
pleasure allows students to relax and enjoy themselves onstage rather than feeling like they
are delivering a recitation. It is important to cultivate a sense of playfulness in the classroom
so that students feel relaxed enough to make new discoveries and realize that they can be a
Shakespearean actor or scholar as long as they take a little time to slow down and make sure
they understand what they are communicating to their scene partners.
Utilization of Cultural Capital
It is important to note that Shakespeare also functions as cultural capital. It can both
supplement academic conversations and provide a vehicle for cultural or political messages.
While the specific information in Shakespearean plays is also cultural capital, it is important
to focus more on how to adapt Shakespearean material to specific production concepts since
these skills will serve students better in the long term. Trivia information is useful, but it is
far greater for students to learn how to analyze scholarly material through a chosen
perspective. They will utilize this skill in future scholarly endeavors or any task in which
thematic elements are important.

5
Individual Explanations of Provided Shakespeare Lesson Plans
Lesson 1: Why Do We Study Shakespeare?
Some students hear “Shakespeare” and tune out because they do not believe they are
capable of understanding the material. This lesson (see Appendix A) begins by acknowledging
that comprehending complex material is not a natural skill, but this unit will equip them with
tools to break it down. This lesson introduces students to the reasons why learning about
Shakespeare is beneficial to them in their everyday lives. Students grades 9-12 are intelligent
enough to question the validity of material, and by naming the skills they are developing,
students can more easily notice improvements in their abilities and perhaps create an
appreciation for the skills they gained in theatre even if they do not choose to pursue it as a
career path.
Lesson 2: How Do We Use Shakespearean Productions?
This lesson (see Appendix B) was placed closer to the beginning of the unit because it
is important for students to observe several identities being validated through production
concepts. Shakespearean text offers a unique ability to mold the script into several
exceedingly different interpretations which is why defining and working with a “production
concept” fits into this unit so well. After providing a few different examples of how to
identify a production concept within a play, students are set loose to come up with their own
production concepts. Whether or not they recognize this, students utilize a study tool known
as a “frame” during this activity. Frames are commonly found in scholarly papers that adopt a
specific perspective. Thompson and Turchi point out that formal “labels like ‘Freudian’, ‘New
Historicist’, or ‘Marxist’ may be beneficial from the beginning of their use in the classroom;
however, a secondary classroom may need more exposure to multiple and diverse critical
perspectives without the distinction of labels” (p. 28). By discussing production concepts with
students, they are beginning to understand how to look at scholarly material through a type
of frame.
Lesson 3: How Do We Approach Shakespeare Scenes?
Assigning scenes toward the beginning of the unit allows students to apply the study
tools they are learning to the material as it is being taught. Introducing the scenes with an
active listening activity encourages students to engage in scene work in a way they may not
have before. The setup of the activity forces them to listen to their scene partners rather
than reading along or tuning out when it looks like it will be awhile before they speak. This
author had the privilege of experiencing an active listening exercise in David Turner’s
classroom. It proved to be a fun and informative activity, so it was included in this lesson plan
(See Appendix C). This activity causes students to listen to other actors since they do not
have a full script in their hands yet. By asking students how they utilize active listening in
their everyday lives, this also helps them recognize it as an important life skill. Practicing
active listening will benefit them in their social and professional lives; even if they know what
they want to say next in an ordinary conversation, tuning out is considered rude. By being
present in the conversation, they will begin to notice important details such as how the other
person is feeling, what is being said, and an appropriate response to the input they are
receiving. While these are beneficial stage skills, they also translate into emotional
intelligence and empathy.
Lesson 4: How Do We Make Character Discoveries in Shakespearean Material?
The “OED Exercise” and the “Parts of Speech Exercise” (See Appendix D) are both
useful tools for students to begin to comprehend Shakespeare. The OED Exercise is an
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exercise in which students look up the historical definition of any word they do not
understand in a given section of Shakespeare. Sometimes a special moment happens when
students realize that they already knew most of the words in the given text. This exercise
causes students to practice close reading and realize that they understand more of their
scene than they may have before they took a longer look. The Parts of Speech Exercise
removes superfluous language and allows students to see a more direct meaning of their lines.
Reminding students to emphasize these communicative words will help them convey meaning
and motivation. These tools equip students with confidence when approaching Shakespearean
material.
Lesson 5: How Do We Get in a Shakespeare Character’s Head?
This lesson (See Appendix E) opens with a video about Shakespeare and Hip Hop,
connecting Shakespeare’s work to contemporary music. Kingslee Daley (2011) models how
Shakespearean text flows with several common beats and explains that the reason this beat is
so intrinsic to humans is because it feels much like a heartbeat. This illustration allows
students to relate to Shakespeare by pointing out its lyrical and poetic nature while also
connecting the text to a heartbeat. Having students tap out these rhythms with a few of their
lines supplements this thought process. Shakespeare was a master of his craft, so when
students encounter lines that do not fall within the expected meter, discuss them with
students and attempt to find a character reason for this disruption; often these changes in
meter are purposeful.
The rest of the class is utilized to make character discoveries. The “Character Walk
Activity” allows students to explore several aspects of their character while implementing
physicality. This exercise is not uncommon in theatre, so employing it in the Shakespeare
classroom reinforces that the characters in their scenes are not that different than ones they
have worked with before; the characters simply use a more poetic method of communication.
This activity is followed by group discussion about how each student’s character feels about
the other characters in their scene. Students previously discussed their formal relationships
with one another, but asking students to identify feelings informs their emotional intelligence
and textures their understanding of the scene.
Lesson 6: How Do We Rehearse Shakespeare?
The vast majority of this class period (See Appendix F) is used to rehearse
Shakespearean scenes. Although the focus should not be on the final performance, students
can learn social and critical thinking skills through working through and improving scenes,
especially when educators take the time to explain the reasoning behind the note. Rather
than telling a student to move lower to the ground, explain that if they move lower to the
ground, it will improv the stage picture. This way, the scene looks better, but any students
who heard now understand more about a theatrical and artistic concept.
Lesson 7: How Do We Form a Scholarly Opinion?
This lesson (see Appendix G) was purposefully placed toward the end of the unit so
that students will have had the opportunity to delve into Shakespearean material and
developed some familiarity with it before moving onto a more complex level of
understanding. Students have performed and observed several different approaches to
Shakespearean work up to this point, but in this lesson, they will utilize the text to construct
their own scholarly opinion.
The “Form an opinion” activity was inspired by a previous paper this author wrote
exploring the possibility that Macbeth was not insane by the end of the infamous Scottish
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play; although this is not the popular consensus, multiple contesting truths exist in the world
of academics. Educators are sometimes quick to invalidate theories that go against their own
conclusions, but students will most likely encounter teachers with conflicting views, and by
validating the possibility of other views, educators can teach students how to form their own
scholarly opinion based on given text. Having students highlight supporting evidence
reinforces that whatever opinion they form needs to have scholarly evidence. Through this
activity, students learn that text can be manipulated to fit innumerable perspectives as long
as these do not conflict with any other part of the text.
Lesson 8: How Do We Defend a Scholarly Opinion?
Although much of this class (See Appendix H) will be utilized for rehearsal, the
opening is an opportunity for students to announce their scholarly opinion and defend it
against anyone who questions it using the textual evidence they compiled last class (See
Appendix G). This activity teaches students that they can become authoritative scholars as
long as they know how and why they are defending their opinion.
Students purposefully do not break off into groups until after one group has worked in
front of the class during rehearsal time. Although every group will get the chance to have
direction from the teacher, it is also useful for students to observe the rehearsal process from
the outside. Sometimes students find it easier to retain notes when the focus of the class is
not on them. Since high school students are not likely to have had much experience with
Shakespeare, they will likely receive similar general notes in every scene.
Lesson 9: How Do We Apply Character Work to Performance?
Although this should not be treated as a high stakes performance, it is a sort of
performance, nonetheless. Emphasize to students that it is a chance to observe and celebrate
the work students have done on this scene. Gilbert (1984) notes that “performance makes
students close readers and exact speakers, and it does so without actually calling their
attention to those ends” (p. 603-604). Students want to look impressive in front of their
peers, and presenting anything in front of the class provides incentive to appear at least
somewhat knowledgeable. Because class sizes are often large, most of this lesson (See
Appendix I) has been blocked off for scene performances.
Lesson 10: Test and Experiential Reflection
The test (See Appendix T) includes a multiple choice, true/false, short answer, and
essay section. The multiple-choice section focuses on simpler concepts from through the unit.
In the true/false section, there are brief descriptions of each scene worked on in class.
Although it is not important for students to know plot details of several Shakespearean play,
their basic knowledge of each scene worked on in class will reveal if they were paying any
attention in class, so it is a sort of section based on previous participation. The short answer
section asks students to explain concepts discussed throughout the lesson. Although one
question asks for a definition, most of them asks them to explain a concept. This will be an
easy way to evaluate how well students retained various sections of the unit. The essay
question is fun while also revealing how well a student comprehended the scene they were
working on. When the student retells the scene from their character’s perspective, they
display a deeper understanding than listing out facts about the scene.
The experiential reflection included in this lesson plan (See Appendix J) allows
students to examine their Shakespeare scene rehearsal process. Asking students specific
questions about their experience causes them to shake off any awkwardness they felt about
their performance and examine it with an educational lens. Even if they did not enjoy
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performing Shakespearean material, remind students that they accomplished a lot during this
unit, and any advancement in their education is cause for celebration.
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Appendix A
Lesson 1: Why Do We Study Shakespeare?
Unit Name: Engaging High School Students with Shakespeare
Grade Level(s): 9-12
Essential Question: Why Do We Study Shakespeare?
Curriculum Areas: Theatre, Language Arts
Objective(s):
•

Students will identify 4 reasons why learning about Shakespearean texts are
beneficial.

•

Students will explain 4 reasons why learning about Shakespearean texts are beneficial.

National Standards:
•

TH:Re7.1.I. a. Respond to what is seen, felt, and heard in a drama/theatre work to
develop criteria for artistic choices.

•

TH:Re8.1.I. b. Identify and compare cultural perspectives and contexts that may
influence the evaluation of a drama/theatre work.

Materials Needed:
•

SMART Board or White Board and writing utensils for whichever board

•

A method of viewing videos as a class

•

Slips of paper with a prompt for each group, multiples may be necessary depending on
number of groups
o

Prompts: Comprehension of Complex Texts, Discussions about Discrimination,
Confidence During Presentation, and Cultural Capital

•

Internet access for students to lookup information during their group activity
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•

A journal for each student

Technology Connection:
•

Video: “Shakespeare Like You’ve Never Heard Him”
o

https://www.rferl.org/a/shakespeare-hamlet-filippenkosoliloquy/27683978.html

o

This video is the “To Be or Not To Be” speech as performed by several different
actors, each in a different language.

•

Video: “Trailer THE ROAD TO THE GLOBE: TROILUS AND CRESSIDA”
o

https://www.youtube.com/watch?v=O1z5rN8CxZQ

o

In this trailer, Ngakau Toa theatre company members reflect on their
experience connecting and translating Shakespeare to their culture and sharing
that with audience members in London.

•

Video: “Ngakau Toa theatre company perform haka at Shakespeare's Globe”
o

https://www.youtube.com/watch?v=7XGld-J5rEU&t=15s

o

This video is part of the performance done by the Ngakau Toa theatre company
interviewed in the previous video.

Procedures:
Whole Group Activity (8-10 Minutes)
1. Write “Shakespeare” on the board. Allow students the chance to add words or phrases
to the board that come to mind when they think of Shakespeare.
2. Discuss the words on the board with the class.
3. Ask the students why they think Shakespeare is still a part of the curriculum despite
the hundreds of years of separation. Discuss.
Group Work (20-25 Minutes)
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1. Divide students into small groups of 3-6 (use the smallest grouping possible when
considering time and class volume).
2. Distribute one of the following four prompts to each group: “Comprehension of
Complex Texts,” “Discussions about Discrimination,” “Confidence During
Presentation,” and “Cultural Capital.”
3. Inform students that they will need to present their phrase, what their phrase means,
and three ways their phrase applies to Shakespeare.
4. Give students 10 minutes to compile their information.
5. Groups will present and discuss their findings. Classmates and the instructor will be
allowed to ask questions after each presentation.
Whole Group Activity (10-12 Minutes)
1. Preface this section by informing students that Shakespeare is a universal language
right now. As English speakers, we are privileged to speak the language of the original
text, but it has been translated into over 100 languages and is performed all over the
world. Ask each student to think of a constructive observation or comment and inform
them to be ready to be randomly called on through the popsicle stick system.
2. View the video: “Shakespeare Like You’ve Never Heard Him” (0:00-1:33)
•

https://www.rferl.org/a/shakespeare-hamlet-filippenkosoliloquy/27683978.html

3. Draw student names and discuss their observations. In case the question comes up, the
actors’ nationalities in the video range from the Balkans to Central Asia.
4. View the video: “Trailer THE ROAD TO THE GLOBE: TROILUS AND CRESSIDA” (0:002:06)
•

https://www.youtube.com/watch?v=O1z5rN8CxZQ
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5. View the Video: “Ngakau Toa theatre company perform haka at Shakespeare's Globe”
(0:00-1:00)
•

https://www.youtube.com/watch?v=7XGld-J5rEU&t=15s

6. Draw student names and discuss their observations.
Journal Time (3-4 Minutes)
1. Ask students to pull out their journals.
2. Give them the following prompt: “What are you excited to learn more about during
this Shakespeare unit? Are you confused about anything so far?”
3. Ask students to leave behind their journals and pick them up at the beginning of next
class (this may work better if there is a shelf available for them to leave their journal
each time).
Evaluation:
•

This lesson’s evaluation occurs through journal entry. Since this is the introductory
lesson, the journal prompt allows the instructor to see what students are interested in
learning about. Be sure to emphasize that if they are already confused about
something, this is a way for them to communicate that.

•

The small group presentations are also an effective way to see how well the students
are processing the new material. They will need to adapt to the research skills
explored in this unit, and this introductory lesson activity is a good way to gauge how
familiar they are with researching and presenting information.

•

It is recommended to use a popsicle stick system (drawing from a cup of popsicle
sticks with a popsicle stick for every student with their name on it) for this unit to
ensure every student needs to be ready to engage with the material. The subsequent
lesson plans will operate under the assumption that this system is in place.

15
Appendix B
Lesson 2: How Do We Use Shakespeare Productions?
Unit Name: Engaging High School Students with Shakespeare
Grade Level(s): 9-12
Essential Question: How Do We Use Shakespeare Productions?
Curriculum Areas: Theatre, Language Arts
Objective(s):
•

Students will explain common changes made in the design of Shakespearean
productions.

•

Students will define “production concept.”

National Standards:
•

TH:Cr1.1.I. a. Apply basic research to construct ideas about the visual composition of
a drama/theatre work.

•

TH:Re9.1.I. b. Consider the aesthetics of the production elements in a drama/theatre
work. c. Formulate a deeper understanding and appreciation of a drama/ theatre work
by considering its specific purpose or intended audience.

Materials Needed:
•

A method of viewing videos as a class

•

A journal for each student

Technology Connection:
•

Video: “There Is No Escaping Shakespeare | The New York Times”
o

https://www.youtube.com/watch?v=lv4fWhObaTM
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o

This video makes several connections between Shakespeare and modern-day
usages in our language and pop culture.

•

Video: “Julius Caesar, Act 3 Scene 2 | 2012 | Royal Shakespeare Company”
o

https://www.youtube.com/watch?v=2Q7apiYunEU

o

This is a clip of the Royal Shakespeare Company’s 2012 production of Julius
Caesar set in contemporary Africa. This particular moment is Marc Antony’s
monologue swaying the crowd after Caesar’s murder.

•

Video: “Private Romeo - Official Trailer”
o

https://www.youtube.com/watch?v=KtDQUYIJyXo

o

This is a trailer for Private Romeo, a modern telling of Romeo and Juliet, in
which the star-crossed lovers are male cadets.

•

Video: “Cinema Trailer | Hamlet | Royal Shakespeare Company”
o

https://www.youtube.com/watch?v=gLgAnJEkSuo

o

This is a trailer for the Royal Shakespeare Company’s 2016 production of
Hamlet.

Procedures:
Introduction (5-7 Minutes)
1. Inform students that you will be opening with a video and remind students to be ready
to discuss.
2. View the Video “There Is No Escaping Shakespeare | The New York Times” (0:00-2:14).
•

https://www.youtube.com/watch?v=lv4fWhObaTM

3. Pull a few popsicle sticks and ask students to provide an observation from the video to
discuss. Invite students to add on if they would like to.
4. Inform students that since Shakespeare is still heavily incorporated into modern
media, it is a form of cultural capital that can be utilized to say whatever they want
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whether it be a comedic frame that reminds people not to take themselves too
seriously or a serious political commentary about racial injustices.
Julius Caesar Video, Discussion, and Production Concept Introduction (10-12 Minutes)
1. View the video “Julius Caesar, Act 3 Scene 2 | 2012 | Royal Shakespeare Company”
(0:00-4:11).
•

https://www.youtube.com/watch?v=2Q7apiYunEU

2. Ask for a few observations from the class. What design elements they changed to
immerse us in their telling of Julius Caesar? Discuss.
3. If it has not already come up, utilize the section labeled “Julius Caesar and Nelson
Mandela” to give students more insight into this clip and how the production team
built upon Mandela’s love of a particular passage of Julius Caesar to inspire their
telling.
4. Introduce the word “production concept.” Ask students what they think it means.
5. Once students have guessed, use the following definition: “an idea or short phrase
that unifies the way in which the director, designers, actors, and other production
team members present and perform a production.”
6. Ask students to guess what they think the production concept was for the clip they
just watched.
Private Romeo Video and Discussion (4-6 Minutes)
1. View the video “Private Romeo - Official Trailer” (0:00-1:53).
•

https://www.youtube.com/watch?v=KtDQUYIJyXo

2. Prompt this discussion by asking students what was different about this take on Romeo
and Juliet. Ask students what they think the production concept of this version was.
How did the designers carry this out? Discuss.
Hamlet Video and Discussion (3-5 Minutes)
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1. View the video “Cinema Trailer | Hamlet | Royal Shakespeare Company” (0:00-1:14).
•

https://www.youtube.com/watch?v=gLgAnJEkSuo

2. Ask students the guess the production concept and what design elements were
changed for this production. Discuss.
Group Work (15-17 Minutes)
1. Divide students into very small groups or partners.
2. These partner groups will have 5 minutes to give Romeo and Juliet a non-traditional
setting and a reasoning behind their choice.
a. Students are likely to have encountered Romeo and Juliet in their literature
classes, but if they are unfamiliar with the plot, give them a brief summary.
Since this activity is at the beginning of the unit, it is about students
developing broad concepts. This activity can be repeated as a more specific
exercise after students are assigned scene groups and do more research on
their productions.
3. Once the five minutes are up, ask each partner group what they decided on.
4. Ask students if this activity changed any of their ideas about performing Shakespeare
in the 21st Century. Discuss.
5. Give students 5 more minutes to make decisions about costumes, set, lighting, sound,
etc.
6. Pull a few sticks to hear a few about some of the production meetings.
Journal Time (3-4 Minutes)
1. Ask students to pull out their journals.
2. Give them the following prompt: “Think of a previous production that you’ve either
attended or been a part of. What do you think the production concept was? Why? If

19
you have not attended or been a part of a play write about these questions using a
movie.”
3. Ask students to leave behind their journals and pick them up at the beginning of next
class.
Evaluation:
•

When students present their production concepts, this will be a way to gauge how well
they are understanding the material.

•

If there is a question about a student’s comprehension of “production concept,” check
their journal to see how they responded to the journal prompt.
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Appendix C
Lesson 3: How Do We Approach Shakespearean Scenes?
Unit Name: Engaging High School Students with Shakespeare
Grade Level(s): 9-12
Essential Question: How Do We Approach Shakespearean Scenes?
Curriculum Areas: Theatre, Language Arts
Objective(s):
•

Students will define “active listening.”

•

Students will utilize active listening in Shakespearean scenes.

National Standards:
•

TH: Pr4.1.I. a. Examine how character relationships assist in telling the story of a
drama/theatre work. b. Shape character choices using given circumstances in a
drama/theatre work.

•

TH:Pr5.1.I. a. Practice various acting techniques to expand skills in a rehearsal or
drama/theatre performance.

Materials Needed:
•

SMART Board or White Board and writing utensils for whichever board

•

A method of viewing videos as a class

•

Scripts (See Appendix K, M, O, and Q)

•

Listening Activity Modified Scripts for Each Character (See Appendix L, N, P, and R)

•

A journal for each student

Technology Connection:
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•

Video: Something Rotten! Performs “Hard To Be The Bard” at “Broadway In The White
House”
o

https://www.youtube.com/watch?v=JRDajvNX7Vw

o

This is a performance of “Hard to be the Bard” from Something Rotten!. This
clip provides an entertaining way to begin class and get students excited to
work on Shakespearean material.

Procedures:
Introduction (5-6 Minutes)
1. View the Video: “Something Rotten! Performs ‘Hard To Be The Bard’ at ‘Broadway In
The White House’” (0:00-3:36).
a. https://www.youtube.com/watch?v=JRDajvNX7Vw
2. Inform students that this was simply a fun introduction since they will finally be
performing some Shakespearean material in class today.
3. As a refresher, ask students if they can guess the production concept of Something
Rotten! Based on the video they just saw. Discuss.
Announce Scene Groups (2-3 Minutes)
1. Inform students that they are about to receive their scene assignments that they will
be working on for the rest of the unit.
2. Read off scenes and character assignments.
a. This will take time before class to assign. Having multiple groups work with the
same scene may be beneficial for beginner classes to focus more on the process
rather than an overload of new material.
Active Listening Activity (15-17 Minutes)
1. Ask students what “active listening” is onstage. Discuss.
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a. A possible definition to use would be: “to be engaged in what is being said (or
not said) onstage.”
2. Ask students how active listening might be used offstage. Discuss.
3. Inform students that Shakespearean actors needed to be active listeners because they
only received their lines and their cue line and reveal that they will be doing their first
reading like original Shakespearean actors.
4. Have students move into their groups.
5. Pass out the modified scripts.
a. This will take extra work before class because each character will need a
specific script with the sentence or phrase before their line and their line for
every one of their lines in the scene.
6. Ask students if they have any questions about the assignment.
7. Tell students to read through their scene 3 times using their modified script (the time
this takes will vary based on the cut of the scenes, but this lesson plan is operating
under the assumption that the scenes are about 3 minutes long). Encourage students
to get the scene on its feet at least during their last read.
8. Give students about 10 minutes to read through their scene 3 times.
9. Ask students to reflect on this experience. Was it harder? Did they find themselves
listening to their scene partners more? Discuss.
Group Research Activity (18-20 Minutes)
1. While students are still in their groups, inform them that although they will need to
learn how to interpret the text themselves, context is important. Ask each group to do
some research and come up with a brief summary of their play. Each person should
also determine what their formal relationship is to the other characters in the scene.
Remind them that this should be in their own words; copying and pasting is plagiarism.
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2. Give students about 8 minutes to find their information. Allow for more time if this is
not enough.
3. Ask each group to present. It is acceptable for one person to read the summary, but
each person should say for themselves what their formal relationship to everyone else
in the scene is.
4. Ask each group where their scene is in the timeline of the play. Did they learn
anything new about the scene?
5. Ask students to run through their scenes again.
Journal Time (3-4 Minutes)
1. Ask students to pull out their journals.
2. Give them the following prompt: “Did actively listening change anything about the
way you responded to your scene partner? Do you actively listen in normal
conversations? If not, how do you think they would change if you started applying this
skill?”
3. Ask students to leave behind their journals and pick them up at the beginning of next
class.
Evaluation:
•

The evaluation will occur through student presentation of their play summaries and
formal relationship presentations.

•

Be sure to walk around during group work session in an attempt to address any big
questions that students cannot work out for themselves.

•

If there are any questions about a student’s comprehension of active listing, check
their journal entry.
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Appendix D
Lesson 4: How Do We Study Shakespeare
Unit Name: Engaging High School Students with Shakespeare
Grade Level(s): 9-12
Essential Question: How Do We Study Shakespeare?
Curriculum Areas: Theatre, Language Arts
Objective(s):
•

Students will identify 2 study tools for breaking down complex texts.

•

Students will utilize 2 study tools for breaking down complex texts.

National Standards:
•

TH:Re8.1.I. b. Identify and compare cultural perspectives and contexts that may
influence the evaluation of a drama/theatre work. c. Justify personal aesthetics,
preferences, and beliefs through participation in and observation of a drama/theatre
work.

•

TH:Cn11.2.I. b. Use basic theatre research methods to better understand the social
and cultural background of a drama/theatre work.

Materials Needed:
•

SMART Board or projector and White Board and writing utensils for whichever board

•

A method of viewing videos as a class

•

An Oxford English Dictionary

•

Scripts (See Appendix K, M, O, and Q)

•

A journal for each student

Technology Connection:
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•

Video: “How to Read Shakespeare”
o

https://www.youtube.com/watch?v=MVZFt2ST0OA

o

This video gives general tips on how to read Shakespeare.

Procedures:
Introduction Video and Discussion (6-8 Minutes)
1. View the Video “How to Read Shakespeare” (0:00-4:34).
a. https://www.youtube.com/watch?v=MVZFt2ST0OA
2. Ask students if they have ever had any difficulty reading Shakespeare and why.
Discuss.
OED Exercise (12-14 Minutes)
1. Inform students that in order to perform Shakespeare, they need to understand what
they are saying, so they need to do a little research before they can do more in depth
work on the scene. Shakespeare wrote his works over 400 years ago, so there have also
been several changes in the meanings of words. By looking up any confusing language,
the students will have a better idea of what they are trying to get across in a scene.
2. Post the following passage from Romeo and Juliet on the SMART board or projector:
ROMEO
But, soft! what light through yonder window breaks?
It is the east, and Juliet is the sun.
Arise, fair sun, and kill the envious moon,
Who is already sick and pale with grief,
That thou her maid art far more fair than she:
Be not her maid, since she is envious;
Her vestal livery is but sick and green
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And none but fools do wear it; cast it off.
It is my lady, O, it is my love!
O, that she knew she were!
She speaks yet she says nothing: what of that?
Her eye discourses; I will answer it.
I am too bold, 'tis not to me she speaks:
Two of the fairest stars in all the heaven,
Having some business, do entreat her eyes
To twinkle in their spheres till they return.
What if her eyes were there, they in her head?
The brightness of her cheek would shame those stars,
As daylight doth a lamp; her eyes in heaven
Would through the airy region stream so bright
That birds would sing and think it were not night.
See, how she leans her cheek upon her hand!
O, that I were a glove upon that hand,
That I might touch that cheek!
3. Work through the passage as a class. Ask students to raise a hand every time they
don’t understand a word or the context it is being used in. Have a student read aloud
the passage and stop each time a student wants clarification to lookup the word’s
definition and historical usage. Pause on words like “vestal” if you do not believe
students know the meaning.
4. Ask students if they were surprised by how much they already understood. Discuss.
5. Ask students to pull out their scenes.
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6. Inform student that they need to understand every word they say in their scene, so
they will need to look up every word they say that they are uncertain of. They can ask
to look it up now as a class, or they can use the Oxford English Dictionary will be left
out for them. Let them know that they will be questioned about definitions if they do
not look like they know what they are saying.
7. Ask students for words from their scenes they would like to lookup as a class. Practice
the exercise together and answer any questions students have about this method.
Parts of Speech Exercise (8-9 Minutes)
8. Post the following passage from Romeo and Juliet on the SMART board or projector:
JULIET
'Tis but thy name that is my enemy;
Thou art thyself, though not a Montague.
What's Montague? it is nor hand, nor foot,
Nor arm, nor face, nor any other part
Belonging to a man. O, be some other name!
What's in a name? that which we call a rose
By any other name would smell as sweet;
So Romeo would, were he not Romeo call'd,
Retain that dear perfection which he owes
Without that title. Romeo, doff thy name,
And for that name which is no part of thee
Take all myself.
1. Work through the passage with students, underlining any nouns, verbs, adjectives, or
adverbs.
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2. Inform students that they will read through the passage only using the underlined
words and explain that they are getting to the communicative words of the material.
3. Give a brief example of how to convey meaning just using the underlined words. Read
a few lines then ask for volunteers for the following lines. Use this time to give notes
to students so that they better understand the activity.
Group Parts of Speech Exercise (15-17 Minutes)
1. Inform students that they will be underlining the nouns, verbs, adjective, and adverbs
in their scenes.
2. Break students up into their groups and walk around to advise. Call attention to
questions that you believe several students may be struggling with.
3. When a group is finished, tell them to read through the scene only using their
underlined words. Ask them to try to get across what they are saying and encourage
them not to go too quickly. Repeat these instructions to each group as they finish.
Journal Time (3-4 Minutes)
1. Inform students that the class meeting after next they will have a quiz over the
material they have learned so far in the unit.
2. Ask students to pull out their journals.
3. Give them the following prompt: “Which study tool do you think is most useful for you.
Why?”
4. Ask students to leave behind their journals and pick them up at the beginning of next
class.
Evaluation:
•

If possible, take the time to read through these journal entries as they will give insight
into how each student learns best.

29
•

Observe as many students as possible during the “Group Parts of Speech Exercise” to
assess how well they are grasping the concept.

•

The “OED Exercise” will be evaluated based on how well students understand what
they are saying when they work on their scenes.
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Appendix E
Lesson 5: How Do We Get in a Shakespeare Character’s Head?
Unit Name: Engaging High School Students with Shakespeare
Grade Level(s): 9-12
Essential Question: How Do We Get in a Shakespeare Character’s Head?
Curriculum Areas: Theatre, Language Arts
Objective(s):
•

Students will form opinions about characters based on contextual and personal
analysis.

•

Students will explain character relationships using contextual analysis.

National Standards:
•

TH:Cr3.1.I. b. Explore physical, vocal and physiological choices to develop a
performance that is believable, authentic, and relevant to a drama/theatre work.

•

TH:Pr4.1.I. a. Examine how character relationships assist in telling the story of a
drama/theatre work. b. Shape character choices using given circumstances in a
drama/theatre work.

Materials Needed:
•

SMART Board or White Board and writing utensils for whichever board

•

A method of viewing videos as a class

•

Scripts (See Appendix K, M, O, and Q)

•

A journal for each student

Technology Connection:
•

Video: “Hip-Hop & Shakespeare? Akala at TEDxAldeburgh”
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o

https://www.youtube.com/watch?v=DSbtkLA3GrY

o

In this video, the speaker explains how the iambic pentameter within
Shakespeare allows it to be rapped to several beats, and this rhythm is intrinsic
to human beings because it is the rhythm of our hearts.

Procedures:
Introduction (8-12 Minutes)
1. View the Video “Hip-Hop & Shakespeare? Akala at TEDxAldeburgh” (4:19-8:20)
A. https://www.youtube.com/watch?v=DSbtkLA3GrY
2. Ask students if this has changed how they view Shakespeare or iambic pentameter.
Discuss.
3. Depending on personal comfort level, rap a monologue from Shakespeare. The more
engaged you are with the material, the more fun the students will have with it.
A. Find a freestyle beat to use before class. Practice beforehand so that the
students have a good example to use. Have fun with it.
4. Invite students to attempt rapping a section of their script. Encourage any students
who try and give a specific compliment about their performance.
5. Inform students that if they are having trouble memorizing their Shakespearean lines,
rapping them is a mnemonic device. This fact is mentioned in the video they just
watched.
Character Walk Activity (15-18 Minutes)
1. Move chairs to the sides of the classroom to create room.
2. Ask students to begin walking around the room with as neutral a walk as possible.
6. Give a series of prompts and tell the students to adapt their walk as they think about
each element.
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A. What class are you? Do you look down on others, or are you a jovial peasant?
B. What body part do you lead with? Head because you’re always in a hurry? Chest
because you’re proud?
C. Are you casual or formal?
D. How old are you?
E. Do you have aches and pains?
F. (Can add questions as needed.)
7. Students keep walking but move to this category of considerations.
A. Notice the people walking around you. What do you think of them?
B. Does a crowd like this make you nervous, are you thriving, or do you even
notice them?
C. Do you see anyone who might be a friend? An enemy?
D. Acknowledge a few different people as you walk around. Make sure they notice
you too.
E. Add additional prompts as needed.
8. Have the students stand to the side and form a line.
9. Allow each student to “model” their character by having them walk across the room
and back. Discuss character choices that stand out and why that person might be
walking this way.
Group Time (15-17 Minutes)
1. Inform students that they will be breaking back into their groups and read through
their scene. Once they are done running through their scene, each actor should go
around and express how their character feels about the other characters in the scene
(only the scene they are working on because that is the feeling that matters) and why.
Ask them to look beyond formal titles since people are more complicated than that.
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Not every subject will love their king, but some will die for them. Everyone has their
own reasoning.
2. Give students about 10 minutes to work amongst themselves.
a. Walk around and listen to different groups working. Prompt students with
specific relationship questions if need be (Ex. Why do you think Polonius is
giving Laertes so much advice? Is it just because he’s his father or is there an
additional motivation?)
3. Check in with all the groups after about 10 minutes or after noticing that they are
done. Pull a few sticks to check in with various students about what their group talked
about and if any character relationships were confusing. Remember to try to guide
students to an answer that makes textual sense rather than giving them a personally
researched opinion.
4. Inform students that next class each group will run through their scene a couple times
in front of the class. Emphasize that it is not a performance, it is a work session, but
they will get more from the session if they are familiar with their scripts.
Memorization will not be required.
Journal Time (3-4 Minutes)
5. Remind students that tomorrow they will have a quiz over what they have learned so
far in the unit. As long as they have been paying attention, they should be fine.
6. Ask students to pull out their journals.
7. Give them the following prompt: “What was something new you learned about your
character today? How do you think that will affect your scene?”
8. Ask students to leave behind their journals and pick them up at the beginning of next
class.
Evaluation:
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•

Observe groups while they are working to see how well students are understanding the
material.

•

If there is concern about a student not understanding the lesson, take the time to
check their journal entry to see if they understood the material enough to make a
character discovery.

35
Appendix F
Lesson 6: How Do We Rehearse Shakespeare Scenes?
Unit Name: Engaging High School Students with Shakespeare
Grade Level(s): 9-12
Essential Question: How Do We Rehearse Shakespeare Scenes?
Curriculum Areas: Theatre, Language Arts
Objective(s):
•

Students will adapt their creative process to notes given by a director.

•

Students will observe the rehearsal process.

National Standards:
•

TH:Cr3.1.I. a. Practice and revise a devised or scripted drama/theatre work using
theatrical staging conventions. b. Explore physical, vocal and physiological choices to
develop a performance that is believable, authentic, and relevant to a drama/theatre
work.

•

TH:Pr4.1.II. Discover how unique choices shape believable and sustainable drama/
theatre work.

Materials Needed:
•

Quizzes (See Appendix S)

•

A method of viewing videos as a class

•

Scripts (See Appendix K, M, O, and Q)

•

A journal for each student

Technology Connection:
•

Video: “In Rehearsal | Globe Ensemble”
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o

https://www.youtube.com/watch?v=ijiDTRQBm2k

o

Globe actors describe what it is like to be in rehearsal for Hamlet and As You
Like It at the same time.

Procedures:
Quiz (8-10 Minutes)
1. Hand out quizzes as students enter the classroom (See Appendix S).
2. Allow students about 10 minutes to finish and turn in their quizzes.
Lesson Introduction (4-5 Minutes)
1. View the Video “In Rehearsal | Globe Ensemble” (0:00-2:54).
a. https://www.youtube.com/watch?v=ijiDTRQBm2k
2. Ask for any comments on the video. If anyone brings up a comment, discuss it.
3. Remind students that they will be in rehearsals today; they will probably not make it
through the whole scene until the last section of their work time, and that is okay
because every note is an opportunity to improve.
4. Inform students that they will need to get out their journals. Any time they are
watching another group work, they will need to write about two things the group did
well, two things they could work on, and two things their own group could work on
based on the rehearsal they are watching.
First Rehearsal Block (17 Minutes)
1. Select a group to come up and work.
2. Ask the group what their production concept is.
3. Ask students to start their scene (scenes run about 4-6 minutes).
4. Workshop the scene, being sure to stop students if it doesn’t look like they know what
they are saying.
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5. Leave 5 minutes at the end of their worktime for the students to get all the way
through their scene.
6. Thank students for their work and ask them to return to their seats.
Second Rehearsal Block (17 Minutes)
7. Select a group to come up and work.
8. Ask the group what their production concept is.
9. Ask students to start their scene (scenes run about 4-6 minutes).
10. Workshop the scene, being sure to stop students if it doesn’t look like they know what
they are saying.
11. Leave 5 minutes at the end of their worktime for the students to get all the way
through their scene.
12. Thank students for their work and ask them to return to their seats.
Journal Time (3-4 Minutes)
9. Ask students to pull out their journals.
10. Give them the following prompt: “Was rehearsing Shakespeare different than
rehearsing other types of material? Why? What did you learn?
11. Ask students to leave behind their journals and pick them up at the beginning of next
class.
Evaluation:
•

An easy way to determine how well a student is understanding the material is by
seeing how well they understand what they are saying during their rehearsal time.

•

Check a student’s journal if there is a concern about how well they are understanding
the material.
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•

The quiz is a mid-unit summative assessment about how well students are retaining
the material.
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Appendix G
Lesson 7: How Do We Form a Scholarly Opinion?
Unit Name: Engaging High School Students with Shakespeare
Grade Level(s): 9-12
Essential Question: How Do We Form a Scholarly Opinion?
Curriculum Areas: Theatre, Language Arts
Objective(s):
•

Students will form a personal opinion about complex text that is supported by the
material.

National Standards:
•

TH:Re8.1.II. a. Develop detailed supporting evidence and criteria to reinforce artistic
choices, when participating in or observing a drama/theatre work.

•

TH:Re9.1.II. a. Analyze and assess a drama/theatre work by connecting it to art
forms, history, culture, and other disciplines using supporting evidence and criteria.

•

TH:Cn11.2.II. a. Formulate creative choices for a devised or scripted drama/theatre
work based on theatre research about the selected topic.

Materials Needed:
•

Scripts (See Appendix K, M, O, and Q)

•

At least two extra scripts for each group (See Appendix K, M, O, and Q)

•

A journal for each student

Procedures:
Welcome (2-3 Minutes)
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1. Welcome students to class and let them know that they have a busy class ahead of
them.
Form an Opinion Exercise (13-14 Minutes)
1. Inform students that they are going to break up into their scene groups and participate
in a fun, potentially silly, opinion forming and debate exercise. When they break into
their groups, they are going to come up with two different opinions about the scene
based on textual evidence. Half of the group with choose one opinion, and the other
with go with the opposing opinion.
a. Allow students a couple blank copies of their scene if they would like to
highlight text on a fresh copy.
2. Break students into their groups where they will choose a topic to debate about and
split into sides.
a. Circulate around the room to help students settle on their topics.
3. Once students have decided on a topic, inform students that they will be defending
their opinion at the beginning of class the next time it meets, so use this time to
gather their evidence.
4. Allow students about 10 additional minutes to highlight text that supports their
opinion.
5. Ask students to put their evidence in their journal.
Third Rehearsal Block (17 Minutes)
1. Select a group to come up and work.
2. Remind audience members that they will need to have their journals open to write
about two things the group did well, two things they could work on, and two things
their own group could work on based on the rehearsal they are watching.
3. Ask the group what their production concept is.
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4. Ask students to start their scene (scenes run about 4-6 minutes).
5. Workshop the scene, being sure to stop students if it doesn’t look like they know what
they are saying.
6. Leave 5 minutes at the end of their worktime for the students to get all the way
through their scene.
7. Thank students for their work and ask them to return to their seats.
Fourth Rehearsal Block and Group Work Time (17 Minutes)
1. Select a group to come up and work.
2. Ask other groups to break out to work on their scenes while the selected group has
their rehearsal time.
3. Ask the group what their production concept is.
4. Ask students to start their scene (scenes run about 4-6 minutes).
5. Workshop the scene, being sure to stop students if it doesn’t look like they know what
they are saying.
6. Leave 5 minutes at the end of their worktime for the students to get all the way
through their scene.
7. Thank students for their work and ask them to return to their seats.
Journal Time (3-4 Minutes)
1. Ask students to pull out their journals.
2. Give them the following prompt: “Did your group decide on a serious or silly topic?
What is your best piece of evidence?”
3. Ask students to leave behind their journals and pick them up at the beginning of next
class.
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Evaluation:
•

Monitor students while they are deciding on topics to make sure they come up with
something that will work for both sides.

•

Work with students during their rehearsal time to cultivate new discoveries and pay
attention to how well they understand Shakespeare in practice.

•

Check a student’s journal if there is a concern or question about how well they are
understanding the material.
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Appendix H
Lesson 8: How Do We Defend a Scholarly Opinion?
Unit Name: Engaging High School Students with Shakespeare
Grade Level(s): 9-12
Essential Question: How Do We Defend a Scholarly Opinion?
Curriculum Areas: Theatre, Language Arts
Objective(s):
•

Students will utilize text to defend an opinion about Shakespearean text.

National Standards:
•

TH:Re8.1.II. c. Debate and distinguish multiple aesthetics, preferences, and beliefs
through participation in and observation of drama/theatre work.

•

TH:Re9.1.II. b. Construct meaning in a drama/theatre work, considering personal
aesthetics and knowledge of production elements while respecting others’
interpretations.

Materials Needed:
•

Scripts (See Appendix K, M, O, and Q)

•

At least two extra scripts for each group (See Appendix K, M, O, and Q)

•

A journal for each student

Procedures:
Welcome (2-3 Minutes)
1. Welcome students to class and inform them that they have another busy day ahead of
them.
Mock Debate (13-14 Minutes)
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1. Ask students to pull out their evidence from the previous class.
2. Ask students to break into their differing mock debate teams.
3. Ask each team to find a team that is not a part of theirs to explain the scene and their
opinion about the scene.
4. Give students about 5 minutes to do this.
5. Ask students to return to their scene groups.
6. Ask for a group to volunteer to explain their reasoning in front of the class.
7. Allow each side to present their opinions about the scene, making sure that no one
interrupts the other.
8. Allow for one response from each side.
9. If there is time, ask students to explain within their groups how they used textual
evidence to support their opinion.
Fifth Rehearsal Block (17 Minutes)
1. Select a group to come up and work.
2. Ask the group what their production concept is.
3. Ask students to start their scene (scenes run about 4-6 minutes).
4. Workshop the scene, being sure to stop students if it doesn’t look like they know what
they are saying.
5. Leave 5 minutes at the end of their worktime for the students to get all the way
through their scene.
6. Thank students for their work and ask them to return to their seats.
Sixth Rehearsal Block and Group Work Time (17 Minutes)
1. Select a group to come up and work.
2. Ask other groups to break out to work on their scenes while the selected group has
their rehearsal time.
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3. Ask the group what their production concept is.
4. Ask students to start their scene (scenes run about 4-6 minutes).
5. Workshop the scene, being sure to stop students if it doesn’t look like they know what
they are saying.
6. Leave 5 minutes at the end of their worktime for the students to get all the way
through their scene.
7. Thank students for their work and ask them to return to their seats.
Journal Time (3-4 Minutes)
1. Ask students to pull out their journals.
2. Give them the following prompt: “Did your best piece of evidence hold up in the mock
debate? What was something that went really well? What could have been stronger?”
3. Ask students to leave behind their journals and pick them up at the beginning of next
class.
Evaluation:
•

Monitor student responses during their debate to determine how well they are
handling the material.

•

Work with students during their rehearsal time to cultivate new discoveries and pay
attention to how well they understand Shakespeare in practice.

•

Check a student’s journal if there is a concern or question about how well they are
understanding the material.
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Appendix I
Lesson 9: How Do We Apply Character Work to Performance?
Unit Name: Engaging High School Students with Shakespeare
Grade Level(s): 9-12
Essential Question: How Do We Apply Character Work to Performance?
Curriculum Areas: Theatre, Language Arts
Objective(s):
•

Students will perform a Shakespearean scene.

•

Students will apply character work to shape their performance.

National Standards:
•

TH:Pr6.1.II. a. Present a drama/theatre work using creative processes that shape the
production for a specific audience.

Materials Needed:
•

Scripts (See Appendix K, M, O, and Q)

•

A journal for each student

Procedures:
Welcome (2-3 Minutes)
1. Quickly welcome students (and if utilizing more than six scenes transitions will need to
be very quick). Let them know that although they will only be running through their
piece once, this is still a rehearsal. They will be assessed on how well they understand
the material and its application to the scene, but mistakes happen. Ask them to try to
treat any “mistakes” as new discoveries and keep going through their scene.
2. Ask the first group to set up.
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First Scene (6-7 Minutes)
1. Students will quickly set up their scene.
2. Students will perform their scene.
3. Ask students to assist the next group in setting up for their scene.
Second Scene (6-7 Minutes)
1. Students will quickly set up their scene.
2. Students will perform their scene.
3. Ask students to assist the next group in setting up for their scene.
Third Scene (6-7 Minutes)
1. Students will quickly set up their scene.
2. Students will perform their scene.
3. Ask students to assist the next group in setting up for their scene.
Fourth Scene (6-7 Minutes)
1. Students will quickly set up their scene.
2. Students will perform their scene.
3. Ask students to assist the next group in setting up for their scene.
Fifth Scene (6-7 Minutes)
1. Students will quickly set up their scene.
2. Students will perform their scene.
3. Ask students to assist the next group in setting up for their scene.
Sixth Scene (6-7 Minutes)
1. Students will quickly set up their scene.
2. Students will perform their scene.
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3. Ask students to return the playing space to neutral.
Journal Time (3-4 Minutes)
1. Ask students to pull out their journals.
2. Give them the following prompt: “What was something that went really well with your
scene today? What was something another actor did during their turn that you liked?”
3. Ask students to leave behind their journals and pick them up at the beginning of next
class.
Evaluation:
•

Utilize a rubric of personal creation to evaluate student performance as a summative
assessment.

•

Check a student’s journal if there is a question or concern about how their scene work
went.
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Appendix J
Lesson 10: Test and Experiential Reflection
Unit Name: Engaging High School Students with Shakespeare
Grade Level(s): 9-12
Essential Question: How do we reflect on our Shakespearean work?
Curriculum Areas: Theatre, Language Arts
Objective(s):
•

Students will discuss their experiences with the rehearsal process.

•

Students will discuss their experience with their final run of their scene.

National Standards:
•

TH:Re8.1.I. Analyze and compare artistic choices developed from personal
experiences in multiple drama/theatre works.

Materials Needed:
•

Tests (See Appendix T)

•

A journal for each student

Procedures:
Test (30-35 Minutes)
1. Hand out tests as students enter the classroom (See Appendix T).
2. Allow students about 30 minutes or as long as they need to finish and turn in their
quizzes.
Experiential Reflection (15-17 Minutes)
1. Ask students to form a circle with their chairs.
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2. Prompt students with the following questions. Let the discussion last as long as it
needs to.
•

What was your favorite part about a different group’ performance?

•

What was your favorite part about your performance?

•

What is something you could improve in your scene?

•

What is something that has made a lot of progress over the rehearsal process?

•

Was this different than other rehearsal processes? Why or why not?

Journal Time (3-4 Minutes)
1. Ask students to pull out their journals.
2. Give them the following prompt: “What was your favorite part of the Shakespeare
unit? What was your least favorite part, and how do you think this can be improved?"
3. Ask students to leave behind their journals and pick them up at the beginning of next
class.
Evaluation:
•

Utilize the Shakespeare Unit Test (see Appendix T) as a summative assessment.

•

Review student journals to see their favorite part of the unit, and suggestions to
improve their least favorite parts of the unit. Adapt the lessons using any constructive
student comments.
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Appendix K
A Midsummer Night’s Dream Act 3, Scene 2 Classroom Cut
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A Midsummer Night’s Dream Act 3, Scene 2 Classroom Cut
LYSANDER
Stay, gentle Helena; hear my excuse:
My love, my life my soul, fair Helena!
HELENA
O excellent!
HERMIA
Sweet, do not scorn her so.
DEMETRIUS
If she cannot entreat, I can compel.
LYSANDER
Thou canst compel no more than she entreat:
Thy threats have no more strength than her weak prayers.
Helen, I love thee; by my life, I do:
I swear by that which I will lose for thee,
To prove him false that says I love thee not.
DEMETRIUS
I say I love thee more than he can do.
LYSANDER
If thou say so, withdraw, and prove it too.
DEMETRIUS
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Quick, come!
HERMIA
Lysander, whereto tends all this?
LYSANDER
Away, you Ethiope!
DEMETRIUS
No, no; he'll
Seem to break loose; take on as you would follow,
But yet come not: you are a tame man, go!
LYSANDER
Hang off, thou cat, thou burr! vile thing, let loose,
Or I will shake thee from me like a serpent!
HERMIA
Why are you grown so rude? what change is this?
Sweet love,-LYSANDER
Thy love! out, tawny Tartar, out!
Out, loathed medicine! hated potion, hence!
HERMIA
Do you not jest?
HELENA
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Yes, sooth; and so do you.
LYSANDER
Demetrius, I will keep my word with thee.
DEMETRIUS
I would I had your bond, for I perceive
A weak bond holds you: I'll not trust your word.
LYSANDER
What, should I hurt her, strike her, kill her dead?
Although I hate her, I'll not harm her so.
HERMIA
What, can you do me greater harm than hate?
Hate me! wherefore? O me! what news, my love!
Am not I Hermia? are not you Lysander?
I am as fair now as I was erewhile.
Since night you loved me; yet since night you left
me:
Why, then you left me--O, the gods forbid!-In earnest, shall I say?
LYSANDER
Ay, by my life;
And never did desire to see thee more.
Therefore be out of hope, of question, of doubt;
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Be certain, nothing truer; 'tis no jest
That I do hate thee and love Helena.
HERMIA
O me! you juggler! you canker-blossom!
You thief of love! what, have you come by night
And stolen my love's heart from him?
HELENA
Fine, i'faith!
Have you no modesty, no maiden shame,
No touch of bashfulness? What, will you tear
Impatient answers from my gentle tongue?
Fie, fie! you counterfeit, you puppet, you!
HERMIA
Puppet? why so? ay, that way goes the game.
Now I perceive that she hath made compare
Between our statures; she hath urged her height;
And with her personage, her tall personage,
Her height, forsooth, she hath prevail'd with him.
And are you grown so high in his esteem;
Because I am so dwarfish and so low?
How low am I, thou painted maypole? speak;
How low am I? I am not yet so low
But that my nails can reach unto thine eyes.

56
HELENA
I pray you, though you mock me, gentlemen,
Let her not hurt me: I was never curst;
I have no gift at all in shrewishness;
I am a right maid for my cowardice:
Let her not strike me. You perhaps may think,
Because she is something lower than myself,
That I can match her.
HERMIA
Lower! hark, again.
HELENA
Good Hermia, do not be so bitter with me.
I evermore did love you, Hermia,
Did ever keep your counsels, never wrong'd you;
Save that, in love unto Demetrius,
I told him of your stealth unto this wood.
He follow'd you; for love I follow'd him;
But he hath chid me hence and threaten'd me
To strike me, spurn me, nay, to kill me too:
And now, so you will let me quiet go,
To Athens will I bear my folly back
And follow you no further: let me go:
You see how simple and how fond I am.
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HERMIA
Why, get you gone: who is't that hinders you?
HELENA
A foolish heart, that I leave here behind.
HERMIA
What, with Lysander?
HELENA
With Demetrius.
LYSANDER
Be not afraid; she shall not harm thee, Helena.
DEMETRIUS
No, sir, she shall not, though you take her part.
HELENA
O, when she's angry, she is keen and shrewd!
She was a vixen when she went to school;
And though she be but little, she is fierce.
HERMIA
'Little' again! nothing but 'low' and 'little'!
Why will you suffer her to flout me thus?
Let me come to her.
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LYSANDER
Get you gone, you dwarf;
You minimus, of hindering knot-grass made;
You bead, you acorn.
DEMETRIUS
You are too officious
In her behalf that scorns your services.
Let her alone: speak not of Helena;
Take not her part; for, if thou dost intend
Never so little show of love to her,
Thou shalt aby it.
LYSANDER
Now she holds me not;
Now follow, if thou darest, to try whose right,
Of thine or mine, is most in Helena.
DEMETRIUS
Follow! nay, I'll go with thee, cheek by jole.
Exeunt LYSANDER and DEMETRIUS
HERMIA
You, mistress, all this coil is 'long of you:
Nay, go not back.
HELENA
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I will not trust you, I,
Nor longer stay in your curst company.
Your hands than mine are quicker for a fray,
My legs are longer though, to run away.
Exit
HERMIA
I am amazed, and know not what to say.
Exit
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Lysander A Midsummer Night’s Dream Act 3, Scene 2 Cut
LYSANDER
Stay, gentle Helena; hear my excuse:
My love, my life my soul, fair Helena!
…

DEMETRIUS
… I can compel.
LYSANDER
Thou canst compel no more than she entreat:
Thy threats have no more strength than her weak prayers.
Helen, I love thee; by my life, I do:
I swear by that which I will lose for thee,
To prove him false that says I love thee not.
DEMETRIUS
… I love thee more than he can do.
LYSANDER
If thou say so, withdraw, and prove it too.
DEMETRIUS
… you are a tame man, go!
LYSANDER
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Hang off, thou cat, thou burr! vile thing, let loose,
Or I will shake thee from me like a serpent!
HERMIA
… Sweet love,-LYSANDER
Thy love! out, tawny Tartar, out!
Out, loathed medicine! hated potion, hence!
…
HELENA
Yes, sooth; and so do you.
LYSANDER
Demetrius, I will keep my word with thee.
DEMETRIUS
… I'll not trust your word.
LYSANDER
What, should I hurt her, strike her, kill her dead?
Although I hate her, I'll not harm her so.
HERMIA
… In earnest, shall I say?
LYSANDER
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Ay, by my life;
And never did desire to see thee more.
Therefore be out of hope, of question, of doubt;
Be certain, nothing truer; 'tis no jest
That I do hate thee and love Helena.
…
HELENA
With Demetrius.
LYSANDER
Be not afraid; she shall not harm thee, Helena.
…
HERMIA
… Let me come to her.
LYSANDER
Get you gone, you dwarf;
You minimus, of hindering knot-grass made;
You bead, you acorn.
DEMETRIUS
… Thou shalt aby it.
LYSANDER
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Now she holds me not;
Now follow, if thou darest, to try whose right,
Of thine or mine, is most in Helena.
DEMETRIUS
… cheek by jole.
Exeunt LYSANDER and DEMETRIUS
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Helena A Midsummer Night’s Dream Act 3, Scene 2 Cut
LYSANDER
… my life my soul, fair Helena!
HELENA
O excellent!
…
HERMIA
Do you not jest?
HELENA
Yes, sooth; and so do you.
…
HERMIA
… my love's heart from him?
HELENA
Fine, i'faith!
Have you no modesty, no maiden shame,
No touch of bashfulness? What, will you tear
Impatient answers from my gentle tongue?
Fie, fie! you counterfeit, you puppet, you!
HERMIA
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… my nails can reach unto thine eyes.
HELENA
I pray you, though you mock me, gentlemen,
Let her not hurt me: I was never curst;
I have no gift at all in shrewishness;
I am a right maid for my cowardice:
Let her not strike me. You perhaps may think,
Because she is something lower than myself,
That I can match her.
HERMIA
Lower! hark, again.
HELENA
Good Hermia, do not be so bitter with me.
I evermore did love you, Hermia,
Did ever keep your counsels, never wrong'd you;
Save that, in love unto Demetrius,
I told him of your stealth unto this wood.
He follow'd you; for love I follow'd him;
But he hath chid me hence and threaten'd me
To strike me, spurn me, nay, to kill me too:
And now, so you will let me quiet go,
To Athens will I bear my folly back
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And follow you no further: let me go:
You see how simple and how fond I am.
HERMIA
… who is't that hinders you?
HELENA
A foolish heart, that I leave here behind.
HERMIA
What, with Lysander?
HELENA
With Demetrius.
…
DEMETRIUS
… though you take her part.
HELENA
O, when she's angry, she is keen and shrewd!
She was a vixen when she went to school;
And though she be but little, she is fierce.
…
HERMIA
… Nay, go not back.
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HELENA
I will not trust you, I,
Nor longer stay in your curst company.
Your hands than mine are quicker for a fray,
My legs are longer though, to run away.
Exit
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Hermia A Midsummer Night’s Dream Act 3, Scene 2 Cut
…
HELENA
O excellent!
HERMIA
Sweet, do not scorn her so.
…
DEMETRIUS
Quick, come!
HERMIA
Lysander, whereto tends all this?
…
LYSANDER
… shake thee from me like a serpent!
HERMIA
Why are you grown so rude? what change is this?
Sweet love,-LYSANDER
… hated potion, hence!
HERMIA
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Do you not jest?
…
LYSANDER
… I'll not harm her so.
HERMIA
What, can you do me greater harm than hate?
Hate me! wherefore? O me! what news, my love!
Am not I Hermia? are not you Lysander?
I am as fair now as I was erewhile.
Since night you loved me; yet since night you left
me:
Why, then you left me--O, the gods forbid!-In earnest, shall I say?
LYSANDER
… hate thee and love Helena.
HERMIA
O me! you juggler! you canker-blossom!
You thief of love! what, have you come by night
And stolen my love's heart from him?
HELENA
… you counterfeit, you puppet, you!
HERMIA
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Puppet? why so? ay, that way goes the game.
Now I perceive that she hath made compare
Between our statures; she hath urged her height;
And with her personage, her tall personage,
Her height, forsooth, she hath prevail'd with him.
And are you grown so high in his esteem;
Because I am so dwarfish and so low?
How low am I, thou painted maypole? speak;
How low am I? I am not yet so low
But that my nails can reach unto thine eyes.
HELENA
… That I can match her.
HERMIA
Lower! hark, again.
HELENA
… and how fond I am.
HERMIA
Why, get you gone: who is't that hinders you?
HELENA
… that I leave here behind.
HERMIA
What, with Lysander?

72
…
HELENA
… she be but little, she is fierce.
HERMIA
'Little' again! nothing but 'low' and 'little'!
Why will you suffer her to flout me thus?
Let me come to her.
…
DEMETRIUS
… cheek by jole.
Exeunt LYSANDER and DEMETRIUS
HERMIA
You, mistress, all this coil is 'long of you:
Nay, go not back.
HELENA
… to run away.
Exit
HERMIA
I am amazed, and know not what to say.
Exit
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Demetrius A Midsummer Night’s Dream Act 3, Scene 2 Cut
…
HERMIA
Sweet, do not scorn her so.
DEMETRIUS
If she cannot entreat, I can compel.
LYSANDER
… that says I love thee not.
DEMETRIUS
I say I love thee more than he can do.
LYSANDER
… withdraw, and prove it too.
DEMETRIUS
Quick, come!
…
LYSANDER
Away, you Ethiope!
DEMETRIUS
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No, no; he'll
Seem to break loose; take on as you would follow,
But yet come not: you are a tame man, go!
…
LYSANDER
… keep my word with thee.
DEMETRIUS
I would I had your bond, for I perceive
A weak bond holds you: I'll not trust your word.
…
LYSANDER
… not harm thee, Helena.
DEMETRIUS
No, sir, she shall not, though you take her part.
…
LYSANDER
… You bead, you acorn.
DEMETRIUS
You are too officious
In her behalf that scorns your services.
Let her alone: speak not of Helena;
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Take not her part; for, if thou dost intend
Never so little show of love to her,
Thou shalt aby it.
LYSANDER
… is most in Helena.
DEMETRIUS
Follow! nay, I'll go with thee, cheek by jole.
Exeunt LYSANDER and DEMETRIUS
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Romeo and Juliet Act 3, Scene 5 Classroom Cut
[ROMEO has just exited. Nurse, LADY CAPULET, and JULIET are onstage.]
LADY CAPULET
… now I'll tell thee joyful tidings, girl.
JULIET
And joy comes well in such a needy time:
What are they, I beseech your ladyship?
LADY CAPULET
Well, well, thou hast a careful father, child;
One who, to put thee from thy heaviness,
Hath sorted out a sudden day of joy,
That thou expect'st not nor I look'd not for.
JULIET
Madam, in happy time, what day is that?
LADY CAPULET
Marry, my child, early next Thursday morn,
The gallant, young and noble gentleman,
The County Paris, at Saint Peter's Church,
Shall happily make thee there a joyful bride.
JULIET
Now, by Saint Peter's Church and Peter too,
He shall not make me there a joyful bride.
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I wonder at this haste; that I must wed
Ere he, that should be husband, comes to woo.
I pray you, tell my lord and father, madam,
I will not marry yet; and, when I do, I swear,
It shall be Romeo, whom you know I hate,
Rather than Paris. These are news indeed!
LADY CAPULET
Here comes your father; tell him so yourself,
And see how he will take it at your hands.
Enter CAPULET and Nurse
CAPULET
[…]
How now, wife!
Have you deliver'd to her our decree?
LADY CAPULET
Ay, sir; but she will none, she gives you thanks.
I would the fool were married to her grave!
CAPULET
Soft! take me with you, take me with you, wife.
How! will she none? doth she not give us thanks?
Is she not proud? doth she not count her blest,
Unworthy as she is, that we have wrought
So worthy a gentleman to be her bridegroom?

79
JULIET
Not proud, you have; but thankful, that you have:
Proud can I never be of what I hate;
But thankful even for hate, that is meant love.
CAPULET
How now, how now, chop-logic! What is this?
'Proud,' and 'I thank you,' and 'I thank you not;'
And yet 'not proud,' mistress minion, you,
Thank me no thankings, nor, proud me no prouds,
But fettle your fine joints 'gainst Thursday next,
To go with Paris to Saint Peter's Church,
Or I will drag thee on a hurdle thither.
Out, you green-sickness carrion! out, you baggage!
You tallow-face!
LADY CAPULET
Fie, fie! what, are you mad?
JULIET
Good father, I beseech you on my knees,
Hear me with patience but to speak a word.
CAPULET
Hang thee, young baggage! disobedient wretch!
I tell thee what: get thee to church o' Thursday,
Or never after look me in the face:
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Speak not, reply not, do not answer me;
My fingers itch. […]
Nurse
God in heaven bless her!
You are to blame, my lord, to rate her so.
CAPULET
And why, my lady wisdom? hold your tongue,
Good prudence; smatter with your gossips, go.
Nurse
I speak no treason.
CAPULET
O, God ye god-den.
Nurse
May not one speak?
CAPULET
Peace, you mumbling fool!
Utter your gravity o'er a gossip's bowl;
For here we need it not.
LADY CAPULET
You are too hot.
CAPULET
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[…]
To answer 'I'll not wed; I cannot love,
I am too young; I pray you, pardon me.'
But, as you will not wed, I'll pardon you:
Graze where you will you shall not house with me:
Look to't, think on't, I do not use to jest.
Thursday is near; lay hand on heart, advise:
An you be mine, I'll give you to my friend;
And you be not, hang, beg, starve, die in
the streets,
For, by my soul, I'll ne'er acknowledge thee,
Nor what is mine shall never do thee good:
Trust to't, bethink you; I'll not be forsworn.
Exit
JULIET
Is there no pity sitting in the clouds,
That sees into the bottom of my grief?
O, sweet my mother, cast me not away!
Delay this marriage for a month, a week;
Or, if you do not, make the bridal bed
In that dim monument where Tybalt lies.
LADY CAPULET
Talk not to me, for I'll not speak a word:
Do as thou wilt, for I have done with thee.
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Exit
JULIET
O God!--O nurse, how shall this be prevented?
My husband is on earth, my faith in heaven;
How shall that faith return again to earth,
Unless that husband send it me from heaven
By leaving earth? comfort me, counsel me.
Alack, alack, that heaven should practise stratagems
Upon so soft a subject as myself!
What say'st thou? hast thou not a word of joy?
Some comfort, nurse.
Nurse
Faith, here it is.
Romeo is banish'd; and all the world to nothing,
That he dares ne'er come back to challenge you;
Or, if he do, it needs must be by stealth.
Then, since the case so stands as now it doth,
I think it best you married with the county.
O, he's a lovely gentleman!
Romeo's a dishclout to him: an eagle, madam,
Hath not so green, so quick, so fair an eye
As Paris hath. Beshrew my very heart,
I think you are happy in this second match,
For it excels your first: or if it did not,
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Your first is dead; or 'twere as good he were,
As living here and you no use of him.
JULIET
Speakest thou from thy heart?
Nurse
And from my soul too;
Or else beshrew them both.
JULIET
Amen!
Nurse
What?
JULIET
Well, thou hast comforted me marvellous much.
Go in: and tell my lady I am gone,
Having displeased my father, to Laurence' cell,
To make confession and to be absolved.
Nurse
Marry, I will; and this is wisely done.
Exit
JULIET

84
Ancient damnation! O most wicked fiend!
Is it more sin to wish me thus forsworn,
Or to dispraise my lord with that same tongue
Which she hath praised him with above compare
So many thousand times? Go, counsellor;
Thou and my bosom henceforth shall be twain.
I'll to the friar, to know his remedy:
If all else fail, myself have power to die.
Exit
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Lady Capulet Romeo and Juliet Act 3, Scene 5 Cut
[ROMEO has just exited. Nurse, LADY CAPULET, and JULIET are onstage.]
LADY CAPULET
… now I'll tell thee joyful tidings, girl.
JULIET
… I beseech your ladyship?
LADY CAPULET
Well, well, thou hast a careful father, child;
One who, to put thee from thy heaviness,
Hath sorted out a sudden day of joy,
That thou expect'st not nor I look'd not for.
JULIET
… what day is that?
LADY CAPULET
Marry, my child, early next Thursday morn,
The gallant, young and noble gentleman,
The County Paris, at Saint Peter's Church,
Shall happily make thee there a joyful bride.
JULIET
… These are news indeed!
LADY CAPULET
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Here comes your father; tell him so yourself,
And see how he will take it at your hands.
Enter CAPULET and Nurse
CAPULET
… deliver'd to her our decree?
LADY CAPULET
Ay, sir; but she will none, she gives you thanks.
I would the fool were married to her grave!
…
CAPULET
… You tallow-face!
LADY CAPULET
Fie, fie! what, are you mad?
…
CAPULET
… For here we need it not.
LADY CAPULET
You are too hot.
…
JULIET
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… monument where Tybalt lies.
LADY CAPULET
Talk not to me, for I'll not speak a word:
Do as thou wilt, for I have done with thee.
Exit
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Juliet Romeo and Juliet Act 3, Scene 5 Cut
[ROMEO has just exited. Nurse, LADY CAPULET, and JULIET are onstage.]
LADY CAPULET
… now I'll tell thee joyful tidings, girl.
JULIET
And joy comes well in such a needy time:
What are they, I beseech your ladyship?
LADY CAPULET
… expect'st not nor I look'd not for.
JULIET
Madam, in happy time, what day is that?
LADY CAPULET
… make thee there a joyful bride.
JULIET
Now, by Saint Peter's Church and Peter too,
He shall not make me there a joyful bride.
I wonder at this haste; that I must wed
Ere he, that should be husband, comes to woo.
I pray you, tell my lord and father, madam,
I will not marry yet; and, when I do, I swear,
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It shall be Romeo, whom you know I hate,
Rather than Paris. These are news indeed!
…
CAPULET
… a gentleman to be her bridegroom?
JULIET
Not proud, you have; but thankful, that you have:
Proud can I never be of what I hate;
But thankful even for hate, that is meant love.
…
LADY CAPULET
Fie, fie! what, are you mad?
JULIET
Good father, I beseech you on my knees,
Hear me with patience but to speak a word.
…
CAPULET
… I'll not be forsworn.
Exit
JULIET
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Is there no pity sitting in the clouds,
That sees into the bottom of my grief?
O, sweet my mother, cast me not away!
Delay this marriage for a month, a week;
Or, if you do not, make the bridal bed
In that dim monument where Tybalt lies.
LADY CAPULET
… I have done with thee.
Exit
JULIET
O God!--O nurse, how shall this be prevented?
My husband is on earth, my faith in heaven;
How shall that faith return again to earth,
Unless that husband send it me from heaven
By leaving earth? comfort me, counsel me.
Alack, alack, that heaven should practise stratagems
Upon so soft a subject as myself!
What say'st thou? hast thou not a word of joy?
Some comfort, nurse.
Nurse
… you no use of him.
JULIET
Speakest thou from thy heart?
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Nurse
… beshrew them both.
JULIET
Amen!
Nurse
What?
JULIET
Well, thou hast comforted me marvellous much.
Go in: and tell my lady I am gone,
Having displeased my father, to Laurence' cell,
To make confession and to be absolved.
Nurse
… this is wisely done.
Exit
JULIET
Ancient damnation! O most wicked fiend!
Is it more sin to wish me thus forsworn,
Or to dispraise my lord with that same tongue
Which she hath praised him with above compare
So many thousand times? Go, counsellor;
Thou and my bosom henceforth shall be twain.
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I'll to the friar, to know his remedy:
If all else fail, myself have power to die.
Exit
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Capulet Romeo and Juliet Act 3, Scene 5 Cut
…
LADY CAPULET
… he will take it at your hands.
Enter CAPULET and Nurse
CAPULET
[…]
How now, wife!
Have you deliver'd to her our decree?
LADY CAPULET
… were married to her grave!
CAPULET
Soft! take me with you, take me with you, wife.
How! will she none? doth she not give us thanks?
Is she not proud? doth she not count her blest,
Unworthy as she is, that we have wrought
So worthy a gentleman to be her bridegroom?
JULIET
… that is meant love.
CAPULET
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How now, how now, chop-logic! What is this?
'Proud,' and 'I thank you,' and 'I thank you not;'
And yet 'not proud,' mistress minion, you,
Thank me no thankings, nor, proud me no prouds,
But fettle your fine joints 'gainst Thursday next,
To go with Paris to Saint Peter's Church,
Or I will drag thee on a hurdle thither.
Out, you green-sickness carrion! out, you baggage!
You tallow-face!
…
JULIET
… but to speak a word.
CAPULET
Hang thee, young baggage! disobedient wretch!
I tell thee what: get thee to church o' Thursday,
Or never after look me in the face:
Speak not, reply not, do not answer me;
My fingers itch. […]
Nurse
… my lord, to rate her so.
CAPULET
And why, my lady wisdom? hold your tongue,
Good prudence; smatter with your gossips, go.
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Nurse
I speak no treason.
CAPULET
O, God ye god-den.
Nurse
May not one speak?
CAPULET
Peace, you mumbling fool!
Utter your gravity o'er a gossip's bowl;
For here we need it not.
LADY CAPULET
You are too hot.
CAPULET
[…]
To answer 'I'll not wed; I cannot love,
I am too young; I pray you, pardon me.'
But, as you will not wed, I'll pardon you:
Graze where you will you shall not house with me:
Look to't, think on't, I do not use to jest.
Thursday is near; lay hand on heart, advise:
An you be mine, I'll give you to my friend;
And you be not, hang, beg, starve, die in
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the streets,
For, by my soul, I'll ne'er acknowledge thee,
Nor what is mine shall never do thee good:
Trust to't, bethink you; I'll not be forsworn.
Exit
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Nurse Romeo and Juliet Act 3, Scene 5 Cut
…
CAPULET
… My fingers itch. […]
Nurse
God in heaven bless her!
You are to blame, my lord, to rate her so.
CAPULET
… smatter with your gossips, go.
Nurse
I speak no treason.
CAPULET
O, God ye god-den.
Nurse
May not one speak?
…
JULIET
… Some comfort, nurse.
Nurse
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Faith, here it is.
Romeo is banish'd; and all the world to nothing,
That he dares ne'er come back to challenge you;
Or, if he do, it needs must be by stealth.
Then, since the case so stands as now it doth,
I think it best you married with the county.
O, he's a lovely gentleman!
Romeo's a dishclout to him: an eagle, madam,
Hath not so green, so quick, so fair an eye
As Paris hath. Beshrew my very heart,
I think you are happy in this second match,
For it excels your first: or if it did not,
Your first is dead; or 'twere as good he were,
As living here and you no use of him.
JULIET
… from thy heart?
Nurse
And from my soul too;
Or else beshrew them both.
JULIET
Amen!
Nurse
What?
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JULIET
… confession and to be absolved.
Nurse
Marry, I will; and this is wisely done.
Exit
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Hamlet Act 1, Scene 3 Classroom Cut
Enter LAERTES and OPHELIA
LAERTES
My necessaries are embark'd: farewell:
And, sister, as the winds give benefit
And convoy is assistant, do not sleep,
But let me hear from you.
OPHELIA
Do you doubt that?
LAERTES
For Hamlet and the trifling of his favour,
Hold it a fashion and a toy in blood,
A violet in the youth of primy nature,
Forward, not permanent, sweet, not lasting,
The perfume and suppliance of a minute; No more.
OPHELIA
No more but so?
LAERTES
Think it no more;
For nature, crescent, does not grow alone
In thews and bulk, but, as this temple waxes,
The inward service of the mind and soul
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Grows wide withal. Perhaps he loves you now,
And now no soil nor cautel doth besmirch
The virtue of his will: but you must fear,
His greatness weigh'd, his will is not his own;
For he himself is subject to his birth:
He may not, as unvalued persons do,
Carve for himself; for on his choice depends
The safety and health of this whole state;
And therefore must his choice be circumscribed
Unto the voice and yielding of that body
Whereof he is the head. Then if he says he loves you,
It fits your wisdom so far to believe it
As he in his particular act and place
May give his saying deed; which is no further
Than the main voice of Denmark goes withal.
Then weigh what loss your honour may sustain,
If with too credent ear you list his songs,
Or lose your heart, or your chaste treasure open
To his unmaster'd importunity.
Fear it, Ophelia, fear it, my dear sister,
And keep you in the rear of your affection,
Out of the shot and danger of desire.
The chariest maid is prodigal enough,
If she unmask her beauty to the moon:
Virtue itself 'scapes not calumnious strokes:
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The canker galls the infants of the spring,
Too oft before their buttons be disclosed,
And in the morn and liquid dew of youth
Contagious blastments are most imminent.
Be wary then; best safety lies in fear:
Youth to itself rebels, though none else near.
OPHELIA
I shall the effect of this good lesson keep,
As watchman to my heart. But, good my brother,
Do not, as some ungracious pastors do,
Show me the steep and thorny way to heaven;
Whiles, like a puff'd and reckless libertine,
Himself the primrose path of dalliance treads,
And recks not his own rede.
LAERTES
O, fear me not.
I stay too long: but here my father comes.
Enter POLONIUS
A double blessing is a double grace,
Occasion smiles upon a second leave.
LORD POLONIUS
Yet here, Laertes! aboard, aboard, for shame!
The wind sits in the shoulder of your sail,
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And you are stay'd for. There; my blessing with thee!
And these few precepts in thy memory
See thou character. Give thy thoughts no tongue,
Nor any unproportioned thought his act.
Be thou familiar, but by no means vulgar.
Those friends thou hast, and their adoption tried,
Grapple them to thy soul with hoops of steel;
But do not dull thy palm with entertainment
Of each new-hatch'd, unfledged comrade. Beware
Of entrance to a quarrel, but being in,
Bear't that the opposed may beware of thee.
Give every man thy ear, but few thy voice;
Take each man's censure, but reserve thy judgment.
Costly thy habit as thy purse can buy,
But not express'd in fancy; rich, not gaudy;
For the apparel oft proclaims the man,
And they in France of the best rank and station
Are of a most select and generous chief in that.
Neither a borrower nor a lender be;
For loan oft loses both itself and friend,
And borrowing dulls the edge of husbandry.
This above all: to thine ownself be true,
And it must follow, as the night the day,
Thou canst not then be false to any man.
Farewell: my blessing season this in thee!
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LAERTES
Most humbly do I take my leave, my lord.
LORD POLONIUS
The time invites you; go; your servants tend.
LAERTES
Farewell, Ophelia; and remember well
What I have said to you.
OPHELIA
'Tis in my memory lock'd,
And you yourself shall keep the key of it.
LAERTES
Farewell.
Exit
LORD POLONIUS
What is't, Ophelia, be hath said to you?
OPHELIA
So please you, something touching the Lord Hamlet.
LORD POLONIUS
Marry, well bethought:
'Tis told me, he hath very oft of late
Given private time to you; and you yourself
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Have of your audience been most free and bounteous:
If it be so, as so 'tis put on me,
And that in way of caution, I must tell you,
You do not understand yourself so clearly
As it behoves my daughter and your honour.
What is between you? give me up the truth.
OPHELIA
He hath, my lord, of late made many tenders
Of his affection to me.
LORD POLONIUS
Affection! pooh! you speak like a green girl,
Unsifted in such perilous circumstance.
Do you believe his tenders, as you call them?
OPHELIA
I do not know, my lord, what I should think.
LORD POLONIUS
Marry, I'll teach you: think yourself a baby;
That you have ta'en these tenders for true pay,
Which are not sterling. Tender yourself more dearly;
Or--not to crack the wind of the poor phrase,
Running it thus--you'll tender me a fool.
OPHELIA
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My lord, he hath importuned me with love
In honourable fashion.
LORD POLONIUS
Ay, fashion you may call it; go to, go to.
OPHELIA
And hath given countenance to his speech, my lord,
With almost all the holy vows of heaven.
LORD POLONIUS
Ay, springes to catch woodcocks. I do know,
When the blood burns, how prodigal the soul
Lends the tongue vows: these blazes, daughter,
Giving more light than heat, extinct in both,
Even in their promise, as it is a-making,
You must not take for fire. From this time
Be somewhat scanter of your maiden presence;
Set your entreatments at a higher rate
Than a command to parley. For Lord Hamlet,
Believe so much in him, that he is young
And with a larger tether may he walk
Than may be given you: in few, Ophelia,
Do not believe his vows; for they are brokers,
Not of that dye which their investments show,
But mere implorators of unholy suits,
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Breathing like sanctified and pious bawds,
The better to beguile. This is for all:
I would not, in plain terms, from this time forth,
Have you so slander any moment leisure,
As to give words or talk with the Lord Hamlet.
Look to't, I charge you: come your ways.
OPHELIA
I shall obey, my lord.
Exeunt
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Laertes Hamlet Act 1, Scene 3 Cut
Enter LAERTES and OPHELIA
LAERTES
My necessaries are embark'd: farewell:
And, sister, as the winds give benefit
And convoy is assistant, do not sleep,
But let me hear from you.
OPHELIA
… doubt that?
LAERTES
For Hamlet and the trifling of his favour,
Hold it a fashion and a toy in blood,
A violet in the youth of primy nature,
Forward, not permanent, sweet, not lasting,
The perfume and suppliance of a minute; No more.
OPHELIA
No more but so?
LAERTES
Think it no more;
For nature, crescent, does not grow alone
In thews and bulk, but, as this temple waxes,
The inward service of the mind and soul
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Grows wide withal. Perhaps he loves you now,
And now no soil nor cautel doth besmirch
The virtue of his will: but you must fear,
His greatness weigh'd, his will is not his own;
For he himself is subject to his birth:
He may not, as unvalued persons do,
Carve for himself; for on his choice depends
The safety and health of this whole state;
And therefore must his choice be circumscribed
Unto the voice and yielding of that body
Whereof he is the head. Then if he says he loves you,
It fits your wisdom so far to believe it
As he in his particular act and place
May give his saying deed; which is no further
Than the main voice of Denmark goes withal.
Then weigh what loss your honour may sustain,
If with too credent ear you list his songs,
Or lose your heart, or your chaste treasure open
To his unmaster'd importunity.
Fear it, Ophelia, fear it, my dear sister,
And keep you in the rear of your affection,
Out of the shot and danger of desire.
The chariest maid is prodigal enough,
If she unmask her beauty to the moon:
Virtue itself 'scapes not calumnious strokes:
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The canker galls the infants of the spring,
Too oft before their buttons be disclosed,
And in the morn and liquid dew of youth
Contagious blastments are most imminent.
Be wary then; best safety lies in fear:
Youth to itself rebels, though none else near.
OPHELIA
… recks not his own rede.
LAERTES
O, fear me not.
I stay too long: but here my father comes.
Enter POLONIUS
A double blessing is a double grace,
Occasion smiles upon a second leave.
LORD POLONIUS
… my blessing season this in thee!
LAERTES
Most humbly do I take my leave, my lord.
LORD POLONIUS
… your servants tend.
LAERTES
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Farewell, Ophelia; and remember well
What I have said to you.
OPHELIA
… keep the key of it.
LAERTES
Farewell.
Exit
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Ophelia Hamlet Act 1, Scene 3 Cut
Enter LAERTES and OPHELIA
LAERTES
… let me hear from you.
OPHELIA
Do you doubt that?
LAERTES
… suppliance of a minute; No more.
OPHELIA
No more but so?
LAERTES
… rebels, though none else near.
OPHELIA
I shall the effect of this good lesson keep,
As watchman to my heart. But, good my brother,
Do not, as some ungracious pastors do,
Show me the steep and thorny way to heaven;
Whiles, like a puff'd and reckless libertine,
Himself the primrose path of dalliance treads,
And recks not his own rede.
…
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LAERTES
… I have said to you.
OPHELIA
'Tis in my memory lock'd,
And you yourself shall keep the key of it.
…
LORD POLONIUS
… be hath said to you?
OPHELIA
So please you, something touching the Lord Hamlet.
LORD POLONIUS
… give me up the truth.
OPHELIA
He hath, my lord, of late made many tenders
Of his affection to me.
LORD POLONIUS
… as you call them?
OPHELIA
I do not know, my lord, what I should think.
LORD POLONIUS
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… you'll tender me a fool.
OPHELIA
My lord, he hath importuned me with love
In honourable fashion.
LORD POLONIUS
… go to, go to.
OPHELIA
And hath given countenance to his speech, my lord,
With almost all the holy vows of heaven.
LORD POLONIUS
… I charge you: come your ways.
OPHELIA
I shall obey, my lord.
Exeunt
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Lord Polonius Hamlet Act 1, Scene 3 Cut
…
LAERTES
O, fear me not.
I stay too long: but here my father comes.
Enter POLONIUS
… smiles upon a second leave.
LORD POLONIUS
Yet here, Laertes! aboard, aboard, for shame!
The wind sits in the shoulder of your sail,
And you are stay'd for. There; my blessing with thee!
And these few precepts in thy memory
See thou character. Give thy thoughts no tongue,
Nor any unproportioned thought his act.
Be thou familiar, but by no means vulgar.
Those friends thou hast, and their adoption tried,
Grapple them to thy soul with hoops of steel;
But do not dull thy palm with entertainment
Of each new-hatch'd, unfledged comrade. Beware
Of entrance to a quarrel, but being in,
Bear't that the opposed may beware of thee.
Give every man thy ear, but few thy voice;
Take each man's censure, but reserve thy judgment.
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Costly thy habit as thy purse can buy,
But not express'd in fancy; rich, not gaudy;
For the apparel oft proclaims the man,
And they in France of the best rank and station
Are of a most select and generous chief in that.
Neither a borrower nor a lender be;
For loan oft loses both itself and friend,
And borrowing dulls the edge of husbandry.
This above all: to thine ownself be true,
And it must follow, as the night the day,
Thou canst not then be false to any man.
Farewell: my blessing season this in thee!
LAERTES
… I take my leave, my lord.
LORD POLONIUS
The time invites you; go; your servants tend.
…
LAERTES
Farewell.
Exit
LORD POLONIUS
What is't, Ophelia, be hath said to you?
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OPHELIA
… something touching the Lord Hamlet.
LORD POLONIUS
Marry, well bethought:
'Tis told me, he hath very oft of late
Given private time to you; and you yourself
Have of your audience been most free and bounteous:
If it be so, as so 'tis put on me,
And that in way of caution, I must tell you,
You do not understand yourself so clearly
As it behoves my daughter and your honour.
What is between you? give me up the truth.
OPHELIA
… his affection to me.
LORD POLONIUS
Affection! pooh! you speak like a green girl,
Unsifted in such perilous circumstance.
Do you believe his tenders, as you call them?
OPHELIA
… what I should think.
LORD POLONIUS
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Marry, I'll teach you: think yourself a baby;
That you have ta'en these tenders for true pay,
Which are not sterling. Tender yourself more dearly;
Or--not to crack the wind of the poor phrase,
Running it thus--you'll tender me a fool.
OPHELIA
… In honourable fashion.
LORD POLONIUS
Ay, fashion you may call it; go to, go to.
OPHELIA
… holy vows of heaven.
LORD POLONIUS
Ay, springes to catch woodcocks. I do know,
When the blood burns, how prodigal the soul
Lends the tongue vows: these blazes, daughter,
Giving more light than heat, extinct in both,
Even in their promise, as it is a-making,
You must not take for fire. From this time
Be somewhat scanter of your maiden presence;
Set your entreatments at a higher rate
Than a command to parley. For Lord Hamlet,
Believe so much in him, that he is young
And with a larger tether may he walk

122
Than may be given you: in few, Ophelia,
Do not believe his vows; for they are brokers,
Not of that dye which their investments show,
But mere implorators of unholy suits,
Breathing like sanctified and pious bawds,
The better to beguile. This is for all:
I would not, in plain terms, from this time forth,
Have you so slander any moment leisure,
As to give words or talk with the Lord Hamlet.
Look to't, I charge you: come your ways.
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Macbeth Act 1, Scene 3 Classroom Cut
Thunder. Enter the three Witches
First Witch
Where hast thou been, sister?
Second Witch
Killing swine.
Third Witch
Sister, where thou?
First Witch
A sailor's wife had chestnuts in her lap,
And munch'd, and munch'd, and munch'd:-'Give me,' quoth I:
'Aroint thee, witch!' the rump-fed ronyon cries.
Her husband's to Aleppo gone, master o' the Tiger:
But in a sieve I'll thither sail,
And, like a rat without a tail,
I'll do, I'll do, and I'll do.
Second Witch
I'll give thee a wind.
First Witch
Thou'rt kind.
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Third Witch
And I another.
First Witch
I myself have all the other,
And the very ports they blow,
All the quarters that they know
I' the shipman's card.
I will drain him dry as hay:
Sleep shall neither night nor day
Hang upon his pent-house lid;
He shall live a man forbid:
Weary se'nnights nine times nine
Shall he dwindle, peak and pine:
Though his bark cannot be lost,
Yet it shall be tempest-tost.
Look what I have.
Second Witch
Show me, show me.
First Witch
Here I have a pilot's thumb,
Wreck'd as homeward he did come.
Drum within
Third Witch
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A drum, a drum!
Macbeth doth come.
ALL
The weird sisters, hand in hand,
Posters of the sea and land,
Thus do go about, about:
Thrice to thine and thrice to mine
And thrice again, to make up nine.
Peace! the charm's wound up.
Enter MACBETH and BANQUO
MACBETH
So foul and fair a day I have not seen.
BANQUO
How far is't call'd to Forres? What are these
So wither'd and so wild in their attire,
That look not like the inhabitants o' the earth,
And yet are on't? Live you? or are you aught
That man may question? You seem to understand me,
By each at once her chappy finger laying
Upon her skinny lips: you should be women,
And yet your beards forbid me to interpret
That you are so.
MACBETH
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Speak, if you can: what are you?
First Witch
All hail, Macbeth! hail to thee, thane of Glamis!
Second Witch
All hail, Macbeth, hail to thee, thane of Cawdor!
Third Witch
All hail, Macbeth, thou shalt be king hereafter!
BANQUO
Good sir, why do you start; and seem to fear
Things that do sound so fair? I' the name of truth,
Are ye fantastical, or that indeed
Which outwardly ye show? My noble partner
You greet with present grace and great prediction
Of noble having and of royal hope,
That he seems rapt withal: to me you speak not.
If you can look into the seeds of time,
And say which grain will grow and which will not,
Speak then to me, who neither beg nor fear
Your favours nor your hate.
First Witch
Hail!
Second Witch
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Hail!
Third Witch
Hail!
First Witch
Lesser than Macbeth, and greater.
Second Witch
Not so happy, yet much happier.
Third Witch
Thou shalt get kings, though thou be none:
So all hail, Macbeth and Banquo!
First Witch
Banquo and Macbeth, all hail!
MACBETH
Stay, you imperfect speakers, tell me more:
By Sinel's death I know I am thane of Glamis;
But how of Cawdor? the thane of Cawdor lives,
A prosperous gentleman; and to be king
Stands not within the prospect of belief,
No more than to be Cawdor. Say from whence
You owe this strange intelligence? or why
Upon this blasted heath you stop our way
With such prophetic greeting? Speak, I charge you.
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Witches vanish
BANQUO
The earth hath bubbles, as the water has,
And these are of them. Whither are they vanish'd?
MACBETH
Into the air; and what seem'd corporal melted
As breath into the wind. Would they had stay'd!
BANQUO
Were such things here as we do speak about?
Or have we eaten on the insane root
That takes the reason prisoner?
MACBETH
Your children shall be kings.
BANQUO
You shall be king.
MACBETH
And thane of Cawdor too: went it not so?
BANQUO
To the selfsame tune and words.
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First Witch Macbeth Act 1, Scene 3 Cut
Thunder. Enter the three Witches
First Witch
Where hast thou been, sister?
…
Third Witch
Sister, where thou?
First Witch
A sailor's wife had chestnuts in her lap,
And munch'd, and munch'd, and munch'd:-'Give me,' quoth I:
'Aroint thee, witch!' the rump-fed ronyon cries.
Her husband's to Aleppo gone, master o' the Tiger:
But in a sieve I'll thither sail,
And, like a rat without a tail,
I'll do, I'll do, and I'll do.
Second Witch
I'll give thee a wind.
First Witch
Thou'rt kind.
Third Witch
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And I another.
First Witch
I myself have all the other,
And the very ports they blow,
All the quarters that they know
I' the shipman's card.
I will drain him dry as hay:
Sleep shall neither night nor day
Hang upon his pent-house lid;
He shall live a man forbid:
Weary se'nnights nine times nine
Shall he dwindle, peak and pine:
Though his bark cannot be lost,
Yet it shall be tempest-tost.
Look what I have.
Second Witch
Show me, show me.
First Witch
Here I have a pilot's thumb,
Wreck'd as homeward he did come.
Drum within
Third Witch
… Macbeth doth come.
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ALL
The weird sisters, hand in hand,
Posters of the sea and land,
Thus do go about, about:
Thrice to thine and thrice to mine
And thrice again, to make up nine.
Peace! the charm's wound up.
…
MACBETH
… what are you?
First Witch
All hail, Macbeth! hail to thee, thane of Glamis!
…
BANQUO
… favours nor your hate.
First Witch
Hail!
…
Third Witch
Hail!
First Witch
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Lesser than Macbeth, and greater.
…
Third Witch
… Macbeth and Banquo!
First Witch
Banquo and Macbeth, all hail!
MACBETH
… Speak, I charge you.
Witches vanish
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Second Witch Macbeth Act 1, Scene 3 Cut
Thunder. Enter the three Witches
First Witch
… thou been, sister?
Second Witch
Killing swine.
…
First Witch
… I'll do, I'll do, and I'll do.
Second Witch
I'll give thee a wind.
…
First Witch
… Look what I have.
Second Witch
Show me, show me.
…
Third Witch
… Macbeth doth come.
ALL
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The weird sisters, hand in hand,
Posters of the sea and land,
Thus do go about, about:
Thrice to thine and thrice to mine
And thrice again, to make up nine.
Peace! the charm's wound up.
…
First Witch
… thane of Glamis!
Second Witch
All hail, Macbeth, hail to thee, thane of Cawdor!
…
First Witch
Hail!
Second Witch
Hail!
…
First Witch
… Macbeth, and greater.
Second Witch
Not so happy, yet much happier.
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…
MACBETH
… Speak, I charge you.
Witches vanish
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Third Witch Macbeth Act 1, Scene 3 Cut
Thunder. Enter the three Witches
First Witch
Where hast thou been, sister?
Second Witch
Killing swine.
Third Witch
Sister, where thou?
…
First Witch
Thou'rt kind.
Third Witch
And I another.
…
First Witch
… Wreck'd as homeward he did come.
Drum within
Third Witch
A drum, a drum!
Macbeth doth come.
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ALL
The weird sisters, hand in hand,
Posters of the sea and land,
Thus do go about, about:
Thrice to thine and thrice to mine
And thrice again, to make up nine.
Peace! the charm's wound up.
…
Second Witch
… thane of Cawdor!
Third Witch
All hail, Macbeth, thou shalt be king hereafter!
…
Second Witch
Hail!
Third Witch
Hail!
…
Second Witch
… yet much happier.
Third Witch
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Thou shalt get kings, though thou be none:
So all hail, Macbeth and Banquo!
…
MACBETH
… Speak, I charge you.
Witches vanish
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Macbeth Macbeth Act 1, Scene 3 Cut
…
ALL
… Peace! the charm's wound up.
Enter MACBETH and BANQUO
MACBETH
So foul and fair a day I have not seen.
BANQUO
… That you are so.
MACBETH
Speak, if you can: what are you?
…
First Witch
… all hail!
MACBETH
Stay, you imperfect speakers, tell me more:
By Sinel's death I know I am thane of Glamis;
But how of Cawdor? the thane of Cawdor lives,
A prosperous gentleman; and to be king
Stands not within the prospect of belief,
No more than to be Cawdor. Say from whence
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You owe this strange intelligence? or why
Upon this blasted heath you stop our way
With such prophetic greeting? Speak, I charge you.
Witches vanish
BANQUO
… Whither are they vanish'd?
MACBETH
Into the air; and what seem'd corporal melted
As breath into the wind. Would they had stay'd!
BANQUO
… That takes the reason prisoner?
MACBETH
Your children shall be kings.
BANQUO
… be king.
MACBETH
And thane of Cawdor too: went it not so?
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Banquo Macbeth Act 1, Scene 3 Cut
…
ALL
… Peace! the charm's wound up.
Enter MACBETH and BANQUO
MACBETH
… I have not seen.
BANQUO
How far is't call'd to Forres? What are these
So wither'd and so wild in their attire,
That look not like the inhabitants o' the earth,
And yet are on't? Live you? or are you aught
That man may question? You seem to understand me,
By each at once her chappy finger laying
Upon her skinny lips: you should be women,
And yet your beards forbid me to interpret
That you are so.
…
Third Witch
… shalt be king hereafter!
BANQUO
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Good sir, why do you start; and seem to fear
Things that do sound so fair? I' the name of truth,
Are ye fantastical, or that indeed
Which outwardly ye show? My noble partner
You greet with present grace and great prediction
Of noble having and of royal hope,
That he seems rapt withal: to me you speak not.
If you can look into the seeds of time,
And say which grain will grow and which will not,
Speak then to me, who neither beg nor fear
Your favours nor your hate.
…
MACBETH
… Speak, I charge you.
Witches vanish
BANQUO
The earth hath bubbles, as the water has,
And these are of them. Whither are they vanish'd?
MACBETH
… Would they had stay'd!
BANQUO
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Were such things here as we do speak about?
Or have we eaten on the insane root
That takes the reason prisoner?
MACBETH
… shall be kings.
BANQUO
You shall be king.
MACBETH
… went it not so?
BANQUO
To the selfsame tune and words.
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Name________________________ Date:___________________ Period:_______
(Receive 2 points for filling out your name, date, and period; however, if you forget, you
may not receive credit for this quiz.)
Shakespeare Unit Quiz
Multiple Choice (2 Points Each)
1. ___ When looking for the historical definition of a word, ________.
A. Ask your grandmother
B. Look it up in the Oxford English Dictionary
C. Check Wikipedia
D. Flag down the principal
2. ___ What skills are developed when working with Shakespeare?
A. Complex reading comprehension
B. Competence and awareness in discussions about discrimination
C. Confidence when presenting material
D. All of the above
3. ___ When using the “Parts of Speech Exercise” which parts of speech are used?
A. Prepositions, Adverbs, Conjunctions, and Adjectives
B. Nouns, Pronouns, Verbs, and Prepositions
C. Interjections, Adjectives, Verbs, and Nouns
D. Nouns, Adjective, Adverbs, and Verbs

148
QUIZ CONTINUES ON NEXT PAGE

4. ___ What term means “to be engaged in what is being said (or not said) onstage?”
A. Active listening
B. Scenic Focus
C. OED Exercise
D. Character work
5. ___ Shakespeare has been translated into how many different languages?
A. 47
B. 18
C. Over 100
D. All of the above
Short Answer (4 Points Each)
Answer each question with a 1-3 sentence response.
1. Define “production concept.”

2. Explain an example of a “production concept” discussed in class.

CONGRATS! YOU FINISHED THE QUIZ! (Check your work before turning in.)
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Multiple Choice Quiz Answers

1. B
2. D
3. D
4. A
5. C or D
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Name________________________ Date:___________________ Period:_______
(Receive 2 points for filling out your name, date, and period; however, if you forget, you
may not receive credit for this test.)
Shakespeare Unit Test
Multiple Choice (2 Points Each)
1. ___ What musical style does Shakespeare relate well with?
A. Hip Hop
B. Country
C. Pop
D. Rock
2. ___ What poetic form makes Shakespearean text flow in a heartbeat-like rhythm?
A. Haiku
B. Limerick
C. Iambic Pentameter
D. Epitaph
3. ___ What is “an idea that unifies the way in which directors, designers, and actors
approach a play?”
A. Unified front
B. Catwalk
C. Production concept
D. Iambic pentameter
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TEST CONTINUES ON NEXT PAGE

4. ___ Which play did Shakespeare NOT write?
A. Othello
B. Macbeth
C. Romeo and Juliet
D. Annie
5. ___ Shakespeare wrote over 130 _______ and 37 plays.
A. Limericks
B. Sonnets
C. Haikus
D. Short Stories
6. ___ Shakespeare’s theatre on the Thames was called what?
A. The auditorium
B. The Globe
C. West End
D. Broadway
7. ___ What was Shakespeare’s first name?
A. Harry
B. William
C. George
D. Shakespeare
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TEST CONTINUES ON NEXT PAGE
8. ___ In the Romeo and Juliet scene, what does Juliet’s father threaten to do if she
doesn’t obey him?
A. Take Juliet’s phone
B. Ground Juliet
C. Throw Juliet out on the street
D. Murder Romeo

True/False (2 Points Each)
The following questions are true/false based on general plot ideas of the scenes we worked
on in class. As long as you were paying attention, these shouldn’t be too hard.
1. ___ Macbeth and Banquo meet three witches that prophesize that their children will
be kings.
2. ___ Juliet is not excited about it, but she plans to marry Paris.
3. ___ Helena and Hermia are best friends that are very patient with one another.
4. ___ Polonius gives lots of advice to his children.

Short Answer (4 Points Each)
Answer each question with a 1-3 sentence response.
1. Name a skill developed through learning about Shakespeare and an example of that
skill being used in real life.
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TEST CONTINUES ON NEXT PAGE
2. What is “active listening?”

3. Explain either the OED Exercise or the Parts of Speech Exercise.

4. Explain the process of forming and defending a scholarly opinion.

Essay (8 Points)
Answer the following prompt using 5-6 sentences. Ask for a blank piece of paper if the space
provided is not enough.
1. Summarize your Shakespeare scene from your character’s perspective.

CONGRATS! YOU FINISHED THE TEST! (Check your work before turning in.)
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Multiple Choice and True/False Test Answers

1. A
2. C
3. C
4. D
5. B
6. B
7. B
8. C
9. T
10. F
11. F
12. T
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ABSTRACT
This thesis compares and contrasts two different television adaptations of the Robin
Hood legend, Harlech Television’s Robin of Sherwood and the BBC’s more recent Robin Hood
to examine the portrayal and character development of Maid Marian and Guy of Gisborne. The
characters’ portrayal and motivations in both shows were carefully examined through a
storytelling lens in the light of James C. Holt’s thesis that the needs of the audience and
teller shape the way the Robin Hood legend is adapted.
The results of the analysis show that both series are indeed influenced by the needs of
their audience and creators, and that the BBC Marian and Guy have more complex
motivations, storylines, and personalities than the Harlech Marion and Guy. In the BBC series,
this complexity is shown through plot, costume, and character arc, where in the Harlech
series this complexity is only hinted at but never developed. The implicit conclusion based on
this research is that the Marian and Guy of the BBC series are more complex and developed
because of audience expectations based on trends in storytelling that give characters more
complex storylines and motivations.
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“Becoming Human: Representation and Character Development of Maid Marian and Guy of
Gisborne in Television Adaptations of the Robin Hood Legend”
Robin Hood is a legendary figure whose story has been told and retold for many
hundreds of years. The legend of Robin Hood changes in form and content across the different
“eras”, from its roots in historical records to medieval ballads, stage adaptations, early
novelizations, and finally film adaptations (Knight, Reading Robin Hood). However, the most
significant changes take place in the 20th and 21st centuries. During this time, the legend is
adapted for film and Robin Hood becomes less of a mythical figure and more of a person; in
short, he becomes more “human”. Minor characters in the canon, who are not as mythically
impressive as Robin Hood but are nonetheless important to the legend, also come to be
portrayed in ways that make them seem more believably human. Two particular televisions
series, Harlech Television’s Robin of Sherwood (1984-1988) and BBC’s Robin Hood (20062009), feature minor characters who are depicted as more rounded and complex. As we move
from the Harlech series to the later BBC series, we can see how the motivations and
backstories of Marian and Guy become increasingly complex. This enables each character to
take on multiple roles in the BBC series beyond simply serving as the secondary stock
characters of love interest or antagonist, and to feel as real and as important as Robin Hood
himself.
Whether it is a few new characters, or a new social identity for Robin, almost every
iteration adds something different to the Robin Hood legend. The Robin Hood ballads,
compiled by James Child in The Child Ballads (1882-1892), establish the legend and lay the
groundwork for future adaptations of the story. Robin’s main role in these ballads is that of a
social hero. The Robin Hood plays seem to add very little material to the canon and do not
present any ground-breaking, new ways of looking at the legend. However, the early Robin
Hood novels set up a new identity for Robin Hood, focusing on his heritage. This is the first
time Robin is described as being a noble or an earl, or anything besides a yeoman or
commoner. Howard Pyle’s The Merry Adventures of Robin Hood (1883) is vague about Robin’s
nobility or lack thereof, but mentions his nephew Will Scarlet’s father as “Sir Edward,” so it is
possible that this Robin is nobility. Whether or not he began as a noble, he is made nobility by
King Richard, who names him Earl of Huntingdon. The films of the 1950s and onwards dig
deeper into Robin’s character, experimenting with different ways of portraying the legendary
hero. An example of this is the 1976 film Robin and Marian which stars Sean Connery and
Audrey Hepburn as the middle-aged hero and love interest.
Robin Hood film did not eclipse Robin Hood novels, however, and these more modern
novels are helpful in understanding some of the changes in characterization that are reflected
in film. Robin McKinley, author of the Robin Hood novel The Outlaws of Sherwood, discusses
the importance of Robin Hood scholar James C. Holt’s work to her version of Robin Hood:
“One of Holt’s theses is that the tales of Robin Hood have always reflected what the teller
and audience needed him to be at the time of the telling” (McKinley 360). This was
important to McKinley as she formed her Robin, whom she “needed to carry a longbow…to be
a particular kind of hero with a particular set of preoccupations, surrounded with a company
of people with preoccupations of their own” (360). Both of these insights from McKinley help
put past interpretations of Robin Hood in perspective, and they also give an understanding of
how future interpretations might characterize Robin. McKinley’s insight into Robin’s
“company with preoccupations of their own” is also important because it opens the door for
the side characters – Robin’s “company” – to become more developed. McKinley published her
novel at a time almost equidistant from two particular shows, Harlech Television’s Robin of
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Sherwood (1984-1988) and BBC’s Robin Hood (2006-2009), which makes it a perfect scale for
the two shows.
McKinley’s thesis about how the teller’s and audience’s needs can shape a character is
relevant not just to the character of Robin Hood in these two shows, but to the shows
themselves. Robin of Sherwood was created by Richard Carpenter for “a family viewing
subject to exploit,” and Robin Hood was created to fill the time slot left empty after the 2005
Doctor Who revival (Bold Outlaw). Both of the shows’ viewing time slots influenced the
content of the shows and the way the characters were portrayed. Richard Carpenter cites the
viewing slot as an influence on Robin and Marion’s relationship: “we had a five thirty slot and
so the romance - or rather the sexual element in the romance - had to be cut right down”
(Bold Outlaw). The “family viewing” time slot also impacted the BBC series, playing into
Robin’s initial reluctance to kill, and into the absence of Friar Tuck in a show where religion
is heavily politicized. Allen Wright quotes an article from the Sunday Times: “If you put in a
Christian priest, you've got to start having conversations I don't think we were ready for at
7pm on a Saturday night” (Bold Outlaw).
Robin of Sherwood and Robin Hood are similar enough in their plot and
characterization that it is easy to see how characters other than the hero “become human.”
Both series begin by introducing the titular characters, love interests, and main antagonists.
Robin – not Robin Hood yet – is shown with his close friend Much and is outlawed before the
end of the first episode. He and Marian are introduced, or reintroduced, in the case of the
BBC series, and both the Sheriff and Guy of Gisborne are shown as villains immediately,
whether by using a woman as a pawn in a political move or inflicting their will on their
subjects.
One of the main things that makes the Harlech series unique is its involvement with
the supernatural, and the other is the creation of two Robin Hoods in the series. These two
aspects go hand in hand with each other. There are multiple supernatural elements present in
Robin of Sherwood: the Catholic church, sorcery, and “paganism,” for lack of a better word.
One of the prominent deities is Herne, a figure who often dresses in a deer’s head with
antlers and gives cryptic prophecies. Herne chooses a guardian of Sherwood Forest – the
guardian happens to be the peasant Robin of Loxley – who soon becomes known as Robin Hood
but is also referred to as “Herne’s son.” When Robin is killed by the Sheriff, Herne chooses a
new man to become his successor. This man is also named Robin, but he is the son of the Earl
of Huntingdon. Even though having two Robin Hoods is confusing, it allows for the series to
make use of two versions of the Robin Hood legend.
One of the unique points of the BBC series is its two simultaneous plots. In addition to
the more traditional, episodic plot that involves a love triangle between Marian, Robin, and
Guy, escapades of Robin and his gang in the forest, and multiple forays into Nottingham
Castle, the series also has an overarching plot that stems from King Richard’s absence from
England during the Crusades. The Sheriff of Nottingham and other nobility have formed a
group known as the Black Knights, who plan to kill King Richard upon his return to England. In
addition to robbing the rich to help the poor and not being caught, Robin and his gang must
thwart the Sheriff’s plans to take over England. The complexity of the plot is reflected in the
complexity of all of the characters in the series, but Marian and Guy specifically are complex
and realistic.
We have already explored the way that the Robin of Sherwood and Robin Hood shows
fulfill McKinley and Holt’s realization that the needs of the teller and audience influence the
presentation of a character’s story, but Solange Davin and Rhona Jackson present more
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evidence of a connection between literature and television when they write: “Television
drama deploys key aesthetic modes originally associated with the theatre and literature”
(103). This does not just apply to how the shows are created, but it can also apply to the way
characters are portrayed. This is especially important in the case of Marian and Guy, who
because of their status as secondary characters could potentially be overlooked in the areas
of character development. As Jeremy Rosen writes, “Not all characters have been created
equal, but each has the potential to be a protagonist because each is somehow still endowed
with a distinctive individual consciousness” (Rosen, 101). Davin and Jackson have already
established the connection between literature and television, so Rosen’s statement about
characters in literature can also apply to characters in television. The Harlech series makes
use of this potential for multiple protagonists by having two Robins, but it makes protagonists
of other characters, too. Marian and Guy are each examples of characters who have the
potential to be protagonists or main characters. This potential remains nascent in Robin of
Sherwood, but is more fully realized in the BBC’s Robin Hood.
Rosen’s previous statement, together with McKinley and Holt’s thesis about Robin
Hood’s identity, are the perfect evidence for the development of Marian and Guy. However,
in addition to providing evidence, Rosen provides a caveat to academics. He has noticed a
pervasive disconnect between the scholarly propensity to emphasize elements of
political critique and subversion when they have read texts that elaborate minor
characters and their authors, who are less apt to embrace such a stance and often
prefer...to view themselves as participating in the construction of a literary tradition
than in the overturning of an oppressive one. (Rosen 85)
This is important because neither Marian, Guy, nor their creators, seem to be focused on the
overturning of literary traditions – or, in this case – television traditions. Rather, they are
focused on the construction and growth of backstory and realistic character portrayal from
Robin of Sherwood to Robin Hood.
Rosen continues, “In reiterating the language of ‘giving voice to the silenced,’
however, scholars who have written on these texts understand them in mimetic and
phonocentric terms that misstate and overrate the kind of political work they might
accomplish” (86). It is important not to fall into this trap of “overrating” the elaboration of
minor characters, particularly in Marian’s case. Marian and Guy do not explicitly transgress
boundaries or subvert expectations in these shows – particularly in the Harlech series – rather,
they are simply portrayed in ways that make them rounded, realistic, and relatable. When
characters like Marian and Guy become relatable and realistic, they “become human.”
Maid Marian: Background
Every hero has a love interest, and the Robin Hood of television is no exception. In the
earliest ballads, however, women are mentioned only in cursory ways. In fact, Marian is not a
character in the earliest ballads and legends of Robin Hood. She is mentioned in May Day
games as a shepherdess with a lover named Robyn – not the outlaw – but became connected
with the outlaw Robin later (Allan, 95). The first written mention of Marian is a ballad titled
“Robin Hood and Maid Marian” in Volume III of the Child Ballads (1882-1892). In it, Marian
disguises herself as a page and goes into the forest to find Robin. Their paths cross, but Robin
is also disguised and does not recognize her:
But Robin Hood, hee himself had disguisd,
And Marian was strangly attir’d,
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That they provd foes, and so fell to blowes,
Whose vallour bold Robin admir’d.

They drew out their swords, and to cutting they went,
At least an hour or more,
That the blood ran apace from bold Robins face,
And Marian was wounded sore.
This ballad sets Marian up as Robin’s equal in combat, something that many of the
early television adaptations do not do. This means that later, when contemporary television
and film Marians like the one in the BBC series or the 2018 Robin Hood film show off their
prowess in combat, the creators of these Marians are not completely subverting tradition;
they are following early tradition but subverting later tradition. When Robin calls a halt to
the battle, Marian recognizes his voice and they reunite. The ballad ends happily, with Marian
joining Robin in the forest.
In sollid content together they livd,
With all their yeomen gay;
They livd by their hands, without any lands,
And so they did many a day.
In Howard Pyle’s The Merry Adventures of Robin Hood, Marian is mentioned only two times at
the very beginning of the book. “When Robin heard of the match, he said, ‘I will go too and
draw my string, not only for the barrel of ale, but to win the smile of Maid Marion as well’”
(Pyle, 10). Robin walks through the forest enjoying the day and thinking of Maid Marion, but
his thoughts are interrupted by a group of foresters. Marion is never mentioned again in Pyle’s
version, but in other novelizations she becomes Robin’s main love interest. By the time that
Robin Hood films are beginning to be made, Marian is nearly always present in any adaptation
of the legend.
Marion in the Harlech Series Robin of Sherwood
In Robin of Sherwood, Marion is played by Judi Trott with a poodle perm in her red
hair that is either worn loose or in a braid that hangs at her waist. This Marion has freckles,
minimal makeup, and a serene innocence that fits her role in the show. She seems almost like
a forest spirit, and once she comes to live with Robin and the band in the forest, wears
browns or greens. Her normal outfit is a long-sleeved dress with a jumper over it. There is
little variety in Marion’s looks or outfits, and that reflects her lack of complexity and the
degree of her “being human” in the show.
Marion’s main motivation is love. Actually, she does not really seem to have a
motivation, since she is carried along with the plot almost as much as the helpless villagers
are, but the closest thing she has to a motivation is love. Her love is one of the aspects that
Robin of Sherwood creator Richard Carpenter highlights about her character: “gentle and
deeply in love…compassionate and loyal” (Bold Outlaw). Because of her love for the first
Robin, she is willing to die with him. Her love for the first Robin also keeps her from making
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room in her heart for the second Robin Hood, but when she finally does begin to love him and
believes that he is dead, her love for him brings her grief.
In the first episode of the series, Marion is a pawn who her guardian Abbot Hugo and
his brother the Sheriff try to marry off for political gain. She is kidnapped by the sorcerer
Simon de Belleme so he can use her as a sacrifice to Lucifer and catch Robin. Through the
first two episodes, she is the traditional Maid Marian in distress. Her lack of action could be
attributed to the deeply entrenched tradition of Marion being a damsel in distress, or it could
be because her love for Robin takes two episodes to blossom. If love is her main motivation,
then she has had no reason to act until she has someone to love.
She does not take an active role until the third episode, the “Witch of Elsdon,” when
she becomes fed up with Robin treating her differently than the rest of the band and tries to
fight him. He and the rest of the band brush her aside and it seems that Marion will be stuck
on a pedestal. When a villager named Jennet is accused of witchcraft, her life and her
husband’s life are forfeit unless Jennet can help the Sheriff capture Robin Hood. Jennet
infiltrates the camp and drugs the outlaws, but Marion has run off after her fight with Robin
and is not drugged. She is able to wake the outlaws before Gisborne and the Sheriff arrive,
and she is the one who catches Jennet. Because she loves Robin – and by extension the rest of
the band – she acts. Her actions put her on more of an even footing with the rest of the
members of the band after that, and as the show progresses, she seems to become “one of
the boys.” She is still Robin’s love interest, but she is able to exist as a member of the band
and as a love interest. Her double role in Robin’s life makes her an example multiplicity in a
character. She is fiercely loyal to Robin, refusing to leave him even when she knows she will
die if she stays with him. When he insists that she leave, she does, but with great reluctance.
This is her love for him manifesting itself and influencing her actions.
After Robin’s death, Marion’s father, who has returned from the Crusades, buys her a
pardon from the king and she returns to live with him. There she meets Robert of Huntingdon,
a young noble who has been named Robin’s successor and the new “Herne’s son” by Herne
the Hunter. At first Marion is cold to Robert, even though he saves her from a forced marriage
to the barbarous Lord Owen of Clun. When she asks him if he thinks the men will accept him,
he says, “Would you?” She rides away without an answer. Over the next few episodes, she
does begin to accept him as the new Robin Hood, even offering him Albion, the special sword
that Robin used to carry. Robert does not feel worthy of the gift and does not accept it at
that time, even though she tells him that he is worthy. Not long after their conversation,
through the power of Albion, Marion sees Robert take a crossbow bolt to the thigh. A little
later, her father tries to secure her promise to him that she will not have any more dealings
with outlaws. It is evident how much her father cares about her when he says, “I want you to
promise me to have nothing more to do with the outlaws. That part of your life is over.
Promise me, I beg you. Marion, there’s only one way it can end!” Marion’s conflict between
obeying her father’s wishes and following her heart is evident in the pained way she closes
her eyes and replies, “I lived with that, every day I was in Sherwood.” This conflict between
feelings and expectations makes Marion sympathetic, realistic, and human.
Soon after, Much comes to ask her to tend Robin’s wound. She agrees and travels to
the village of Wickham to look after him. During her time there, she comes to the realization
that Robin really should be the new Robin Hood and Herne’s son. But she does not
immediately let the new Robin take the place of the old Robin in her heart. “I do love you,
but perhaps the past is still too close,” she says later on. Her love for the first Robin keeps
her from acting on her love for the second Robin.
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In “The Betrayal,” she pretends to betray Robin and the gang to the Sheriff and King
John. King John then intends to seduce her, but she keeps him at bay in the bedroom by
getting him to play a game called “Conquest,” where the woman pretends to loathe her
suitor and her suitor must stay calm, no matter what she says to him. Because she knows the
way love – or lust, in John’s case – can be a motivator, she is able to use that to her
advantage. Her quick thinking keeps her from having to give herself to John, and it gives her
the freedom to call the king names and say how she really feels about him. It also delays the
king long enough to give Robin time to come to Nottingham to rescue her. This is a change
from the previous Marians, who are completely helpless. But even though this Marion is able
to control the king, she still relinquishes control when Robin returns. They each acknowledge
their growing affection for each other and share a kiss as their getaway wagon heads toward
Sherwood. Marion begins to acknowledge that she feels love for a man besides the first Robin,
opening the door in her heart for two loves.
A few episodes later, she confesses to Robin, “I’ve been afraid to love you. That if I
did, I might lose you, too.” Although love has previously been what has prompted her to act,
it is now keeping her from acting. And, in a strange paradox, her love keeps her from loving.
Until she is able to admit her reservations to herself, her two loves cannot exist
simultaneously, but once she does, she is able to act on her love for the second Robin while
still treasuring her memories of the first Robin.
When a cult worshipping the Norse wolf Fenris begins a rampage of the surrounding
area, Marion is lightly wounded and is taken to Halstead Abbey. The abbess convinces her to
stay and heal. When Marion has a dream about Robin, she travels to the Nine Maidens and
finds him apparently dead. She returns to the abbey and breaks down. This is only the second
time that she has been so distraught about anything or given over into despair. The first time
was when she was captured by Lord Owen of Clun and was going to be forced into marrying
him. In both cases, she was in a position where she could not do anything to fix her situation.
She could not fight her way out of Lord Owen’s castle on her own, and she could not bring
Robin back from the dead.
Marion had no way of knowing that the dead Robin she found was actually a creation
by the leader of the sons of Fenris that Robin had killed. When the real, live Robin returns to
bring Marion home from the convent, he finds that she has become a novice at the abbey and
has taken her vows already. He pleads with her to leave, but she tells him it is too late,
adding, “I can’t be your wife, knowing that each day I might lose you. I haven’t that strength,
not anymore. I need to be at peace, and I’ve found it here at Halstead. Let me live in your
heart, but let me go.” Marion’s love is complex and multi-faceted. It prompts her to act, it
keeps her from acting and loving, and it is a weakness – at least she sees it as that. This trifold love that Marion struggles with reflects feelings that women deal with in real life, which
makes her a relatable and realistic character, at least when it comes to love.
Marian in the BBC series Robin Hood
In the BBC series, Marian, portrayed by Lucy Griffiths, has chest-length wavy dark hair
that is cut above her shoulders in Season 1, but grows back out to chest length where it
remains for the duration of her time on the show. This Marian’s attitude can be seen at first
glance with heavier makeup, a nearly perpetually stuck-out lower lip, and a wardrobe that is
a mix of modern and medieval. Marian has a myriad of outfits during the show, but the most
notable among them are her Nightwatchman disguise and the outfit she wears after joining
Robin’s gang in the forest. Her disguise consists of a form-fitting vest and tight trousers worn
with a hood, a masquerade-style mask that covers her eyes, and a gauzy strip of cloth that
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conceals her mouth. Her choice of clothing when living in the forest is also trousers, but these
are slightly baggier than her Nightwatchman outfit. Her blue blouse is worn under a corset
belt that is more modern than medieval. Marian’s clothes are just one way she is more
complex than her Harlech counterpart.
The BBC Marian’s main motivation is completely different from the Harlech Marion’s.
Her motivation is helping and protecting others. This seems like an odd motivation for a
modern heroine. Popular culture has defined “strong” female characters as “badass” women
who are more at home swinging a sword than cooking a meal, caring for others, or admitting
to any weakness. Although wanting to protect or help others is not a weakness, popular
culture tends to overcorrect when making female characters “strong” and instead makes
them stoic. The BBC series at first seems to follow this trend, but there is more to Marian
than her coolness and combat skills. This is important because every woman in real life has
some sort of strength, but not necessarily strength in combat. The BBC Marian is extremely
“human” and realistic in this way because her strength as a character is not merely in her
ability to hold back expressions of happiness or to knock a man out. Her strength, and her
“humanness,” is in the complexity of her emotions and her backstory.
One of the things that makes the BBC Marian different from – and more realistic than –
the Harlech Marion is that she is not always in complete agreement with Robin. She is
opposed to him in many ways without becoming an antagonist. Some of Marian’s initial
coldness towards Robin is because she believes that the way he operates – outside the law,
pulling risky, showy jobs – is foolish. She believes that the proper way to help the less
fortunate is to work within the confines of the law, “within the system,” as she puts it. She
does work within the system, but she has an alter ego which the villagers dub “The
Nightwatchman.” Disguised in a mask, hood, and cape, she distributes gifts of food to those in
need. Marian’s first appearance as the Nightwatchman is the episode “Who Shot the Sheriff?”
After being accidentally outed in front of her father, Edward Knighton, she tells him about
her motivations for being the Nightwatchman in “Turk Flu.” Edward accuses her of being in
competition with Robin, but she says that she has “been helping people far longer” than
Robin has. Three years longer, in fact. Marian began dressing as the Nightwatchman while
Robin was away in the Holy Land, which makes her identity unique and not a copy of Robin’s,
and certainly not a competition with him. Her original motivation was to help the sick child of
one of her maids. She brought medicine to her and told her father: “Sarah was so shocked
that I should care about anything in her world. And that’s when I decided I could go to war,
too. I could go to war against poverty.” This incident is where Marian’s motivation to help
others stems from. Her war against poverty was purposeful, where Robin’s began with him
being outlawed. This contributes to some of the initial tension between the two.
Marian and Robin also have conflicts over Marian’s suitor, Guy of Gisborne, who took
control of Robin’s land after he was outlawed. Marian tries to ignore Guy’s wooing of her, but
it is difficult when Guy has more power than her father, who she is trying to keep safe, and
when she is able to see “qualities” in him that Robin cannot see. In the two-episode finale of
the first season, Marian decides to dress as the Nightwatchman and rob Guy before she
marries him. “One final fling...to make me more comfortable in my upcoming marriage,” she
tells Robin. But her robbery does not go as planned, and Guy stabs her in the stomach without
knowing the Nightwatchman’s identity. She miraculously recovers before the wedding and
punches Guy before leaving him at the altar. Marian does not go along with Guy’s plans for
her life, but shapes her life to go along with her plans. This reflects the decisions that real
people make to take control of their circumstances, and makes Marian realistic and human.
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During Season 2, Marian’s relationship with Guy changes because of how she
abandoned him at the altar. She still is attracted to him in a way even though she loves
Robin, but after Guy burns down Knighton Manor and takes Marian and Edward to Nottingham
under house arrest, their relationship seems to have been ruined and Guy treats her coldly.
When a German count visits Nottingham in “The Booby and the Beast,” the Sheriff tries to use
Marian as a distraction so that the count will lose at the gaming tables in the castle. Even
though she is being used as a pawn and must obey the Sheriff in order to keep her father safe,
Marian uses her situation to her advantage by befriending the count, who schemes with her to
rob the Sheriff of his money and give it to Robin. In “For England...!” Marian is again used as
a pawn, but this time she is also a victim of someone’s personal revenge. Edward first
believes that his old friend Lord Winchester will be an ally, but Winchester surprises him by
working with the Sheriff to kill the king. One of his demands for his loyalty to the Sheriff is
Marian, who he plans to marry in revenge for Edward marrying the woman he loved. This time
Marian is powerless, even though Guy tries to warn her and give her a way to escape. In spite
of all Marian’s effort, there are still things she cannot control, just like there are things that
real people cannot control in their lives. Marian is realistic because her story reflects this
aspect of being human.
When Edward is killed, the Sheriff’s hold on Marian is finally broken. She no longer has
to worry about protecting her father, so she leaves Nottingham and goes to the forest with
Robin and the rest of the gang. When the outlaws sneak back into the castle the next time,
she distracts Guy by passionately kissing him while the rest of the gang escapes. She leads
him to believe that she is staying at an abbey and wants to be left alone. Later when she and
Robin are trapped in a tree by Guy, she convinces Robin to pretend to hold her hostage so
that Guy will let him go. “I can protect you better from there,” she tells Robin, putting her
motivation into words. She goes back to the castle with Guy, but when Prince John’s men
come to raze the castle because the Sheriff has temporarily gone missing, she will not marry
Guy even though it would save her life. Her reasoning is that she “cannot abandon the
people.” She knows that she cannot save the people, but she wants to die with them. The
reappearance of the Sheriff saves her and the rest of Nottingham. Marian’s desire to help and
protect the people of Nottingham is so strong that she is willing to die to fulfill it. This strong
desire makes her human.
When Marian dresses as the Nightwatchman and tries to raid a storehouse at Locksley
on her own, Guy intercepts her and discovers her identity. He takes her back to the castle
and sends a message to the Sheriff that the Nightwatchman has been caught, but does not tell
him that the Nightwatchman is Marian. When the Sheriff returns and sees Marian waiting in
the courtyard, he assumes she is there to watch the hanging. Suddenly someone dressed as
the Nightwatchman appears on the battlements and creates a distraction. After the
commotion has died down, Guy and Allan, who dressed up as the Nightwatchman, go to
Marian’s room. Guy burns the Nightwatchman’s clothes and asks Marian to stay at the castle.
She agrees, and although she does not give a reason for staying, her previous reasoning that
she could protect Robin better and be of more use in the castle probably still applies.
In the first part of the Season 2 finale, Marian discovers that the Sheriff and Guy plan
to travel to the Holy Land to kill King Richard. She tries to kill the Sheriff, but she fails and
the Sheriff discovers that Allan and Guy knew about Marian’s identity as the Nightwatchman.
He plans to take Marian along to the Holy Land and leads Marian to believe that Robin is dead.
Robin is not dead, however, and after a warning from Allan, travels with the gang to the Holy
Land to save the king. It seems that all hope is lost, at least for Marian and Robin’s love story.
But Marian is still trying to protect the king. She tries to play on Guy’s affections for her and
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on the good qualities that she believes he possesses. She asks him to turn on the Sheriff and
help save King Richard, claiming that he would receive “position and wealth.” She also
promises that she will marry him if he helps save the king. Whether knowingly or
unknowingly, she is promising him the things he wants most: power, and her. But even though
she plays her trump cards, Guy still remains loyal to the sheriff.
Later, during a desert fight where King Richard has been wounded and Guy is closing in
for the kill, Marian steps between the wounded monarch and Guy, her desire to protect
people becoming physical. As she keeps Guy at bay, she tells him,
“All this time I’ve
been fighting for England. Do you think I’m going to let you kill England?” Here we see
Marian’s motivation to help and protect people take a slightly nationalistic turn, but she
fights for England with the people in mind. In her mind, Richard is England. He embodies
everything that she and Robin and the gang have been fighting for: peace and the return of
England’s rightful ruler.
Although Marian’s story ends with her death at the end of Season 2, she still influences
others’ stories. Robin and Guy’s feud over her becomes more violent in Season 3 even though
she is not around for them to fight over her. She influences Robin’s romantic choices and the
way he tries to protect Kate, who eventually takes Marian’s place in a much less passionate
romance. But when Robin is dying and wanders off to be by himself, he sees Marian, who
appears to him in a vision. “The greatest adventure is yet to come,” she tells him with a
smile. Her last words before he dies are, “Now and forever, my love.”
Marian’s development
The way that Marian’s complexity and realness of character has evolved is evident in
the first scene of each series where Marian appears. In the series Robin of Sherwood, from
Harlech Television, Marion is shown first as a woman and later as a warrior. Robin blunders
into her bedroom as he is trying to escape from Gisborne and the Sheriff. The BBC Marian is
shown as a warrior first and a woman second. Her first appearance shows her holding an
arrow on Robin and Much when they return home from the Holy Land. This difference in
portrayal is just one evidence of how the BBC Marian is more human than the Harlech Marion,
but Marian’s humanity does not come just from actions like shooting a bow. It comes from her
motivation.
The Harlech Marian’s motivation of love is not necessarily a less complicated
motivation – it is in fact quite complicated at times – than the BBC Marian’s motivation of
helping others, but it is a more basic motivation. The BBC Marian is allowed to be more
realistic and complex from the beginning, and she is developed more than the Harlech
Marion. An example of this is the difference in the way both Marians are shown for the first
time: the Harlech Marion as a damsel in potential distress and the BBC Marian as a confident
protector of her father. This contrast continues through each series. In the Harlech series,
Marion is only a love interest. In the BBC series, she is essential to the plot and to the success
of the gang. In addition to becoming more crucial to the story, she becomes involved
consciously and purposefully, unlike the Harlech Marion, who is always a victim of her
circumstances. At the end of the BBC series, Marian hastens her death by pulling Guy’s sword
out of her body.
This taking control of her circumstances is what makes the BBC Marian more realistic
than the Harlech Marian. She shows a wider range of emotions – showing happiness that she
and Robin have finally said their wedding vows even though she knows she is going to die
momentarily – and she grows more over the course of the show. Where the Harlech Marion
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only breaks down twice during the whole show and normally has an almost otherworldly
serenity, the BBC Marian experiences anger, pain, exasperation, and happiness. Because the
BBC Marian has a range of emotions similar to non-fictional women, she feels more real, more
developed, and more “human” than the Harlech Marion.
Guy of Gisborne: Background
Robin has many enemies that have been created for him in each of these shows. The
primary antagonist is the Sheriff of Nottingham, with Prince John being a more distant
enemy. Prince John is the enemy because he is not King Richard, and the Sheriff is an enemy
because he is an extension of John’s perceived abuse of power. However, there is another
enemy of Robin’s: Guy of Gisborne. Guy is always less powerful than the Sheriff, but his
relationship with Robin is always set up so that their rivalry is more fierce and more personal
than that between Robin and the Sheriff or Robin and Prince John.
Guy of Gisborne appears in the early Child Ballads and also in Howard Pyle’s The Merry
Adventures of Robin Hood. Pyle essentially took the ballad Robin Hood and Guy of Gisbourne
and put it in prose form as he did with the rest of Robin’s adventures. The ballad gives a
description of Guy that influences Pyle’s version of Guy and later versions:
A sword and a dagger he wore by his side,
Had beene many a mans bane,
And he was cladd in his capull-hyde,
Topp, and tayle, and mayne.
‘I seeke an outlaw,’ quoth Sir Guye,
‘Men call him Robin Hood;
I had rather meet with him vpon a day
Then forty pound of golde.’
In the ballad, Robin’s interaction with Guy is brief: an archery competition and then a twohour sword fight after Robin reveals his identity. Robin kills Guy at the end of the fight and
disguises himself in Guy’s horsehide outfit, then goes to rescue Little John, who has been
captured.
Pyle’s version gives more context about why Guy is seeking Robin Hood:
Now the Bishop of Hereford and the Sheriff had hired the evil Guy of Gisbourne, a
murderer and a thief, to capture Robin, dead or alive. They promised a full pardon
and two hundred pounds reward to this man who said he would kill his own brother for
such money…Guy of Gisborne wore a horse’s hide with the hair still on it. On his head
and over his face he wore a horsehide hood with ears that stuck up like rabbit’s ears.
He carried a huge sword, sharpened on both edges, a yew bow, and a dagger. (Pyle,
206)
Guy’s appearances in these tales make him out as a sort of mercenary who is only around for
the duration of his tale, but by the time the now-famous 1922 film Robin Hood starring
Douglas Fairbanks was released, Guy had become a more permanent addition to the Robin
Hood canon; a nobleman vying either for Robin’s position or his lover Marian. In Robin Hood:
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Prince of Thieves (1991), Guy is the Sheriff’s cousin. His screen time in the movie is almost as
short as that of Child’s and Pyle’s Guys.
Guy in the Harlech series Robin of Sherwood
Robin of Sherwood’s Guy follows the trend set by the 1922 film and portrays Guy
working closely with the Sheriff, although as a subordinate instead of a confidant. Robin of
Sherwood creator Richard Carpenter saw Guy’s character as: “A fascist. Intolerant, cruel,
unimaginative and arrogant. A soldier” (Bold Outlaw). This description of Guy immediately
makes him an unlikeable character. Throughout the show, he is unlikeable. But there are
small moments where he is shown as more than an antagonist or a henchman. There are times
when he is shown as more sympathetic and humane.
In Robin of Sherwood, Guy’s character is flat and static. He is a predictable character
in the sense that viewers know he will always be pitted against Robin and his band. He is
always set up as the “bad guy,” but shows no inclination to change. He is a soldier, albeit a
young one, who has fought in the Crusades. Guy, played by Robert Addie, is tall and well-built
but not hulking, with fair skin, blue eyes, a blonde bowl cut, and a turned-up nose. He often
wears armor with a blue cloak or jacket, which informs viewers that he is a warrior. His
battle experience has not helped his average or slightly below average intelligence, however,
and this contributes to him often being a scapegoat for both the Sheriff and Robin’s band. He
either completely fails to catch the outlaws which brings the wrath of the Sheriff upon him,
or he is captured by Robin’s band and ridiculed and mistreated for his involvement with the
Sheriff.
Guy’s main motivation is power and respect, but we don’t know why he wants power.
Because he is ridiculed so much while working under the Sheriff, he believes that more power
will give him more respect. This hunt for power and respect makes Guy very ambitious. He
takes every opportunity to prove himself and grab for more power. Normally every attempt
ends in him being captured or failing abysmally to capture Robin Hood. There are a few times
when he performs his job adequately and a few times when he is granted more authority by
the Sheriff or must fill in temporarily for him. Each of these times spell disaster for Robin’s
band or for the villagers who help Robin. But unfortunately for Guy, each of these times is cut
short either by the Sheriff, Robin and his band, or a supernatural, otherworldly force. In “The
Enchantment,” Guy is sent to retrieve the jewels of the dead Simon de Belleme, along with
another young, ambitious man named Ralph. Guy murders Ralph by cutting the rope that his
rival is using to retrieve a jewel from a dangerous height, thus sending him to his death.
When he realizes that he has won and now has the jewels, Guy yells, “I’m free of you now,
Sheriff. I’m free of you!” Because of the lack of backstory in this show, it’s unclear why Guy
suddenly wants to be free of the Sheriff. Guy’s motivations have not been highlighted enough
to guess at a reason for his actions. Is he finally fed up with being ridiculed? Has he been
making plans to leave for a while and now has the perfect opportunity? Viewers do not know.
Whatever the reason for his decision, Guy makes his way out of de Belleme’s castle, but is
stopped by the reincarnated sorcerer who demands his jewels back. Guy must return to the
castle empty-handed and without Ralph, which puts an end to his ambition temporarily.
In the first season, there is not much more to Guy besides his being a bully and his
incompetence. He never shows any romantic or sexual interest in Marion and seems to group
her in with the rest of the outlaws. This is a departure from the usual depiction of Guy, who
by the 1922 film version of Robin Hood had become established as a second suitor for Marian’s
affections. But this Guy is not immune to romance or sexual attraction. The arrival of a young
noblewoman at the castle prompts the Sheriff to say, “Another one of your mistakes,
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Gisborne?” presumably believing that she is a woman Guy has impregnated. In “The Witch of
Elsdon,” Guy makes advances to a married woman named Jennet, who rejects him. He
accuses her of witchcraft and tries to have her executed. In “The Children of Israel,” Guy
becomes enamored with Sarah, the daughter of a Jewish man living in Nottingham. After
inciting violence against the rest of Nottingham’s Jewish population, he catches Sarah and her
family as they are escaping from the city. He intends to make her his bride and seems to be
passionately in love with her.
When Robin dies and Robert of Huntingdon becomes the new Herne’s son, Guy is
immediately suspicious of him. But because Robert’s father is a powerful lord, the Sheriff is
reluctant to move against him and instead ridicules Guy for not being certain of the new
Robin Hood’s identity. It turns out that Guy’s suspicions are correct. After a few episodes of
trying to capture the new Robin Hood, Guy finally asks the Sheriff, “Why can’t you forget
Robin Hood? You made him who he is. Robin Hood and the Sheriff of Nottingham…you’re two
sides of the same coin...it’s an obsession!” This is the most observant that Guy has ever been.
In “The Cross of St. Ciricus,” Robin and the band meet the terminally-ill Margaret of
Gisborne, Guy’s mother. During her confession to Tuck, she reveals that she had an affair
with the Earl of Huntingdon when she thought her husband was dead. This makes Guy and
Robin half-brothers, but Tuck does not share what he has learned with anyone else. Margaret
also shares that Guy became cruel because of his step-father’s cruelty towards him, but that
he also blames her. When Guy tries to steal a relic from the church she is staying at and she
asks what he has become, he says, “What you made me!” He acknowledges that the events in
his childhood and even before his birth have affected the person he is as an adult. His
statement makes explicit the connection between his backstory - or childhood - and his
current behavior. Margaret later confesses to Robin about his shared heritage with Guy, but
Guy is never made aware of the fact that he and Robin are half-brothers.
There are many times in the series where King John becomes frustrated with the
efforts of the Sheriff and Gisborne to catch Robin Hood. When he sends a man to ensure that
Robin Hood is caught or that the Sheriff and Gisborne answer for it with their lives, the
Sheriff foists all the blame on Guy. Guy is now in danger of losing his life, so he runs away and
is caught by the roaming Sons of Fenris and coerced into joining them.
Guy seems to enjoy his new role in the Sons of Fenris and is even more thrilled when
the cult captures the Sheriff. After a surprising supernatural turn of events, he and the Sheriff
end up together again, taking the body of Robin Hood to King John. They have unknowingly
found a clay creation by the Sons of Fenris that is meant to look like Robin Hood. The show
ends after this episode, so the fate of Guy and the Sheriff is never shown. But since they were
both in danger of forfeiting their lives, the safe assumption is that they both are killed when
they reach the king with no evidence of Robin’s death. Guy’s last grab for power presumably
ends the same way all of his other attempts have: in failure. Even though this Guy is slightly
more human than the Guy of the child ballads, he is still a secondary character and thus is not
developed beyond his slight complexity from his backstory.
Guy in the BBC series Robin Hood
The Guy of the BBC Robin Hood is still an antagonist to Robin and his band, or gang, as
they are called in the series, but he is a round and dynamic character instead of being flat
and static. This Guy is conflicted about his past, his present, and his future. He is set up as
Robin’s opponent, but he is discontent and is constantly searching for a way out of his present
situation. A fan site describes him as “pitiless, cold, cruel, arrogant, extremely malicious,
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sarcastic, bitter and sadistic” (Fandom). Guy is played by dark-haired, blue-eyed Richard
Armitage who, for his role as this complex character, dons a complete outfit of black leather.
In Season 1, Guy is slightly unshaven and his hair reaches almost to his shoulders, but it is
slicked back against the sides of his head. In Season 2 his hair is slightly longer, and in Season
3 his hair flows loose to his shoulders in waves. This Guy is intimidating and yet alluring, and
the complexity of his looks reflect the complex motivation and backstory of this antagonist.
Once again, Guy’s main motivation is power, but a different type of power than the
Guy of the Harlech show. BBC Guy wants power because power means security to him. As his
backstory is revealed, it becomes apparent that Guy was powerless in his childhood, so as an
adult he craves power to make sure he’s never put in a vulnerable position again. In his
pursuit for power, Guy is willing to lie, coerce, and kill to get what he wants. While working
with the sheriff, travels to the Holy Land with a group who disguise themselves as Saracens,
then infiltrate King Richard’s camp to try to kill him. While he was gone, he had his physician
lie for him and say that he was ill. This is all so that he can partake of the power that the
sheriff offers.
Guy’s motivations in Season 1 are all about power. He kills the current master-at-arms
to take his position, and “as the Sheriff's right hand man…is capable of overwhelming cruelty
in his ruthless pursuit for heritage and position” (BBC). He is also set up as a foil to Robin
Hood, as well as being an antagonist. He is not as powerful as the Sheriff of Nottingham, but
he is closer to Robin’s age and is a rival in his affections for Marian.
During Season 2, Guy is increasingly caught up in Sheriff Vaisey’s schemes to kill King
Richard. He knows that if Vaisey’s plan succeeds, he will have power. But he is also caught up
with his infatuation with Marian. He becomes increasingly discontent with his circumstances,
but stays with Vaisey because Marian is in Nottingham. When she returns to Nottingham after
a period of grieving for her dead father, he asks her, “Stay and make this place bearable.”
Marian does stay, but after she botches an attempt on Vaisey’s life, Guy’s loyalty to the
sheriff makes him confess that he knew about her existence as the Nightwatchman. As he
confesses, he once again becomes a scapegoat. But this time he is trying to save Marian from
the wrath of Vaisey.
Guy still cares about power, however. When Marian asks whether he really means to
carry through with the plan to kill the king, he tells her, “This is the ultimate mission. It
carries with it the ultimate prize. Absolute power.” Later Marian attempts to persuade him to
kill the Sheriff, telling him that the king will reward him with “position and wealth,” and that
she would willingly give him her hand in marriage. Her final plea to him is: “You are a decent
man, Guy. You’re not a killer. Turn against the Sheriff. This is your last chance. Your last
chance to be a good man.” Guy tells Vaisey about his conversation with Marian and admits
that she has asked him to kill the Sheriff. He reaffirms his loyalty to Vaisey and plans to make
Marian his wife forcibly when they return to England. Vaisey’s response to this is, “Dear boy,
I’ll sing at your wedding!”
But things do not turn out the way Guy or Vaisey expect. Guy finds Marian blocking his
way as he prepares to finish off a wounded King Richard. “We’re going to get out of this. I’m
going to do this thing, and then I will have power beyond measure. And we will be together.”
Marian says she would rather die than be with him and repeatedly tells him “I love Robin
Hood.” This last instance of Marian interfering with his plans is too much for Guy. He suddenly
lunges forward and stabs Marian, pulling her close to him as if in an embrace. For a moment,
he seems not to realize what he has done. But as Marian falls to the ground and Robin and the
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other outlaws come running, Guy begins to realize that he has just killed the woman he loves.
He is distraught and horrified.
Viewers do not see the immediate effects of Marian’s death on Guy, but the effects
are more clearly present in Season Three of the series. At the beginning of the series, Guy has
allowed his appearance to deteriorate. His hair is long and unwashed, and he is more heavily
unshaven than in the two previous seasons. He seems miserable, claiming that his life is hell
and that he sees demons when he tries to sleep. In his misery, Guy finally develops a spine
and a brain that allows him to make decisions for himself. “You know, I’ve finally come to the
conclusion that I don’t like you,” he tells Vaisey after once again being berated for failing to
kill Robin Hood. Guy begins to realize that he does not have to obey Vaisey or follow in his
footsteps. He can be his own person.
But in addition to a spine, Guy also develops a cruelty that has not been fully realized
before. He uses a young girl as a hostage during a fight with Robin Hood and is quick to jump
to extreme punishments such as hanging villagers. As assured as Guy seems, his position is
still tenuous. Vaisey sends him to Prince John to explain why they have not killed Robin Hood
and why they are not able to pay their taxes. Even though Guy says that it means “certain
death,” Vaisey does not relent. Guy vows that he will not forget Vaisey’s treachery.
Viewers do not see Guy’s meeting with Prince John, but it presumably goes well,
because he returns a few episodes later with backup from Prince John’s personal guard. This
time, he is working independently of Vaisey. He tells his former mentor: “Look at you. Your
plans are in ruins. The Black Knights are disbanded, and you’re having to buy the affections of
a prince who would rather see you dead. Why should I fear you?”
Vaisey replies, “You will fail, like you’ve always failed before, and then you will come
back and beg me for my patronage.”
“Not this time,” is Guy’s confident answer. He does end up failing, through no fault of
his own, and he and his sister Isabella return to Nottingham to serve Vaisey. Prince John pits
the two of them against each other. Guy kills Vaisey and assumes he will take his position and
title.
During a drought, Isabella helps Robin Hood try to provide water for the villages after
Prince John blocks the source beneath Nottingham Castle. Guy sets a trap for them both,
leaves them to drown in the chamber beneath the dungeons, and leads Prince John to believe
that they are dead. When Guy and the prince go down to the dungeons to see one of Robin’s
gang that has been captured, they find Robin and Isabella have not died and have escaped.
Prince John is understandably very upset and tells Guy he is fired.
Guy’s response is almost laughable. “No, you will not fire me! I’ve waited all my life
to be Sheriff, and I will not be fired by you!” Telling the prince of England he cannot fire him
seems ludicrous, but it shows just how badly Guy has craved power, and how upset it makes
him to consider giving that power up. He even shouts, “You’re not a monarch! You’re a
pretender, a fake, a fraud!” He is essentially outlawed after this and runs away. Later he
sneaks back into the castle to try to kill Isabella, who offers to speak to Prince John on his
behalf. They form a tenuous truce until Isabella betrays him again and intends to hand him
over to Prince John. He escapes, but again attempts to kill Isabella and Prince John during a
fake coronation. His dogged pursuit of revenge causes him to be captured by Isabella, who is
now the Sheriff.
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While in the dungeons awaiting execution, he meets a girl named Meg, who is spirited
and tells Guy how he looks now: “Dirty, miserable, and small.” As much as Meg seems to hate
Guy, she strikes up a conversation with him later. At first he is curt and caustic, but gradually
softens to her. He is resigned to his fate, telling her, “I can’t help what people think of me.
What’s done is done. And if I am to die, then so be it.”
Meg continues to talk to him, making thought-provoking questions and statements such
as “Is your life really that empty that you don’t care whether you live or die?” and “There
must be some good in you yet.” Meg’s questions do not make Guy lash out as he would have
done formerly. Instead he receives her questions in silence, as if really trying to find answers.
Later, he tells her, “You’ve made me think…about someone I used to know. She saw good
where there was none. She made me a better man. I destroyed her. I destroyed everything.”
This remorse in Guy is uncharacteristic for him, but it makes him more sympathetic. Guy is
slowly becoming human.
Later, after Meg is freed, she steals Isabella’s keys and goes to the dungeons to free
Guy. Their escape fails, and they are both to be executed on the same day. When the day
comes, Guy tries to reassure Meg by saying, “When it comes, it will be very quick.” Then he
pleads with Isabella to spare Meg, saying, “Kill me if you must, but not her. I’ll do whatever
you want, but don’t take her life.” In a situation where Guy is completely powerless, he does
not try to fight for himself. This is a definite change for Guy, who up until now has chased
power relentlessly. He has accepted that he has no power anymore, but his heart has
softened enough that he still wants to try to bargain for Meg’s life, even though he has
nothing to bargain with and is not in a position to bargain.
Isabella signals for the executions to proceed, but Robin decides that Meg does not
deserve to die. He creates a distraction so that Guy and Meg can free themselves. Meg sees a
spearman charging at Guy and warns him just in time for him to whirl around and leave her
open to the spear thrust. In the commotion that follows Robin’s distraction, Guy carries Meg
into a quiet forest glade and holds her close. “I always quite liked you,” she says as she dies.
Guy cradles her body in his arms and begins to cry. Being powerless and responsible – both
directly and indirectly – for the death of two women he cared about has finally broken him in
a way that the possibility of him dying could not. This is the first time he has visibly given into
grief, and it signals the eventual end of his feud with Robin over Marian.
The feud between Robin and Guy does not end right away, however. In the next
episode, Robin finds Guy wandering the forest and they begin to fight. Guy boasts, “I don’t
need food or sleep to drive me,” and when Robin asks what he does need, answers,
“Revenge.”
Later in the episode, it is revealed that a teenage Guy was almost hung because young
Robin nearly killed someone when showing off with his bow and foisted the blame on Guy.
Robin’s father Malcom and Guy’s mother Ghislaine also began an affair while Guy’s father
Roger was away in the Crusades, which further added to the bad blood between the two men.
Roger returned, but with leprosy which caused him to be banished to a leper colony. But
when Roger heard that Ghislaine and Malcom planned to marry, he returned to Locksley.
Young Robin alerted Malcom to Roger’s return, and Malcom rushed to Gisborne Manor. Guy
tried to stop him from coming in by brandishing a torch, but after a brief scuffle with Malcom,
Guy dropped the torch and accidentally set the manor on fire. He lived with the guilt for the
rest of his life and has never been able to rid himself of that guilt. He tells Robin, “I’ll never
ask for your forgiveness. I can’t forgive myself.”
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Guy and Robin must learn to trust each other, or at least not to distrust each other.
They work together to keep their half-brother Archer, the product of Malcom and Ghislaine’s
affair, from being hung. When Robin brings Guy back to camp and announces that Guy will
help defeat Isabella, the rest of the gang is suspicious of him, especially Kate, a young woman
from Locksley whose brother Guy killed at the beginning of the season. “Since when have you
cared about our people?” she demands angrily. Guy responds, “I don’t! I just want Isabella.”
Guy’s previous actions still hang over him and keep the gang from trusting him fully, even
when he shows them a secret tunnel that leads into Nottingham. Guy has changed greatly
since the beginning of the series: he has become almost a protagonist, but he has not changed
so completely that all of his old motivations have vanished.
The outlaws’ victory is made futile with the return of Sheriff Vaisey, who was not
actually killed. Guy is the first to notice and the first to sound the alarm. Later he gives
Isabella poison so she can escape the vengeance that he believes the outlaws will dole out to
her. “I do this for our mother’s sake, although there is precious little of her good left in
either of us.” During a desperate three-on-three fight beneath Nottingham Castle, Guy leaps
to push Robin out of the way of a sword thrust from Isabella. He is then stabbed by both
Isabella and Vaisey. As he dies, he tells Robin, “I’ve lived in shame. But because of you, I die
proud. I am free.” He acknowledges the strange paradox that has arisen from his emotional
growth. He has grown from a villain and side character to one of the main characters in the
show, fulfilling Jeremy Rosen’s theory that side characters have the potential to become
main characters.
Guy’s development
Similarly to both Marians’ motivations, the Harlech Guy’s motivations – power and
respect – are more archetypal. BBC Guy’s motivation seems more nuanced because of the way
his backstory is woven into his motivation, and more specifically the way this is shown and not
just told. The BBC show digs deeper into why Guy is the way he is; and shows viewers why
Guy craves power instead of just knowing that he does. In the Harlech show, we only see
Guy’s actions. We do not know what drives him to act. In the BBC show, we are shown that
Guy wants power because of things that happened in his childhood. We are shown how his
quest for power drives him, how it affects those he has relationships with, and how he even
gives up in a time of complete powerlessness. Because viewers can see all of this in the BBC
Guy, a character who audiences would normally not root for or care about becomes one that
viewers want to succeed and find peace. The villain and underdog becomes second only to
Robin Hood in the series.
The Harlech series and the BBC series also explore complexity in antagonists. Where
Guy’s character in the Harlech series is just a bully, the BBC Guy is shown to be more than
that. The BBC Guy is an antihero; flawed, with dubious plans and motivations, but his
development allows us to see past all that to the “other side” that Marian alludes to. Guy is
simultaneously good and bad, cruel and kind, hateful and loving, and hero and villain.
Conclusion
By comparing these two relatively recent adaptations of the Robin Hood legend and
the Marian and Guy from each series – Harlech’s Robin of Sherwood and BBC’s Robin Hood –
we can see how realistic characters have become more pervasive in popular culture. The
Harlech series paves the way in character development by telling and hinting that its versions
of Marion and Guy are complex and realistic. The BBC series, on the other hand, actually
shows how its Marian and Guy are complex and realistic. For Marian and Guy, this emphasis on
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character development gives them both a chance to go beyond tropes. Marian moves beyond
being a blushing beauty, and Guy moves beyond being a buffoon and bully. Marian takes
control of her life and destiny, and so does Guy. As they become human, they each free
themselves from an aspect of tradition: Marian frees herself from the constraints of society
and the tradition of her character being only a love interest, and Guy frees himself from the
expectation and tradition that his villainy is his character. But it is not just these new aspects
to Marian and Guy which make them more realistic characters: they each have reasons for the
new and sometimes strange way in which they act. And in the BBC series, these reasons are
made explicit for the viewer, whereas in the Harlech series they are left ambiguous or are
entirely absent. The progress of character development over a twenty-year period may not be
obvious in just one show or the other, but when both series are compared with each other, it
is easy to see how Marian and Guy from Robin Hood have become more realistic and “human”
characters than Marion and Guy from Robin of Sherwood.
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ABSTRACT

Intersex, the presence of oocytes in male gonadal tissue, has been studied as an abnormal
phenomenon in gonochoristic species. Previously published studies do not explicitly identify
the background levels of intersex in male Largemouth Bass (Micropterus salmoides), and this
lack of knowledge limits our ability to interpret the species-specific severity of intersex.
Perturbations to fecundity are considered to be minimal if a population exhibits a hypothetical
value of 65% intersex when compared to a natural background level of 60% intersex. In
contrast, the effect of intersex on fecundity is interpreted to be much greater if the
hypothetical background level was 0% intersex. We hypothesized the occurrence and
prevalence of intersex should be the same among the Chattahoochee River and two of its
tributaries, Columbus, GA, USA. Largemouth Bass were collected using backpack and boat
electrofishing techniques from Lindsey and Heiferhorn creeks, and Lake Oliver of the
Chattahoochee River. Gonads from all fish were prepared histologically and stained using
hematoxylin and eosin. In Largemouth Bass from Lake Oliver (n=41 males), the occurrence of
intersex was 75.6%. However, in Lindsey and Heiferhorn creeks (n=22 males), the occurrence
of intersex is 9.1%. This evaluation demonstrates that low levels of intersex can be expected in
Largemouth Bass and also showcases the extremes in intersex among connected waterbodies
within the same drainage.
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INTRODUCTION
Impacts of aquatic environments and pollutants on the disruption of reproductive
health of many fish species has gained substantial attention for many years (Kellock 2014).
One of these impacts is feminization, a type of intersex, in male fish when the presence of
female reproductive cells (oocytes) are found in the male reproductive tissue. The presence
of oocytes in the testis has shown to cause detrimental effects in the reproductive
capabilities of fish as well as affect the overall health (Kellock 2014). A greater severity of
intersex has been known to cause lower sperm production and motility compared to normal
male Common Roach (Rutilus rutilus). Harris et al. (2011) reported a negative relationship
between the level of intersex and reproductive success. The study found that an increase in
male intersex was negatively correlated with reproductive success with as much as a 76%
reduction in reproductive success in competitive breeding habitats.
Intersex in various species of fish can be used as an indicator of the presence of EDC’s
in the aquatic environment. However, there is a poor understanding of the prevalence,
severity, and background levels of intersex in Largemouth Bass in the Chattahoochee River
and other water systems all around the world. For example, Hinck et al. (2009) found that
intersex ranges in Largemouth Bass were repeatedly higher than other fishes, such as
Smallmouth Bass, within the Apalachicola River in Blountstown, Florida, Savannah River in
Augusta, Georgia, and Pee Dee River in South and North Carolina. The range of intersex in
Largemouth Bass was 8-91%, while the range for Smallmouth Bass was 14-73%. However, the
waterways still have not been thoroughly studied for their prevalence and severity of intersex
in Largemouth bass.
The levels of endocrine disrupting causing compounds can vary in different locations
within the same water system. In some areas, the level of EDCs may be more concentrated
due to low water flow, whereas the other areas with high water flow will have a lower
concentration of EDCs. Higher water flow areas would include creeks and rivers where the
water is constantly flowing. Lower water flow areas would include lakes and ponds where the
water remains stagnant for longer periods of time. Hecker et al., (2006) and Metcalfe et al.
(2010) reported that EDCs are consistently implicated as the primary cause of intersex in
various aquatic organisms, such as aquatic invertebrates, amphibians, and reptiles.
Endocrine-disrupting compounds (EDC’s) cause alterations of reproductive tissue in a variety
of organisms and their presence may have impacts on human health (Bahamonde et al. 2013).
Steroid hormones along with many pesticides are the most commonly identified EDCs, which
are present in the water and the primary cause of intersex (Bahamonde et al. 2013).
Largemouth Bass are gonochoristic, which means that they develop into males and
females; therefore, Largemouth Bass are not known to be hermaphroditic (Becker 1983).
Consequently, it is important to establish a background level of intersex to understand the
true impact and of the occurrence of intersex. Largemouth Bass reach full sexual maturity
around three to four years of age with more resources being allocated to gonadal growth as
somatic growth slows down (Carlander 1977). Females begin oocyte differentiation 3 weeks
after hatching, while males begin testicular differentiation many weeks later (Nakamura et
al. 1998). However, female and male Largemouth Bass reach sexual maturity at different
times (Devlin et al. 2002). According to Devlin et al. (2002), females usually develop ovaries
and eggs before testicular development in males.
Largemouth Bass are known to have intersex in various locations around the world and
in the United States, such as Illinois, Georgia, Colorado, and Virginia (Blazer et al. 2007).
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According to Jobling et al. (1998), Common Roach found in rivers in the United Kingdom also
show evidence of endocrine disruption. However, scientists have not defined a background
level of intersex in Largemouth Bass (Fritts et al. 2016). Some reports have conjectured that a
baseline level of intersex is expected (Bahamonde et al. 2013). Hecker et al. (2006) suggested
that intersex is an abnormal phenomenon, but they were unsure to what extent intersex is
abnormal. Background levels of intersex in the black basses (Micropterus spp.) has not been
established, however, according to Jobling et al (1998), Common Roach are known to have a
background level of about 4% intersex. Common Carp (Cyprinus carpio) also exhibit a
background rate of 5% intersex according to Komen et al. (1989). Many studies have been
published regarding intersex in a variety of different species, however, Largemouth Bass have
not been extensively studied to address the specific question about the background levels of
intersex.
There are no published studies explicitly identifying the background levels of intersex
in male Largemouth Bass (Micropterus salmoides), and this lack of knowledge limits our
ability to interpret the species-specific or population-specific severity of intersex (Fritts et al.
2016). For example, we would interpret perturbations to fecundity to be minimal if a
population exhibited a hypothetical value of 65% intersex when compared to a natural
background level of 60% intersex. In contrast, the effect of intersex on fecundity is
interpreted to be much greater if the hypothetical background level was close to 0% intersex.
We hypothesized the occurrence and prevalence of intersex should be the same among the
Chattahoochee River and two of its tributaries, Columbus, Georgia, USA.
METHODS
This study was initiated using fish from Lindsey Creek, Heiferhorn Creek, and Lake
Oliver in Columbus, Georgia. Fish were collected during pre-spawning, spawning, and postspawning seasons over the course of four years. Lindsey Creek and Heiferhorn Creek are
tributaries of the Chattahoochee River. Lindsey Creek runs through the middle of Columbus
and is a more urban creek (Figure 1A). Heiferhorn Creek is a more secluded creek that runs
through a forested area (Figure 1B). Lake Oliver is an impoundment of the Chattahoochee
River, surrounded by a large neighborhood (Figure 1C).
Male Largemouth Bass were collected from Heiferhorn and Lindsey creeks using
backpack electrofishing techniques and seine nets. Boat electrofishing techniques were used
to collect male fish from Lake Oliver. The fish were transported in aerated buckets to the
research lab and dissected to remove the gonads to identify the sex. The total length (mm)
and weight (g) was recorded for each fish. The gonads were preserved in a 10% buffered
formalin solution until they were embedded in paraffin, cut into five-micron longitudinal
sections; each slide contained 2 or 3 sections. A minimum of six slides were collected per
gonad. The slides were stained using hematoxylin and eosin. Intersex was assessed using light
microscopy techniques. The six slides were examined from each fish with 100 microns in
between each slide. Occurrence of intersex was determined based on the observation of
oocytes present in the tissue (Figure 2). The total number of oocytes per fish were counted on
each section of all slides prepared. If oocytes are not observed, the fish were classified as not
having intersex.
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RESULTS
The occurrence of intersex between Lindsey Creek and Heiferhorn Creek and Lake
Oliver was highly significant (1-way ANOVA, F1,62=46.966, P < 0.001; Figure 2). Lindsey Creek
and Heiferhorn Creek exhibited a 9.1% occurrence of intersex, which was two out of 22 males.
Lake Oliver exhibited a 75.6% occurrence of intersex, which was 31 out of 41 males.

DISCUSSION
We rejected our hypothesis that the occurrence of intersex should be the same
between the Chattahoochee River and two of its tributaries. Our results show that a value of
75.6% for males in Lake Oliver is high when compared to value of 9.1% in the creeks. Fritts et
al. (2016) identified the need to establish background levels of intersex in Largemouth Bass
from streams with little to no EDC’s. Our evaluation demonstrates that little intersex is
possible in Largemouth Bass and showcases the extremes in intersex among connected rivers
within the same drainage. Other studies reported a range of 8 - 91% in the occurrence of
intersex (Hinck et al. 2009).
If background levels were higher in the tributaries, then a value of 78% would be
relatively less impactful on reproduction. This study suggests that intersex is an abnormal
phenomenon in Largemouth Bass since the numbers were so drastically different, indicating
that if outside factors were not an influence, the levels of intersex may be the same. The
high percentage of intersex in the Chattahoochee River and two of its tributaries suggests
that endocrine disrupting compounds are present in the water way.
For future research, sampling at more locations around Georgia and other states is
recommended to see if this is a phenomenon that occurs all around the country or is isolated
to a particular geographic area. We would also do a water chemistry analysis to determine
which endocrine disrupting compounds are present in the water in both the lake and the
creeks. This will help narrow down the cause of intersex and identify the main differences in
water quality among the Chattahoochee River and two of its tributaries.
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Figure 1. A, Image of Lindsey Creek and the area surrounding the creek near Columbus,
Georgia. B, Image of Heiferhorn Creek and the area surrounding the creek. C, Image of
Lake Oliver and the area surrounding the lake.
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Figure 2. Histological sections of Largemouth Bass gonads. A, Normal female ovary from
Lindsey Creek. B, Normal male testis from Lindsey Creek. C, Male testis showing a single
oocyte from Lake Oliver.
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Figure 3. Occurrence of intersex in Largemouth Bass (Micropterus salmoides) compared
between two creeks and Lake Oliver, which is a reservoir on the Chattahoochee River,
Columbus, Georgia.
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ABSTRACT

Zinc oxide (ZnO) nanofibers (NFs) are used for water and air cleaning as well as in cosmetic
products such as sunscreen. This functionality can be attributed in part to their wide band
gap energy and propensity for photocatalytic activity. They are also being considered for
medical devices and novel drug delivery. Therefore, research is needed to examine the
cytotoxiceffects of exposure to metal oxides. Relevant sources include those evaluating the
more studied 𝑇𝑇𝑇𝑇𝑇𝑇2 NFs, as these NFs are similar in property and function. Previous studies
have found exposure to cause reactive oxygen species (ROS) production which induced
apoptosis and oxidative stress as well as cellular inflammatory response. The goal of this
study was to observethe genotoxic effect of ZnO NFs on K562 cells, a human myelogenous
leukemia cell line. The ZnO nanofibers were synthesized from polyvinylpyrrolidone and zinc
acetylacetonate hydrate inethanol with the typical electrospinning technique. They were
then characterized with ScanningElectron Microscopy (SEM), FT-IR, powder X-Ray diffraction,
and Raman spectroscopy. The K562 cells were maintained and exposed to ZnO nanofibers at
varied concentrations and time points. Cell proliferation, oxidative stress and inflammatory
response were measured using MTTassay, LDH leakage assay, RNA extraction, complementary
DNA (cDNA) synthesis, and quantitative real-time polymerase chain reaction (qRT-PCR). This
study revealed that ZnO NF only decreased cell proliferation at lower concentrations but did
introduce oxidative stress and inflammatory markers on the tested cells.
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INTRODUCTION
ZnO nanofibers (NFs) are used in sunscreen, cosmetic products, paint, and air and
watersanitation. Nanofibers have a large propensity for penetration into biological systems
and are commercially effective due to their wide band gap energy and photocatalytic activity
(1,14). Frequent human exposure to ZnO NF mandates research to the cellular and molecular
effects on the mammalian system. This topic has recently acquired public attention as a
large broadcasting network mentioned a study which found four chemicals to have plasmid
concentrations above the FDA approved concentration (5, 7). Most relevant to the present
studyis the developing ZnO NF functionality in cancer drug delivery. To ensure accurate
novel drug testing, ZnO NFs must be evaluated for toxicity to cancer cells to ensure the NFs
are not inducing apoptosis or oxidative stress independent of the drug treatment itself.
Because of this, the cytotoxicity of these NFs will be evaluated on K562 cells.
ZnO NFs are common and relatively inexpensive, as evidenced by their use in cosmetics
and other commercial products. Additionally, these nanofibers can be functionalized in drug
delivery. Drugs can be simply incorporated into nanofibers with the electrospinning
technique. The drugs can be either be dissolved into feeding solution or spun in the center of
thefiber in a core-shell structure (18). ZnO NFs are mesoporous and therefore allow
anticancer agents to diffuse out of the NFs once in the body. This, accompanied by the high
surface area ofnanofibers, allows a higher percent of the drug to be diffused into the body via
NF delivery than current drug delivery methods (17). Because of the pending use in cancer
drug delivery, research must be conducted on the propensity of the nanofibers to travel
within the body as well as toxicity to carcinomic and somatic cell lines.
The toxic effects of other metal oxide NFs have gained attention from the International
Agency for Research on Cancer (IARC), which documented TiO2 as a carcinogen which likely
affects cells via direct interaction with DNA, inflammation, proliferation, oxidative stress, and
apoptosis (3). Because TiO2 and ZnO have similar properties and commercial functions,
research should be shifted to determine carcinogenicity of ZnO NFs. If these NFs were found to
be toxic carcinogens, they would not be ideal for drug delivery due to their capacity to harm
healthy cells. Previous research has shown that ZnO NFs can travel to the liver, spleen and
kidneys aftersystemic infiltration (2, 14). ZnO NFs can also enter the brain through olfactory
neuronal pathways and disrupt the zinc homeostasis with reduced mitochondrial and lysosomal
activity ofglial cells (12). Therefore, deliberate exposure to these NFs for medical purposes
could be detrimental.
Although ZnO NFs would be effective and cost-efficient drug delivery tools, cellular and
molecular effects of exposure to these nanofibers should be researched before
commercialization. Bulk ZnO NFs have been documented safe by the FDA; however, research
has shown cellular uptake and cytotoxicity of nanofibers within the body after infiltration.
Individual nanofibers, in comparison to bulk form ZnO NFs, are more reactive due to increased
surface area (12). There is a significant difference in cytotoxicity between the micro and nano
forms, as microparticles are more easily identified and cleared by macrophages, while
nanoparticles are undetectable and can more easily agglomerate on and penetrate the plasma
membrane (2, 3, 4, 8). After inhalation of metal oxide NFs, macrophages were unable to
engulf and destroy the nanofibers. These nanofibers then aggregated and were up taken by
carcinomic alveolar epithelial cells via endocytosis (2). This research indicates that exposure
of cancer cells to nanofibers could result in direct interaction between the nanofibers and
cells themselves,therefore disrupting activity of the cancer drug. Once uptaken by cells, ZnO
NFs, as well as other metal oxide NFs, are often cytotoxic through direct interaction with
DNA, proliferation, oxidative stress, and apoptosis (2, 3, 8, 6, 7, 11). Cell cycle arrest was
observed at G2/M phase when BEAS-2B and A549 cells were exposed to ZnO NFs. Genotoxicity
has also been observed with cell cycle arrest at G0/G1 phasein bone marrow cells. There was
also evidence of increased reactive oxygen species (ROS) production with decreased
mitochondrial membrane potential (MMP) and oxidative stress (6). Exposure to ZnO NFs has
been found to cause ROS formation without exciting antioxidantenzymes, therefore causing
cell damage via oxidative stress (7). ZnO NFs caused apoptosis in human dermal fibroblasts by

2
up-regulation of p53 and p38 proteins (13). However, the mechanism of this is not completely
understood. Hypotheses include reactive oxygen species (ROS) production and Zn2+
production. ZnO nanomaterials readily dissolute into Zn2+ in aqueous solutions after cellular
uptake (16). Due to the various effects on different cell lines, these previous results indicate
possible effects but should not be applied to other cell lines without direct evaluation.
Evaluation of metal oxide NFs can be done in terms of immunomodulating agent
expression to determine if exposure caused inflammation of the cell. Exposure induced
cytokineand chemokine excitation would indicate inflammatory response. Such a study found
macrophages and dendritic cells to express cytokines IL-1β and CXCL-9 after exposure to ZnO
NFs (9). Another article which analyzed effect of TiO2 nanofibers noted an appreciable
increase in chemokines when exposed to nanoparticles rather than microparticles (3). The
expression of these agents after exposure to NFs has significant clinical implications with
chronicinflammation.
The purpose of this research was to evaluate the impact of exposure to ZnO on K562
cells to include apoptosis and oxidative stress. This research has significant clinical
implicationswith biomedical considerations for ZnO NF functionality in drug delivery, tissue
engineering, and surgical textile (15). Because of this, K562 cells, human leukemia cells, will
be used. Apoptosis upon exposure to the NFs would indicate they are not a good candidate for
cancer drug delivery, as the NFs would be damaging the cancer cells rather than the novel
cancerdrug. K562 cells are also unique as they are nonadherent; this could affect the
nanofibers’ abilityto adhere and penetrate the cells. To conduct the study, ZnO NFs were
fabricated using the electrospinning technique. Four feeding solutions and two annealing
temperatures, 500 C and 700 C, were compared. These NFs were evaluated using SEM, FTIR,
and Raman spectroscopy for maintenance of morphology and correct composition (1, 10, 11).
K562 cells were then exposed to these nanofibers and cytotoxicity was assessed by expression
of the following genes: TNF-ɑ, IL-1β, IL-6, IL-21, IL-7, PDX-1, SOD1, GPX1, PRDX6, and DUOX1.
Expression of these genes were used to measure inflammatory response and oxidative stress.

MATERIALS AND METHODS
Materials
The materials needed for electrospinning were polyvinylpyrrolidone (PVP), ethanol,
acetic acid, and Zinc Acetate Dihydrate. These were all purchased from Fisher Scientific.
K562 cells were used as the experimental group. To maintain the K562 cells, a solution of
RPMI 1640with glutamine and HEPES, penicillin streptomycin, and 10% fetal bovine serum was
created. Asolution of Thiazolyl blue tetrazolium bromide and RPMI 1640 was created and
used for MTT assay. The required machinery included Field Emission Scanning Electron
Microscope (SEM), Powder X-Ray Diffraction, and Raman Microscope. The SEM was model JSM7600F from JEOL. The Raman Microscope was model DXR from Thermo Scientific. The Bio-Rad
T100 Thermal Cycler was used for RT-qPCR.
Synthesis and Characterization of Zinc Oxide Nano Fiber (ZnO NF)
The materials required for electrospinning are polyvinylpyrrolidone (PVP), ethanol,
and zinc acetylacetonate hydrate. To prepare the solution for ZnO NF synthesis, 1.2 g of Zn
acetylacetonate hydrate and 1.5 g of PVP were sonicated for 2 h. This solution was then
drawn into a 5 mL syringe and placed in the electrospinning apparatus. The collection site
was set at 30cm from the syringe, and the power source was maintained at 16 kV. The NFs
were spun at 1 mL ℎ𝑟𝑟−1 and checked every 10 minutes for 5 hs to ensure the syringe did not
become clogged. They were then allowed to dry overnight and calcined the next day at 520
degrees Celsius. This synthesized nanofiber was characterized using microscopy techniques
which were listed above.
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Cell Culture
Myelogenous leukemia cells (K562) were cultured and maintained in T-75 flasks. Cells
were maintained by removing existing media and adding 10 mL PBS. PBS was then removed,
and 2 mL of trypsin added and incubated for 7 minutes. After incubation, the cells were
examined under a microscope to ensure they were free floating. The trypsin was then
replaced with 25 mL of culture media. This was done every 5 days to ensure the cells
continued to healthily grow.
Cell Proliferation and Viability Study
Cells were suspended and counted using a hemocytometer. ZnO NFs were added to
the wells in concentrations varying 0.00001 mg/mL to 0.10 mg/mL and incubated for 24 h
and 48 h.MTT dye was added to the well plates and incubated for 2 h. The plate was then run
through a plate reader at an absorbance of 490 and 570 nm to determine viability. Untreated
cells and cellstreated with BTS served as positive and negative controls.
LDH leakage assay
Cells were counted using a hemocytometer and then pipetted into a 96 well plate.
After 4h incubation, cells were exposed to ZnO NFs with concentrations of 0.00001, 0.0001,
0.001 mg/mL. There were three controls: wells without cells, wells with untreated cells, and
maximum LDH release control. The plates were incubated for 24 h and 48 h. 45 minutes
before the assay was completed, 10x lysis solution was added to determine the maximum LDH
release. Percent cell proliferation was observed using Promega’s CytoTox 96 non-Radioactive
Cytotoxicity assaykit at 24 h and 48 h. This was done to determine the trend of LDH leakage
over time.

Total RNA Extraction from Cells
To extract RNA from the cells, two 96 well plates were created. Both were plated at
differing concentrations of ZnO NFs; one was incubated for 24 h and the other 48 h. Then,
theculture media was removed and the cells were washed with PBS. PBS was then replaced
withtrypsin and culture media. This solution was transferred to centrifuge tubes and
centrifuged.
The supernatant was removed and pellet resuspended in 380 μL PBS. Each sample was
combined with 900 μL of QIAzol Lysis reagent and vortexed. The RNA was then isolated with
Qiagen’s RNeasy Kit following manufacturer guidelines.
Synthesis of cDNA from Extracted RNA
Using a NanoDrop 2000, RNA was measured and the quality determined using RNA gel
electrophoresis. After determining the volume of RNA needed for cDNA synthesis, cDNA was
synthesized using 0.4 μL iScript Reverse Transcription Supermix for qRT-PCR by following the
procedure provided by Bio-Rad Laboratories.

4
qRT-PCR of Selected Genes
Centrifuge tubes were prepared with the synthesized cDNA, 20 uL of Sso Fast
EvaGreenSupermix, 8 uL of RNase free water, and gene specific forward and reverse primers.
These werethen placed in the BIORAD T100 Thermal cycler and relative gene expression
quantities were obtained.

RESULTS
Fabrication and Characterization of ZnO NFs
ZnO NFs were fabricated from two different feeding solutions and evaluated to
determinethe highest quality fiber for the cell toxicity study. One solution, made of 1.5 g
polyvinylpyrrolidone, 0.9 g Zn Acetate Dihydrate, 5 mL DI water, and 5 mL ethanol, was used
to electrospin nanofibers at 16 kV which were then dried overnight. These NFs were then split
into two batches. One batch was annealed at 500 °C for 1 h. The other was annealed at 500
°C for 1 h, at which point the temperature was slowly increased to 700 °C for 1 h. The
purpose of annealing was to eliminate any remaining organic materials from the nanofibers.
After annealing,light yellow spots were observed in the fibers. Both batches were
characterized to determine the composition of the product. This was done with Raman
spectroscopy and FT-IR. Morphology was examined with SEM imaging.
Raman Spectroscopy data from the sample that was annealed at 500 °C for 1 h can
be found in Figure 1A. Raman Spectroscopy data from the sample that was annealed at 500
°C for1 h and 700 °C for 1 h can be found in Figure 1B. The shift present at the 400-600 𝑐𝑐𝑐𝑐−1
range
represent the Zn-O bond in the zinc dihydrate precursor. The peak at approximately 1100 𝑐𝑐𝑐𝑐−1

corresponded to ethanol.

A)

B)

Figure 1: Raman spectroscopy of ZnO NFs from solution of 0.9 g Zn precursor, 1.5 g PVP, 5 mL
ethanol, 5 mL DI H2O which were annealed at 500 °C for 1 h (A) and 500 °C for 1 h followed by
700 °C for 1 h (B).
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FT-IR of both nanofiber solutions at this point indicated the presence of ZnO with the
shift at ~500 𝑐𝑐𝑐𝑐−1. However, NFs synthesized from 0.9 g Zn precursor and annealed at 500 °C
for 1 h did not indicate any organic material (Figure 2B). However, FT-IR of NFs synthesized
from 0.9 g Zn precursor and annealed at 500 °C for 1 and 700 °C for 1 h indicated carbon
dopingwith a shift at ~2300 𝑐𝑐𝑐𝑐−1 (Figure 2A). This annealing temperature was likely too high
and allowed carbon doping within the crystal lattice to occur (Figure 2B). SEM images for both
solutions used at this point indicated mild loss of morphology likely due to lingering moisture
and low zinc content in the spinning solution (Figure 3).

Figure 2A: FT-IR spectra from ZnO NFs fabricated from 0.9 g Zn precursor and annealed
at500 °C for 1 h and 700 °C for 1 h.

Figure 2B: FT-IR spectra from ZnO NFs which were fabricated from a solution of 0.9 g Zn
precursor and annealed for 1 hour at 500 °C.
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Figure 3: SEM images of ZnO NFs fabricated from 0.9 g Zn precursor and annealed at 500
°C for 1 h shown at x1000 (A), x3500 (B), and x6500 (C) as well as annealed at 500 °C for
1h and 700 °C for 1 h shown at x1000 (D), x3500 (E), and x6500 (F).
A second solution was then prepared from 1.2 g Zn Acetylacetonate Hydrate, 1.5 g
PVP,and 10 mL ethanol with the goal of achieving a higher Zn content with less degradation
of morphology. This solution was more viscous and fabricated thicker fibers than the
previous.
Fabrication parameters were held constant to the other solution with voltage slightly increased to
17.5 kV to obtain a steady jet. After fibers were synthesized, they were divided into two
sampleswhich were annealed at the same two different regimens as the previous nanofibers
were; one sample was annealed at 500 °C for 1 h, while the other sample was annealed at
500 °C for 1 h
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then slowly increased to 700 °C and annealed there for 1 h. Raman spectra obtained of ZnO
NFscomposed of 12% Zn and annealed at 500 °C for 1 h and 700 °C for 1 h displayed shifts at
330, 430, 530, and 1100 𝑐𝑐𝑐𝑐−1. The shift at 430 𝑐𝑐𝑐𝑐−1 was strongest and indicates the zinc.
Scattering is indicated by shifts at 330 and 530 𝑐𝑐𝑐𝑐−1. Raman spectra obtained of ZnO NFs
composed of 12% Zn and annealed at 500 °C for 1 h displayed shifts at 430 and 1100
𝑐𝑐𝑐𝑐−1.
The peak at 430 cm-1 was far less intense. The expected scattering at 330 and 530 𝑐𝑐𝑐𝑐−1 was
notpresent. FT-IR of ZnO NFs synthesized from 1.2 g Zn precursor and annealed at both 500
°C for 1 h and 500 °C for 1 and 700 °C for 1 h did not indicate any organic material (Figure
5). SEM images showed less agglomeration of fibers and more consistent morphology indicated
by the smooth borders of the fibers (Figure 6). For these reasons, the solution used for
further analysis was 1.2 g Zn precursor annealed at 500 °C for 1 h followed by 700 °C for 1 h.
A)

B)

Figure 4: Raman spectroscopy of ZnO NFs from solution of 1.2 g Zn precursor, 1.5 g PVP, 10
mL ethanol which were annealed at 500 °C for 1 h (A) and 500 °C for 1 h followed by 700
°C for 1 h (B).
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Figure 5A: FT-IR spectra of ZnO NFs fabricated from 1.2 g Zn precursor and annealed
at500 °C for 1 h.

Figure 5B: FT-IR spectra from ZnO NFs fabricated from 1.2 g Zn precursor and annealed
at500 °C for 1 h and 700 °C for 1 h.
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Figure 6: SEM images of ZnO NFs fabricated from 1.2 g Zn precursor and annealed at 500
°C for 1 h shown at x1000 (A) and x4500 (B) and 500°C for 1 h, 700°C for 1 h shown at
x1000 (C) and x5000 (D).
MTT Assay
MTT assay of K562 cells exposed to five concentrations of ZnO NFs found that the
lowest concentration, 0.01 μg/mL ZnO NF, was most toxic at both the 24 and 48 h time
points. There was 87% proliferation after 24 hs (Figure 7A) which decreased further to 85%
proliferation after 48 hs (Figure 7B). At the other concentrations, cell proliferation was
greater than 100%, indicating that there was not a toxic effect of the NFs and cells were able
to continuegrowing. Of these five concentrations, the three with lowest proliferation, 1.0,
0.1, 0.01 μg/mL, were used for further toxicity assessment.
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A)

B)

Figure 7: MTT assay of K562 cells at a concentration of 10,000 cells/well treated with
ZnONF concentration from 0.01-100 μg/mL evaluated at the 24 h time point (A) and 48 h
time point (B) at 570 nm.
LDH Leakage Assay
LDH leakage assay showed significant presence of LDH in the 1.0 μg/mL
solution after 24 hs. After 48 hs, the presence of LDH was not significantly different in 1.0 or
0.1μg/mL when compared to the control, but there was significantly more LDH in 0.01 μg/mL
concentration when compared to the control. Of note, LDH decreased significantly in the
control,
1.0 μg/mL, and 0.01 μg/mL concentrations after 48 hs when compared to initial value after
24 hsbut not in the 0.1 μg/mL concentration.

Figure 8: LDH leakage assay of 1.0, 0.1, 0.01 μg/mL ZnO NF solutions performed at the
24and 48 hour mark.
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RT-qPCR of Selected Genes
For RT-qPCR, the three most toxic concentrations as determined by the MTT Assay
wereused. These were 1.0, 0.1 and 0.01 μg/mL. After 24 hs, there was upregulation of TNF-α
in the high and medium concentrations, but no TNF-α was expressed in the lowest
concentration.
PRDx6 was upregulated in high and medium concentration as well, but with no significant
difference to the control. SOD1 was measured in the highest concentration to be
significantlygreater than the control. In the lowest concentration, quantity of medium
concentration was significantly less than the control. The lowest expression only indicated
inflammation at low quantity of SOD1.
After 48 hs, the highest and lowest concentration both showed high levels of TNF-α,
while control and medium concentration did not indicate any TNF-α. There was no
significantupregulation of PRDX6 or SOD1 after 48 hs, showing no signs of oxidative stress
(Table 1).
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Table 1: Gene expression of K562 cells exposed to 1.0 μg/mL, 0.1 μg/mL and 0.01
μg/mLconcentrations of ZnO NFs.

Genotypic Response (24 h)

Relative Quantity
Relative Quan ity
Gene
Control
IL1B
0
IL21
0
IL6
0
IL7
0
TNF-α
0.3
DUOX1
0
GPX1
0
PDX1
0
PRDX6
0.85
SOD1
0.45

1.0
μg/mL
0
0
0
0
1
0
0
0
0.8
1

0.1
0.01
μg/mL μg/mL
0
0
0
0
0
0
0
0
0.4
0
0
0
0
0
0
0
1
0
0.2
0.6

Genotypic Response (48 h)

Relative Quantity
Relative Quantity
Gene
Control
IL1B
1
IL21
0
IL6
0
IL7
0
TNF-α
0
DUOX1
0
GPX1
0
PDX1
0
PRDX6
1
SOD1
1

1.0
0.1
0.01
μg/mL μg/mL μg/mL
0
0
0
0
0
0
0
0
0
0
0
0
0.9
0
1
0
0
0
0
0
0
0
0
0
0.3
0
0
0.9
0.5
0
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DISCUSSION
Electrospinning of nanofibers
Composition of solution was evaluated for ideal water and zinc precursor content to
determine the nanofibers which maintained the morphological and compositional integrity of
the fibers. Annealing temperature of fabricated NFs was manipulated to prevent carbon
doping within the crystal lattice of the metal oxide while maintaining the morphology. FT-IR
indicated carbon doping within NFs produced from a solution with 9% zinc precursor and 5 mL
of DI H2Oused as solvent, while NFs synthesized from a solution of 12% zinc precursor with no
water content did not indicate any organic content. Evaluation of SEM images of the 9% zinc
solution indicated the fibers had dissolved and agglomerated among each other. A possible
explanation of this could be retained water in the nanofibers. Water in the feeding solution is
not ideal as it is notas volatile as ethanol, the preferred solvent. SEM images of this solution
indicated the morphology was compromised, likely due to the high water content. This was
expected as water is much less volatile than ethanol, the standard solvent.
Annealing temperatures
Both NF samples were split into two batches and annealed at two different
temperatures. This was to determine the lowest temp that could be used to anneal any
organic material. Lower temperature was ideal as it maintained the morphology of the
nanofibers. Thesamples were annealed slowly to ensure there was no damage to the
morphology. However,
results from Raman spectroscopy and FT-IR indicated the 0.9 g Zn precursor sample annealed
at500 °C retained carbon, regardless of the high temperature. This is likely due to carbon
doping within the crystal lattice.

Characterization of Nanofibers
Raman spectra collected from the sample of 0.9 g Zn precursor indicated remaining
organic materials at both annealing temperatures. This could be due to the lower zinc content
andthe high content of water. In comparison, the Raman spectra collected from the 1.2 g Zn
precursorNFs which were annealed at 500 °C for 1 h and 700 °C for 1 h indicated the correct
shifts for zincoxide and did not indicate the presence of any remaining organic materials.
SEM images of ZnO NFs fabricated from 0.9 g Zn precursor all indicated the morphology
was compromised. At x1000 magnification, individual nanofibers could not be seen and had
rather morphed into a network of fibers. This could be due to residual moisture, which would
have dissolved the NFs into themselves. This can be directly compared to x1000 magnification
SEM images of ZnO NFs fabricated from 1.2 g Zn precursor. These fibers showed individual
nanofibers at x1000 magnification. Images at 5000x magnification indicated smooth surface
morphology of the nanofibers, which is ideal. This can be compared to the x5000 images of
nanofibers from 0.9 g Zn precursor, which had rigid surface morphology. This could be due to
thelower zinc content. Rigid morphology of the nanofibers could also indicate remaining
organic material, which is corroborated by the results of Raman spectroscopy.
FT-IR was used to identify elements present in the nanofibers. All spectra indicated the
zinc peak at ~460 𝑐𝑐𝑐𝑐−1. However, nanofibers synthesized from 1.2 g Zn precursor indicated a
stronger zinc peak. Analyzation of these spectra showed there to be remaining organic
material inthe nanofibers of 0.9 g zinc annealed at 500 °C for 1 h and 700 °C for 1 h. This was
indicated with a peak at ~2400 𝑐𝑐𝑐𝑐−1., which likely indicates carbon. The reason this appears in
the sample annealed at 700 °C and not the sample annealed at 500 °C could be carbon doping
at higher temperatures. The three other nanofiber samples did not indicate remaining organic
material.
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Cytotoxicity Assessment
MTT Assay of K562 cells treated with five concentrations of ZnO NFs did not indicate
significant loss in cell viability. This could be due to the nonadherent characteristic of K562
cells, creating difficulty for the nanofibers to attach to the cells. Lower concentrations of
ZnO NFs indicated higher toxicity with lower percent proliferation. This could indicate larger
concentrations of nanofibers have a difficult time penetrating the cells’ selectively permeable
membrane. Additionally, LDH assay indicated the 1.0 ug/mL concentration of ZnO NF induced
significantly higher levels of cell damage as compared to the control and the other two
concentrations tested at the 24 h time point. Interestingly, there was a significant decrease in
measured LDH from the 24 h to 48 h time points in all concentrations with the exception of
0.1 ug/mL. This implied that cell damage was no longer occurring. However, it should be
noted that the similar molecule titanium dioxide nanoparticle has been found to adsorb LDH,
which would give falsely low levels of LDH on the toxicity assay (19). Exposure to nanofibers
was found to induce a proinflammatory response with the upregulation of TNF-alpha as well as
oxidative stresswith upregulation of PRDX6 and SOD1. Expression of these genes were seen at
both the 24 and 48 h points, however were decreased at the second time point. TNF-alpha was
expressed at greatest quantity relative to the control in the 1.0 ug/mL concentration, which is
consistent with the results of the LDH assay. There were no interleukin factors expressed.
After 24 h, PRDX6 was expressed most in the middle concentration, 0.1 ug/mL. After 48 h,
SOD1 was downregulated in the highest and middle concentrations relative to the control.
These results indicated the most oxidative stress and inflammatory response after 24 h.
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CONCLUSION
Due to the large surface area and effectivity in drug delivery, the functionality of
nanomaterials provides potential for treatment of disease with greater diffusion of the
pharmaceutical into circulation (17). Previous research has established that TiO2, a metal
oxide with nanofiber ability, is carcinogenic to somatic cells through via direct interaction
with DNA, inflammation, proliferation, oxidative stress, and apoptosis (3). The present study
alternatively assessed the toxicity of ZnO nanofibers on K562 human myelogenous leukemia
cells to establishthe possibility for a drug delivering nanofiber to itself have a toxic impact on
the cancer cells. Wefound that there was no significant change in cell proliferation, although
there was increased oxidative stress and inflammatory response, at concentrations above 0.01
μg/mL. Therefore, a large concentration of nanofibers exposed to K562 cells should be used
to further test anticancer drugs and the use of such nanofibers in anticancer drug delivery.
Future Research
While ZnO NFs have been proven to be nontoxic to leukemia carcinomic cells,
evaluationof effect on healthy cells has not been completely established. Previous research
has shown that the nanofibers are able to travel within the body; therefore, further research
should evaluate cytotoxicity on other cells. If shown to be toxic, possible solutions would
include phospholipid targeting to cancer cells. ZnO NFs could be manipulated by testing
different annealing temperatures. However, with varied annealing temperatures, organic
material still must be eliminated to ensure no competing toxic materials are exposed to the
cells.
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ABSTRACT
Canine otitis externa, an infection of the outer ear canal, is one of the most
frequently occurring infections across all canine breeds. These infections most often result
from the overgrowth of opportunistic microbes, both yeast and bacteria, in response to
favorable conditions promoted by primary and secondary medical ailments. Triple
combination therapies are popular treatments for these conditions as they employ
antibiotic, antifungal and steroid medications. However, due to antibiotic resistance or
undesired side effects, such as ototoxicity with aminoglycosides, it is often necessary to
reevaluate the chosen course of treatment. This is further complicated by bacterial biofilm
formation which can increase resistance to treatment. Toward the goal of developing
effective treatment regimens, this study seeks to characterize the bacterial pathogens
causing otitis externa and their ability to form biofilms.
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Introduction
Canine otitis externa is an infection of the outer ear canal characterized by
inflammation, erythema, pain, and otic exudate. A recent epidemiological survey found
clinicians report this infection as the most common dermatological diagnosis (Forster, 2018,
p.1). An effective approach to combating otitis externa then must involve current
understanding of causative agents, their susceptibility tendencies, and the available
treatments.
Otitis externa generally occurs as a result of multiple underlying factors which have
been classified as primary, secondary, perpetuating, and predisposing (Forster, 2018, p.1;
Greene, 2012, p.886). Primary factors, such as allergies, directly induce a state of
inflammation within the external ear canal. Secondary factors appear when previouslyestablished environmental conditions promote the growth of pathogenic microbes.
Predisposing factors, such as debris in the canal, contribute to the formation of these
conditions. Finally, perpetuating factors are those that result from the initial otitis externa
(Pye, 2018).
Numerous bacterial and fungal pathogens have been identified as causative agents in
thepathogenesis of otitis externa including, most frequently, Staphylococcus, Streptococcus,
Pseudomonas, Proteus, and Escherichia coli spp. Additionally, Malassezia, a species of yeast,
is commonly present (Bajwa, 2019). In the healthy animal, many of these species are present
as opportunistic commensals of the auricular microbiota. However, primary conditions such
as allergic otitis promote an environment favorable to the growth of these microbes which can
thengrow and cause disease within the ear canal. In severe cases, rupture of the tympanic
membrane or irreversible damage to the ear canal will cause hearing loss or require surgical
intervention (Greene, 2012, p. 886-891; Tambella, 2020). It is therefore necessary, upon initial
diagnosis, to formulate a treatment plan that will prove most effective.
The diagnostic process relies, in part, on the clinical manifestation of canine otitis
externa. Cytology alone does not provide sufficient evidence, as many of the implicated
pathogens are opportunistic commensals. Greene informs, “The most common clinical signs of
otitis externa include otic pruritus (head shaking, scratching, rubbing ears on the floor) otic
erythema, otic exudate, otic pain, and odor” (886). Coupled with examination of the ear pinna
andouter ear canal, treatment regimens can be issued.
Triple combination otic solutions are a popular choice as first line treatment. These
products contain antibiotic, antifungal, and steroid medications that are necessary for efficient
pathogen removal and result in the resolution of infection. . Steroids are included to reduce
the inflammation in the ear canal and allow the antimicrobial components to progress
further intothe canal. Often, however, it is necessary to alter the course of treatment due to
antimicrobial resistance or undesired side effects. Biofilm formation by these bacteria is an
additional consideration in the execution of treatment. These polysaccharide matrices
secreted by the bacteria can protect them from the immune response as well as antibiotics,
and it is common to see the minimum inhibitory concentration (MIC) of commonly used
antibiotics greatly increased in the presence of these biofilms (Pye 2018). To efficiently
treat otitis externa, not only is knowledge of the causative pathogen required but also
effective treatment of those pathogens. This study seeks to identify the bacterial pathogens
implicated in clinically diagnosed canine otitis externa and to subsequently characterize their
ability to form biofilms.
We identified bacterial isolates in samples of otitis externa through standard
microbiological procedures including streak plates, gram staining, and biochemical testing.
Gram reaction was first determined as expected pathogens include Gram positive cocci and
Gram negative rods. Species specific identification of gram positive cocci involved catalase
testing, coagulase testing, and hemolysis reaction. Additionally, gram negative rods were
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differentiated based on their ability to ferment lactose and to produce the cytochrome oxidase
enzyme. This study has provided a reference describing the ability of bacterial pathogens to
produce biofilms to aid in efficient diagnosis and treatment of otitis externa.

Materials and Methods
Bacterial Cultures: From canines diagnosed with otitis externa, cultures were obtained by
thestaff of Midland Animal Hospital in Midland, Georgia. Sterile cotton swabs were used for
collection. At the time of collection, samples were plated on Tryptic Soy
Agar and Sheep Blood Agar and then incubated for 24-48 hours at 37 degrees Celsius.
Pathogen Identification: Following isolation of colonies, Gram staining was used to determine
Gram reaction and morphology. Biochemical testing and hemolysis reaction were used for
species specific identification (Bajwa 2019).
Catalase Testing: Catalase testing was used to differentiate species of gram positive
organisms.A small sample of the organism was placed on a microscope slide using a sterile
inoculating loop. One drop of 3% hydrogen peroxide was added to the sample. The immediate
presence of bubbles functioned as a positive indicator of the breakdown of hydrogen peroxide.
Distilled water was used as the negative control.
Coagulase Testing: On a microscope slide, two circles were drawn. One circle functioned as
thenegative control and contained water. The other circle contained the plasma for testing.
Using a sterile loop, a sample of the organism was obtained. The control site was inoculated
first, followed by the plasma. The presence of bacterial clumping in the plasma indicated a
positive result.
Oxidase Testing: Using a sterile inoculating loop, a sample of the gram negative organism
wasobtained and placed on a piece of filter paper. One or two drops of 1% Kovacs reagent
was added to the sample. A color change to purple indicated a positive result. Distilled water
was used as the negative control.
Biofilm Assay: Pure cultures were inoculated into 3-mL Luria-Bertani (LB) Broth and grown
overnight at 37 degrees Celsius shaking. Cultures were diluted 1:1 in LB Broth. 100
microliters were placed in sets of three wells of a round-bottom microtiter plate.
The plates were incubated at 37 degrees celsius for 24 hours. Afterwards, the plates were
emptied and rinsed with distilled water. The wells were filled with 125 microliters of crystal
violet and allowed to sit for 30 minutes. Again, the plates were emptied, rinsed with water,
and left to dry. Once dry, the wells were filled with 200 microliters of 95% ethanol. Contents
were briefly mixed by pipetting. 125 microliters of the solution was transferred to a flat-bottom
96-well plate. Finally,the optical density (OD) at 600 nm was measured in a microplate reader.
Sterile LB broth was used as a negative control (Merritt 2005; Lee 2019).
Ranking Biofilm Production: Samples were classified as either not producing biofilm, low
biofilm producers, moderate biofilm producers, or strong biofilm producers. The absorbance of
the control (Ac) and the Absorbance of the sample (As) were both considered in the designation
of samples into the categories as follows: No biofilm produced (As ≤ Ac), Low Biofilm producer
(Ac ≤ As ≤ (2 x Ac)), Moderate biofilm producer ((2 x Ac) < As ≤ (4 x Ac)), or Strong biofilm
producer ((4 x Ac) < As).
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Results
During this study, 16 clinical samples of bacterial canine otitis externa were collected.
From these samples, 20 organisms were isolated. The species represented included
Staphylococcus sp., Pseudomonas aeruginosa, Escherichia coli, Corynebacterium,
Streptococcus canis. An average absorbance was obtained for each species to rank their ability
to form biofilms (Table 1). Staphylococci formed biofilms ranging from weak to moderate with
an average absorbance in the moderate range. P. aeruginosa formed both moderate and strong
biofilms, yielding an average absorbance in the moderate range. E. coli also formed only
moderate biofilms, yielding an average absorbance in the moderate range. Corynebacterium
sp.formed only weak biofilms, yielding an average absorbance in the weak range. Finally, the
sole S. canis isolate formed a weak biofilm. All species were found to produce some level of
biofilm, and there was no statistical difference between species in terms of the amount of
biomass. However, there was found to be no statistical difference between species (1-way
ANOVA, F4,15=2.576, p= 0.080; Figure 1).
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Discussion
The ability to form biofilms is a complicating factor in the treatment of many diseases.
In canine otitis externa, the anatomy of the auditory canal provides the appropriate
environmental conditions for the proliferation of pathogenic microorganisms (Greene, 2012,
p. 886-891; Tambella, 2020). This illness is frequently exacerbated by the ability of bacteria
to form biofilms (Lee, et.al 2019). In this study, we characterized biofilm formation by
bacteria isolated from clinically diagnosed canines. It is worth noting, however, the
uncertainty surrounding Corynebacterium sp. in the scientific literature. The possible role of
this bacterium in ear infections is not well understood (Henneveld, 2012). In the event that
its role is pathogenic as opposed to commensal, this species was included in the study.
All isolated bacteria demonstrated some degree of biofilm forming ability ranging
from weak to moderate. This virulence factor is relevant due to its contribution to antibiotic
resistance (Pye, 2018). It confers protection to the bacteria as a secreted matrix
protecting the bacteria from its environment which may include immune factors and
antibiotics. If improperly treated, these biofilms can prolong resolution of the illness and
eventually lead to auditory damage (Greene, 2012, p. 886-891). Therefore, informed
treatment regimens mustbe issued.
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Clearance of the biofilm is necessary to allow access of the antibiotic
therapies.Cleaning should be performed prior to the administration of topical medications
(Pye, 2018; Bajwa, 2019).Cleaning products that contain low pH chemicals are preferred as
they aid in drying the ear canal.Acetic acid and boric acid are common ingredients. Products
such as TrizEDTA and MalAcetic Otic meet this description as they damage the bacterial cell
wall and reduce the MIC value of the antimicrobials (Pye, 2018; Nutall, 2016). Upon removal
of the biofilm and debris, antimicrobial intervention is far more effective.
The benefits of proper ear cleaning are long-lasting. Otitis externa is frequently
recurring due to secondary factors such as allergies or perpetuating factors such as stenosis of
the ear canal (Bajwa, 2019). In either case, an established, routine ear cleaning regimen can
prevent or prolong drastic treatment. Allergy treatment is expensive and allergies persistent,
often occurring seasonallyProper cleaning can prevent seasonally correlated infections.
Similarly, stenosis of the ear canal, a perpetuating factor, promotes an environment favorable
tothe growth of microbes. Diligently cleaning and keeping this narrow ear canal dry will
function to prevent recurrent infection. Both factors, if left untreated, can result in auditory
damage, hearing loss, or even require surgical intervention (Bajwa, 2019; Greene, 2012, p.
886-891). Routine cleaning of the ear canal functions to disrupt or even prevent the initiation
of biofilm formation. It is the most accessible form of treatment to promote auditory health.
Current, updated information concerning the pathogenesis of bacterial pathogens and their
virulence factors is necessary for clinicians to designate informed, effective treatments.
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ABSTRACT

This alternative to thesis project is an analysis of the Alexander Technique, its
history, and its relationship with educational philosophy. It has resulted in a collection of
research-based instructional lesson plans which follow the basic principles of the Alexander
Technique for use in 4th and 5th grade general music education classes. Each lesson is
backed by historical research, an analysis of the Alexander Technique and its relationship to
educational philosophy. The main principles covered each lesson plan are the use of
mindfulness, discipline (in relation to the arts and other academic topics), exploration of
one’s environment, fostering creative expression, and the proper usage of specific parts of
the human body through participation in movement and dance. These plans are meant to
assist students in combating common effects of transitioning into adolescence such as issues
with self-esteem, misperceptions of certain functions of the body, such as slumping the
shoulders, while utilizing a time of high brain plasticity among adolescents to shape their
understanding of themselves and how they can interact with the world around them musically and otherwise.
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1
INTRODUCTION

This thesis explores a possible relationship between mindfulness-based practice in the
general music classroom by utilizing principles from the Alexander Technique which
encourage self-awareness, development of a self-concept, awareness of one’s environment,
and the use of visualizing human anatomy to understand the functions of various parts of
the human body. By creating lessons which incorporate these ideas, perhaps adolescent
students may be able to address their mental and physical changes through the use of music
and social classroom engagement. These lesson plans align with the most recent Georgia
Standards for Excellence in Music while also addressing the educational philosophies of
Frederick Matthias Alexander and John Dewey.

THE EFFECTS OF ADOLESCENCE
Children can experience the effects of adolescence as early as eight years of age for
biological females and as early as nine for biological males. Kaneshiro (2019) stated that
“girls may begin to develop breast buds as early as eight years old...[and] boys may begin to
notice that their testicles and scrotum grow as early as age nine” (MedlinePlus Medical
Encyclopedia, 2019). In the United States, this age group commonly falls into the late
elementary years of 4th and 5th grade. These bodily changes can occur early and rapidly, and
they are accompanied by mental changes.

For many, the onset of puberty may trigger a second period of brain plasticity,
increasing both the opportunity and vulnerability inherent in adolescence (Harper, 2018, p.
3). Adolescence creates a time of opportunity for higher levels of learning and
comprehension. As the brain becomes more interconnected during adolescence, young
people are increasingly able to engage in adult levels of complex cognition, and they may
become more capable of participating in activities such as abstract reasoning, future
thinking, and social cognition (Harper, 2018). This means that in addition to becoming adult
outwardly, children’s brains are becoming adult inwardly. Harper (2018) also added,
“Adolescents become better able to assess their own learning, allowing for more time for
additional information during adolescence” (p. 4). They are learning to become more
specialized and efficient, mentally in addition to physically.

The observations and comparisons that students can begin to make about
themselves are examples of a self-concept. One’s self-concept is “the individual’s belief
about himself or herself, including the person’s attributes and who and what the self is”
(Baumeister, 1999, as cited in Borders, 2014, p.74). Examples of self-concept include
physical appearance, physical ability, social roles, academic ability, and personal traits. A
branch off from this definition is one’s self-esteem. Self-esteem is not analogous with
self-concept, but an extension thereof. It is a person’s perception of self-worth or degree
of self-appreciation or self-respect (Arens, 2014).

In studies on these two ideas, the consensus seems to be that “as self-esteem has
been found to show strong associations with physical appearance self-concept, interventions
focusing on students’ self-perceptions of physical appearance were found to also positively
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impact self-esteem” (Arens, 2014). In other words, when there are interventions to help
students address their ideas of physical appearance, they are positively affected, and their
self-esteem improves. Further, Eccles noted that students’ self-perceptions including selfesteem diminish when students’ needs are not satisfied in the educational environment
(Arens, 2014). This means that educators could aim to address students’ self-perceptions, and
perhaps help them overcome negative views of themselves through careful interventions in
the education setting.
The research discussed has led me to study Alexander Technique (AT) as a method
of educational intervention in the music classroom. According to the official AT website,
“The AT is a way of learning how to move mindfully through life [as it] shines a light on
inefficient habits of movement and patterns of accumulated tension [as well as] take
charge of one’s own learning [in] an active exploration of the way one thinks and responds
in activity” (The Complete Guide to the Alexander Technique, 1997). Since AT encourages a
free mind and a free body, it lends itself to use with adolescents who may be struggling
with their self-concept
A SUMMARY OF THE HISTORY & PRINCIPLES OF THE ALEXANDER TECHNIQUE
The Alexander Technique is a “simple and practical method for improving ease and
freedom of movement, balance, support, and coordination which claims to “leave one
feeling lighter, freer, and more grounded” (The Complete Guide to the Alexander
Technique, 1997). It is based on the observations and teaching of one F. Matthias
Alexander, an Australian actor who lived from 1869-1955 and spent much of his life
performing Shakespeare in London, England. Over time, Alexander found that he repeatedly
lost his voice while performing. After several doctor visits, a diagnosis of chronic laryngitis,
and the development of general disdain for the doctors with whom he consulted, Alexander
pursued his own research on the matter. His solution was to practice watching himself in a
mirror as he performed. Through his observations, Alexander found that he was “indeed
suffering from a delusion” (Alexander, 1985) when it came to his posture and the source of
his hoarseness (pg. 32). Specifically, Alexander saw himself pull his head backwards while
speaking, which resulted in the collapse of his larynx and difficulty producing a clear,
unstrained sound. The problem Alexander encountered was that when he looked away from
the mirror this action felt completely normal and correct. In his book, The Use of the Self,
Alexander states that this delusion

is practically universal, the delusion that because we are able to do what we ‘will to
do’ in acts that are habitual and involve familiar sensory experiences, we shall be
equally successful in doing what we ‘will to do’ in acts which are contrary to our
habit...and unfamiliar (Alexander, 1985, p. 32).

The incorrect posture he used while speaking felt natural to him, and that was a problem
because it was not correct and detrimental to his bodily functions, and not to mention his
career as an actor. Alexander faced what he considered to be a universal issue in that if a
behavior feels natural and proves to be unnatural, it may be difficult to correct the behavior
by sensation alone.
The sense that Alexander refers to is called kinesthesia. Kinesthesia is “the mindbody communication link that helps to assure the most natural and efficient conditions of
use and functioning” (Rosenburg, 2008, p. 34). An issue with kinesthesia is it is sourced in a
plastic or changeable part of the brain and can become unreliable as unnatural sensations
are repeated and begin to feel natural over time. For example, if a child has become used
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to the sensation of pulling her shoulder inwards in order to hide her developing breasts, this
action may become familiar to her, and she may experience difficulty correcting the
incorrect posture just by thinking about it. That is because the inward pull sensation has
begun to feel natural to her, and she may not remember what correct posture feels like in
regards to her kinesthetic sense.
Alexander practiced for countless hours to correct his kinesthetic awareness, and he
eventually achieved his goal of maintaining his voice while performing. He didn’t become
hoarse anymore, and his chronic laryngitis ceased to be an issue. It took time to learn the
correct kinesthetic sensation surrounding the appropriate use of his voice.
Alexander’s neighbors and friends, especially those who were in pain and felt they
could no longer be assisted by doctors, noticed his success and came to him for help. From
there, his observations became teachings. Alexander wrote down what he had learned in
books such as The Use of the Self and Man’s Supreme Inheritance, and he began to share this
information with close friends and colleagues. He eventually trained enough people for his
technique to become a publicly available method for easing chronic pain. It is now an
internationally recognized method with thousands of teachers who have extensively studied
Alexander’s work.
For the sake of recreating his success in others, Alexander discerned that his
method would include a reasoning process which guided oneself in the direction of use.
In 1985 Alexander said:

I must...employ my reasoning processes, in order (1) to analyze the condition of use
present, (2) to select (reason out) the means whereby a more satisfactory use could
be brought about, (3) project consciously the directions required for putting these
means into effect (p. 39).

In other words, to use Alexander’s process one must define their issue, figure out what must
be done to make it better, and work to make it better. For example, if I notice tension and
pain in my left shoulder, I should accept that fact and try to understand why it is hurting,
make a plan to get my shoulder to stop hurting, and enact that plan in my daily life in order
to see positive results. In his writing, Alexander acknowledges that these changes are not a
quick fix, nor is the technique a one-time application. Alexander worked with the technique
for years and years before he was certain that he had achieved more appropriate use of
himself. If Alexander lived in the modern era, he may have agreed with the adage, ‘Old
habits die hard’ (Old Habits Die Hard, n
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THE ALEXANDER TECHNIQUE & EDUCATIONAL PHILOSOPHY
An important aspect of Alexander’s work is its relation to education. Alexander was
good friends with the educational theorist John Dewey (1859-1952). Dewey was a major
supporter of pragmatism, and he was “instrumental in the progressive movement in
education, strongly believing that the best education involves learning through doing”
(Cherry, 2020). Pragmatism is an educational philosophy which focuses on preparing students
for life and encouraging natural growth. Advocates for pragmatism focus on teaching life
skills and providing students with information that will help them grow into better people.
Pragmatism is commonly grouped with developmental theory, to which Dewey, among many
others of his time (including Sigmund Freud and Erik Erikson), contributed and studied. Dewey
wrote about how children develop, and he believed that “mastery of the body is an
intellectual problem” (Dewey, 1910, p. 157). Dewey is also credited with coining the phrase
thinking in activity, which is essentially being aware of what one is doing while one is doing
it.
John Dewey was greatly intrigued by the physiological components of F. M.
Alexander’s work as it seemed to be pioneering in the field of consciousness versus
unconsciousness. The Alexander Technique seemed to pave the way for new motor control
through a procedure which helped to integrate reflex and voluntary movement in a person’s
bodily responses (Peterson, 2015). Alexander and Dewey often referred to each other in their
writings, and they pulled from each other’s ideas to come to conclusions about learning.
Seeing how Dewey believed in learning by doing, one could assume that Alexander’s
discoveries would excite him very much as they aligned with his own theories about learning.
These two teachers forged a way for a new discipline called somatics or somatic education in
the early 20th century. Alexander is credited as “the first person to take somatic education
out of the realm of shamanistic mystery and establish it as a verifiable, pragmatic technique”
(Peterson, 2015). Before he developed his technique, there were not many reliable sources
for learning somatics that were written down and backed by observable research.
Somatic education is defined as “the use of sensory-motor learning to gain greater
voluntary control of one’s physiological process. It is ‘somatic’ in the sense that the learning
occurs within the individual as an individualized process” (Peterson, 2015). Somatic education
is “clearly intended as an antidote to the harmful effects of the inefficient use of the human
being in modern times” (Rosenburg, 2008, p. 35). Examples of inefficient use include sitting
at a desk all day, reading in uncomfortable positions, and any activity which involves
changing the body’s stature to a position that is not natural to its anatomical makeup.
Many people who are searching for healing and an understanding of their
physiological processes turn to the AT as well as other somatic disciplines which have
emerged since the 20th century (What is the Alexander Technique and what are its Benefits?,
2020). Additionally, “The Alexander Technique has been taught for over a century, and
during that time a number of prominent individuals have publicly endorsed the Technique”
(What is the Alexander Technique and what are its Benefits?, 2020). These prominent
individuals comprise an extensive list of authors, actors, musicians, and academic figures.
Other popular somatic disciplines include Thomas Hanna’s somatics classes, Moshé
Pinchas Feldenkrais’s method, Elsa Gindler’s “Gymnastik”, and Emile Jacques-Dalcroze’s
“Eurhythmics”. Dalcroze’s work is commonly used in the elementary music classroom. There
are many methods and techniques which could be used for the purpose of this thesis, but AT
is the original somatic technique, and, therefore, has been given the priority of interest.
Historically, the Alexander Technique came first, so it is a baseline for somatic education.
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ALEXANDER TECHNIQUE AS A TOOL FOR ADOLESCENTS

The Alexander Technique could be used as a mental and physical intervention for
adolescents as they face a time of high brain plasticity and scenarios in life which may cause
them future bodily and mental harm (Harper, 2018). Research has shown that “adolescents
face an increased risk...for certain issues related to mental health, behavioral health,
alcohol and substance use, accidents, trauma, sexual health, and nutrition due to physical,
cognitive, and emotional changes they experience” (Harper, 2018, p. 3). Scenarios which may
lead to the aforementioned future injury include the onset of puberty, social pressures from
teachers, parents and classmates, and environments which may not be conducive for optimal
student learning.
Since one key element of the Alexander Technique (AT) is the practice of
mindfulness regarding one’s body and cognition, it could provide many students with the
opportunity to practice thinking specifically and abstractly about their bodies as well as
serve as a tool for students to assess their reactions to their environments (Rosenburg,
2008). Instituting the principles of Alexander Technique into the classroom may also be a
way to develop group classroom discipline while fostering a uniquely comfortable and active
learning environment by promoting metacognition (Benton, 2013).
Metacognition occurs when a person thinks critically about their own cognitive
processes. It includes “self-awareness, self-evaluation, and self-regulation, leading to
learners’ increased control of their own thought processes (Benton, 2013, p. 53.) The main
principles of AT are active participation, inhibition, self-direction, attention to the
process, and a guided learning element (Rosenburg, 2008, p. 36). The definition of
metacognition aligns in several ways with the principles of AT.
By practicing Alexander Technique, perhaps young students could cope easier with
the common and unavoidable effects of adolescence (Tarr, 2011). These effects include
growth spurts, hair growth, voice change, development of sexual organs, and general
anxiety. According to Kaneshiro “the sudden and rapid physical changes that adolescents go
through make adolescents very self-conscious. They are sensitive, and worried about their
own body changes. They may make painful comparisons about themselves with their peers”
(Kaneshiro, 2019). As one music educator and writer, Bridget Sweet, has written,
“adolescents are influenced by an invisible audience that watches and judges their every
move, every word, and every fashion choice...it is an evil presence that can leave the
adolescent feeling insecure and unsure of how to act, talk, and think” (2020, p. 14). Since AT
is an introspective discipline, it may help students escape from or at least combat that
invisible audience. In turn, that could grant reprieve from negative thoughts and emotions,
even if for only a short period of time.
One of the most obvious physical indicators of discomfort among adolescents,
especially when one is participating in a musical or physical activity, is what some might
refer to as The Slump. The Slump occurs when someone collapses their shoulder girdle
towards the sternum, shortens their stature by condensing the upper half of the spine, and
creates the effect of an overall smaller, more compact version of themself. (See Figure 1).
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Figure 1.1

The Slump in Everyday Life

Figure 1.1 Standing and Sitting Positions. From alexandertechniquecapetown.co.za

7
Essentially, slumping is an expression of poor posture. Sweet notes, “stooping down or
slouching helps hide how tall you might be; slouching and curving the shoulders forward
are helpful when wanting to hide breast development” (2020, p. 15). Kaneshiro (2018)
wrote, “the sudden and rapid physical changes that adolescents go through make
adolescents very self-conscious. They are sensitive, and worried about their own body
changes. They may make painful comparisons about themselves with their peers”
(Behavior section). These so-called painful comparisons may include observations in
difference in genitalia and breast size, voice changes, and amounts of rapid hair growth.
Adolescents may notice their physical differences from their classmates, and their
noticing may result in the aforementioned behaviors such as Slumping.
PRACTICAL APPLICATIONS OF THE ALEXANDER TECHNIQUE IN MUSIC CLASS

Alexander Technique could be well-implemented in the elementary music classroom
as general (K-5) music classes typically include a curriculum that is custom-designed by the
music teacher, and many music teachers already set up their classes to encourage free
expression and complex cognition (Benton, 2013). Music also already has previous relation to
(and interaction with) the discipline of Alexander Technique as a method commonly used by
singers, dancers, and actors to develop freedom in movement and expression (Kvammen,
2020).
The Alexander Technique could be incorporated into the general music curriculum
under the name of a mindfulness-based intervention. A mindfulness-based intervention is a
program designed to train individuals to cultivate mindfulness and incorporate its practice
into daily life. Research has indicated that mindfulness-based interventions “can elicit
improvements in student learning performance and general classroom behavior” (Sapthiang,
2019, p. 112). Additionally, “findings demonstrate that mindfulness can lead to
improvements in adolescents’ levels of anxiety and depression, rumination, hostility,
negative coping...and stress” and that “learning to apply mindfulness techniques during
adolescence can promote healthy character and personality formation, as well as cultivate
resilience and coping skills that continue to have utility during adulthood” (Sapthiang, 2019,
p. 114-115). Students practicing the Alexander Technique must address their personal
sensations and awareness. Therefore, it fits the definition of a mindfulness-based
intervention.
There are government objectives relating to adolescent mental health, and it is becoming
more common to implement mindfulness in schools. In addition to helping students learn
about themselves, “emerging evidence indicates that school-integrated mindfulness-based
interventions may be a cost effective means of not only meeting government
objectives...but also for improving the wellbeing of teachers and parents” (Sapthiang, 2019,
p. 112). Teaching AT-related content could prove to be good for all those involved.
Since it would be classified as a mindfulness-based intervention, these lessons would
help young students learn to use the principles of Alexander Technique in their daily lives.
Through it, they may be able to combat the negative effects of adolescence on their
behavior, perceptions of their bodies, and its effects on individual physical movement
(Sapthiang, 2019). According to Sweet (2020), “adolescents have to relearn the map of their
body as they re-coordinate movement of limbs and appendages” (p. 15). This remapping
happens in the brain first, and it must be done with great attention to the self.
The principles of AT are listed quite simply by Bobby Rosenburg (2008), a certified teacher
of the Alexander Technique, in his article The Alexander Technique and Somatic Education,
and they are as follows:
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●

Active Participation

●

Inhibition

●

Self-Direction

●

Attention to the process

●

Guided sensory education

For the purposes of this thesis, the following characteristics shall be focused upon:

●

Mindfulness (which includes inhibition and attention to the process)

●

Discipline (which includes self-direction)

●

Environment (which includes active participation)

●

Creative Expression (which can be fostered through guided sensory education).
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CHARACTERISTICS OF LESSONS IN PRACTICE

Mindfulness
Mindfulness is the practice of becoming inwardly focused in the present moment.
During a mindfulness activity one chooses to accept their feelings, thoughts, and the way
their body feels without judgement. Sometimes a person practices mindfulness by drawing
their attention to a sensation and choosing not to change it. That is the acknowledgement or
inhibition that Alexander wrote about.
Mindfulness is an activity that activates the mind and draws attention and awareness
to inner emotions and bodily sensations. Studies have shown that practicing mindfulness
may help students to overcome obstacles in learning such as effortful control and
impulsivity (King, 2003, pg. 57). Effortful control is a “child's ability to utilize attentional
resources and to inhibit behavioral responses in order to regulate emotions and related
behavior” while impulsivity can be defined by “a tendency to act on a whim, displaying
behavior characterized by little or no forethought, reflection, or consideration of the
consequences” (King, 2003, pg. 57). Effortful control is the mental ability that must be
honed in order to gain control of one’s impulsivity. Mindfulness practice could further this
ability. Additionally, “Mindfulness can cultivate...increased motivation and engagement
among students” (Lee, 2016, pg. 473).
By practicing mindfulness, perhaps students can learn to gain effortful control of
their actions and behaviors (such as slouching or projecting thoughts of poor self-esteem
outwards) and become less burdened in their movement and daily interactions.

Discipline
The definition of discipline that is used for the sake of this thesis is not the
militaristic kind that demands negative action or punishment. The definition utilized for the
sake of this writing is as follows: “training that corrects, molds, or perfects the mental
faculties or moral character” (Merriam-Webster, Discipline, definition 3). F. M. Alexander
cultivated his personal discipline by developing his sense of self-direction. This idea couples
with mindfulness but is more of a behavioral approach than a mental approach.

The lesson plans built with this definition of discipline in mind will utilize musical
puzzles and team-building exercises which encourage each individual to think critically
about music while exposing them to the basics of good musicianship.
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Environment

A comfortable, productive environment can be vital to a student’s success while
learning.

Alexander addressed the students’ environment in the following writing:

The Kinesthetic Systems concerned with correct and healthy bodily movements and
postures have become demoralized by the habits engendered in the schoolroom
through the restraint enforced at a time when natural activity should have been
encouraged and scientifically directed, and in the crouching positions necessitated
by useless and irrational deskwork (Alexander, 1910, p. 91).
Over one hundred years have passed since this passage was written, and some students
may find themselves in no less of a predicament. Modern day students also sit constantly
at their desks, and it may be even more common due to the increase in technology in
schools. Some students may even find themselves in a school which offers no recess time,
causing them to be indoors for hours upon hours. Much of the modern (and previous
century’s) education system seems to hinge on the idea of sitting quietly in one place
while absorbing aural information.
By focusing on changing the environment in music class, students may experience a
reprieve from the constant slumping and straining they may experience while completing
coursework for their other classes. The environment can be changed in simple ways such as
removing chairs, adding flexible seating, dancing, moving, or any combination of the
aforementioned activities. Environments are also created in a mental and emotional space
between the teacher, the students, and their peers. The way a student encounters their
peers and teachers can influence their perceptions of their environment and its aptitude for
learning. By making students aware of their surroundings and of each other, perhaps the
environment could become more positive and productive.
The lesson plans which have a main focus on the environment are an exploration
of sensory input. By addressing senses other than sight, perhaps students may begin to
become more aware of their complete surroundings.

Creative Expression
Creative expression is a vital aspect of participation in music class. There are many
ways in which students could choose to express themselves. Expression can take many forms
including, but not limited to movement, singing, composing, or improvising.

The lessons created for an increase in creative expression hinge on the
idea of student-led, student-centered activities which encourage individual
expression and decision-making.
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METHODOLOGY
These characteristics (Mindfulness, Discipline, Environment, and Creative Expression)
will be delineated through a series of original lesson plans. There are five lesson plans per
grade level for both the 4th and 5th grades, resulting in ten total lessons. Each lesson will
explore a previously mentioned characteristic, followed by a bonus lesson that will assist
students in the exploration of the human body and movement in relation to music.
These lessons are not meant to follow the exact style or method of a traditional
Alexander Technique lesson, but they simply align with the principles discussed above. In
order to teach the Alexander Technique, the administering teacher would have to become
certified through a strenuous process under the guidance of a seasoned AT teacher. Although
such measures are possible, they do not seem realistic for the general teacher population due
to time commitment and cost of classes. Hence the adaptation of AT principles into easily
accessible lesson plans.

RECOMMENDATIONS FOR USE OF THE LESSONS
In the next pages, an explanation of the choices and models chosen for each lesson
are included. The lessons are divided by grade level, but it is not required that the lessons
be taught in any particular order. Each lesson is a stand alone lesson that explores an
individual concept. Lessons may be taught as one-offs throughout the school year or in
succession as a unit at the teacher’s discretion.
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4TH GRADE LESSONS
Lesson 1 - Body Percussion Canons

This lesson’s focus is on listening to others in the classroom environment. A body
percussion piece is utilized to create different sounds while exploring the differences
between whole-class performances, antiphony, canons. In order to successfully complete
this activity, the students are challenged to listen to themselves as well as to each other,
the most difficult part being that they will be performing different body percussion actions
from their classmates at an increasing rate. At first, everyone plays the same thing. Then
the class is split into two groups, and a simple canon (or antiphonal piece) begins. To make
this easier, students may be placed on opposite ends of the room. After that, the class can
be split further into four groups so that not one group is playing the same body percussion as
another group at the same time.

This kind of mental challenge could make students more alert of their surroundings,
more aware of their classmates, and may encourage them to become better listeners.

As was mentioned earlier, F. M. Alexander saw an issue with the way general
classrooms were run. Between the non-ergonomic seating, sitting for hours on end, students
were (and still are) expected to be motionless for the majority of the day while learning.
That can make for a dull, unproductive environment. By encouraging students to work
together to make this piece and allowing them to move about the room, the traditional
environment is denounced and replaced with an environment which may be more conducive
for learning.

Once the musical foundation is established for what a canon is and how it works,
this could be a good mid-year lesson for encouraging students to work together while
achieving independence from the group.
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Lesson 2 - Mental Exploration Adventure

Lesson two is an improvisation lesson in which students can choose their levels of
participation, imagination, creativity, movement, and structure. As a mindfulness lesson, this
one is specially designed to allow students to live within their own thoughts and/or share
them with the class through student-centered, student-led discovery.

The example provided in this document simply shows how the sequencing of the
lesson should generally go. The malleable features, or “sentence parts”, are the verbs,
settings, nouns, objects, and plot. The teacher can either follow the written guide, make up
their own following a similar format, or take student suggestions as the activity goes on. For
example, if the students would like to explore the desert as opposed to the pre-written
underwater plan, they may. The difference would be in the words used to describe the
experience. They could “trudge through the sand” or “climb up a pyramid” rather than using
terms like “floating and gliding” for the underwater example.
It is suggested that the activity be done a few times with the teacher leading the
activity before allowing students to really guide the story on their own. After that point the
activity can become student-led.

Student led activities may provide for student-centered learning, which puts them
in charge of their own discoveries and actions. Student-centered learning can be
empowering for the student as it allows them to become independent decision makers in
their own learning processes.
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Lesson 3 - Meter Circles

This lesson is very content-heavy as it addresses different musical meters while
addressing time, space, and tempo in relation to each. It may be used as a meter
introduction lesson, but teachers may find more success by using this lesson as a fun,
game-styled continuation of a previous meter lesson or as a review.

These concepts can be difficult for students to grasp due to their complex listening
requirements, so it may be easiest to begin by comparing 4/4 and 3/4 as the differences
between them can seem drastic. Then 6/8 may be added in to further complicate things,
and lastly 2/4 could be added (as it can often be confused in listening activities for both 4/4
and 6/8 meters).

This lesson is a fun way to get students to communicate with each other, practice
timing in a steady beat while encouraging critical listening skills. As a discipline activity,
using this lesson can help students learn how to play with others and solve musical problems
such as timing and organization.
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Lesson 4 - Move Like an Animal

This environment activity includes critical listening, student-led decision making, fun
movements, and some common classical tunes. Teachers may play each sound and encourage
students to move in a way that fits that animal’s sound in their mind. Remind them to think
about how tall they are, how wide their arms can reach, how their knees can bend and how
they can turn their heads. One could draw attention to each major body-balance point while
listening.
Teachers can feel free to take student requests at the end, and find a quick clip of the
requested animal’s sound on YouTube. Some sound clips are linked digitally below, and full
web addresses are available in the citations portion of this document. This portion of the
lesson can be changed over time to meet the needs of the student body, and songs can be
changed to align with pop culture, student interests, or to simply repeat the lesson if
remediation is needed.
This activity can be utilized as a full lesson or as a fun game at the end of another
lesson at the discretion of the teacher. Musical concepts which may aid in teaching this
lesson include, but are not limited to tempo, dynamics, timbre, or an imaginative aspect
such as the Mental Exploration Adventure from Lesson 2 in this set. Clips chosen for this
activity vary in style, rhythms, tempo, and mood in order to prompt the student to change
their movements between each selection. Selections include:

●

Elephant

●

Lion

●

Monkey

●

Dog

●

Duck
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Lesson 5 - Walk in A(Line)ment

This bonus lesson on the human body includes a presentation on the spine, muscles,
and proper walking posture while incorporating basic musical elements such as tempo and
active listening. As bodily awareness is a huge part of the Alexander Technique as well as
mindfulness practice, one aspect of this lesson that may be very important is the
introduction of what certain parts of the body look like. Students may have an altered
understanding of their mental mapping of the human body, so showing them diagrams could
significantly impact their perception of the internal workings of their bodies.

This lesson could be used in close relation with Lessons 2 (Mental Exploration
Adventure) and 4 (Move Like an Animal). Students can explore how their body movement
and tensions change with different tempos and moods of music.
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5TH GRADE LESSONS

Lesson 1 - Ring the Bell

Lesson 5.1 is based on the environment characteristic. Students observe their
surroundings through limited senses by closing their eyes or turning away from the source
of sounds made by the teacher. These sounds are made using instruments and items one
might typically find in a music classroom: bells, drums, sticks, paper, hole puncher, et.
al.
By having students focus purely on the sounds they are hearing, their ears are being
challenged to make mental connections which may otherwise be assisted by their eyes. This
may help them to become better listeners and observers inside and outside of the classroom.
According to the Georgia Performance Standards (GPS) for elementary music, students must
also learn how to classify sounds they hear using musical terms. This activity could be a way
for students to learn how to and practice using musical terms in context.
For example, if a student is participating in Lesson 5.1, and they hear a bell played,
they should be able to identify the instrument itself, classify its range (high or low), and
describe the sound quality (which in the case of a bell is usually “ringing”, “loud”, or
“piercing”).
Additionally, this lesson introduces the idea of music versus noise. By the end of
the lesson, students will be able to define both terms, and they will compare and
contrast their meanings. This concept also falls under the GSE for elementary music.

Special Notes for the Ring the Bell Lesson
This lesson was taught to three 5th grade classes during a student teaching semester in the
spring of 2021. Classes ranged in size from nineteen to twenty-three students. Here are
some personal qualitative observations collected on perceptions of success, things that may
need improvement, and general observation notes from the author.

●

Students in all classes seemed to enjoy this lesson.

●

Classes 1 and 2 become slightly distracted as the lesson went on, perhaps
due to repetition of tasks and increasing boredom.

●

Class 2 really grasped an understanding of the concepts discussed before beginning
the listening portion. They were able to correctly identify instruments using musical
terms.
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●

A YouTube video was used to demonstrate found objects becoming musical
instruments and making music rather than sound. A digital link to this video is
included below as well as in the citations portion of this paper. Students really
enjoyed this video, and I believe it contributed greatly to helping solidify the concept
of music versus noise.
○

What is Sound, Music, and Difference Between Sound and Music?

●

This lesson goes by quickly, and requires additional materials found at the
teacher’s discretion. Hence the YouTube video.

●

The content of this lesson seemed highly accessible to students of this age group, and
it was possibly too simple. In the future, this lesson could be taught just as successfully
to younger students (grades 3 and 4).
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Lesson 2 - Impress Yourself

In this mindfulness lesson, students practice learning a song, recording themselves,
and making critical decisions about their performance. This self-evaluation is an important
part of becoming a good musician while also encouraging self-awareness and cultivation of a
healthy self-concept. Students must be able to acknowledge their strengths and weaknesses
in order to further their musical development.
This lesson can be used to help students learn how to evaluate themselves either
in a singular lesson or after learning a more difficult song over a longer period of time.

Lesson 3 - Relay and Memorization

Lesson 5.3 is a Discipline-based lesson. By teaching students part of the musical staff
and how to recognize note names, this lesson could be used to further students’ knowledge
and understanding of a vital part of musical learning. Being able to read sheet music is an
important part of having musical discipline. Activities such as the memorization activity and
relay game in this lesson may help students with rapid recall of notes and parts of the staff.
Learning the basic parts of the staff such as lines and spaces, clefs, and time signatures is the
first step in becoming a fluent music reader. In order to be successful in music, one should be
able to read music fluently. Therefore, training students in the discipline of reading written
music may help them to become more knowledgeable musicians and lovers of music.

Lesson 4 - Broadway Choreographers

With an intense focus on creative expression and musical decision making, lesson 4
can be used to teach students about dance in music, cultural relevance through the
introduction of musical theater, and vitality of teamwork in musical theater productions.

Students can listen to the example from Hairspray the Musical or the teacher may
choose to use an alternative musical theater selection. The reason for “You Can’t Stop the
Beat” being chosen is its nature as an upbeat song, relevance for certain common dance
moves, and multiple repetitions of the chorus.

This lesson is long and complex, and it is highly recommended that it be taught over
a series of class periods or as the ending of a unit on musical theater. This lesson is projectbased and will require ample time to properly complete as a class. The lesson may be
divided into pieces at the teacher’s discretion.
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Lesson 5 - Arms & Shoulders
In this lesson, the students will explore different ways their arms can move while
listening to music and developing appropriate movements for the mood and tempos. This
lesson is meant to help students become aware of the natural range of motion in their arms
and shoulder girdle. By finding awareness, understanding the way the human arms are
composed, and analyzing how they move, students could learn to avoid The Slump.
According to Jennifer Johnson (2017), an Andover Educator, oftentimes students who
experience discomfort or a misalignment in their arms and shoulders do so because they
“have an inaccurate idea of what comprises the whole arm” (p. 18). If a person does not
comprehend how they are made to move, how can they move most efficiently? Johnson goes
on to explain how even from a young age, children can be conditioned by toys like G.I. Joe
and Barbie to believe that the shoulder and arm are two separate units rather than an
interconnected structure which equips the human arm with a wide range of possible
movements (Johnson, 2017, p. 18). “Barbie could not go swimming...play the violin, the
piano, or the trombone”, says Johnson, because in order to perform those activities the arm
must move in more than one direction at the same time (Johnson, 2017, p. 18). (See figures
2.1 & 2.2). The arm does not simply plug in to the torso, but it is contained within the shape
of the shoulder blade.
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Figures 2.1 & 3.2

Figure 2.1. Barbie’s Arms. From Etsy.com

Figure 3.2. Upper Arm Structure. From Teaching Body Mapping to Children (p. 18), by
Jennifer Johnson, 2017, GIA Publications.
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The specific vocabulary words chosen for this lesson focus on a variety of actions and
moods which may prompt the student to explore a wide range of motions. For example, the
way a student chooses to act out the word “glide” should be completely different from the
way they choose to perform the word “bounce”.
Music chosen for this activity varies in style, rhythms, tempo, and mood in order
to prompt the student to change their movements between each musical selection.
Selections include:
●

Johann Sebastian Bach ○

Orchestral Suite No. 3 in D Major, BWV 1068: II. Air on the G string

○

Brandenburg concerto No. 3 in G Major, BWV 1048: I. Allegro

●

Richard Strauss - Tritsch-Tratsch-Polka, Op. 214

●

Survivor - Eye of The Tiger

●

John Philip Sousa - The Stars and Stripes Forever

●

Camille Saint-Saëns - The Carnival of the Animals: XIII, The Swan

●

François Devienne - Sonata in g minor for Bassoon and Piano Op 24 No.5: III.
Rondeau
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CONCLUSION

This alternative to thesis project has included topics such as adolescent
development, the history of the Alexander Technique, principles from educational
philosophy, and reasoning for the inclusion of mindfulness-based practice in the general
music classroom. The broad-range principles of the Alexander Technique could greatly
influence the positive development of students’ self-concepts and engagement in their
environments. Through the analysis of the origins of the Alexander Technique and a deep
dive into the adolescent experience, five main ideas emerged as principles for incorporating
AT into the music classroom: Environment, Mindfulness, Discipline, Creative Expression, and
Knowledge of Human Anatomy. From these points, ten lessons have been created to begin an
exploration of mindfulness-based practice through the 4th and 5th grade.
In future research, perhaps these lessons (or similar ones) could be implemented
and utilized on a wider scale. Both qualitative and quantitative data could be collected
through an analysis of student engagement, surveys on students’ self-concepts where they
rate certain aspects of their self-awareness and esteem on a Likert scale, and the
collection of teachers’ observations throughout the implementation process.
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Appendix A. 4th Grade Lessons
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Columbus State University
Music Education
Lesson Plan Template
Name: Molli McGinnis

Lesson Title: Body Percussion Canons

Class: Honors Thesis, 2021
Unit Objective:
Students will improvise in the music classroom. Students will participate in a structured, yet
changing environment.
Lesson Objective(s):
Improvise various rhythms using body percussion and student-made movement patterns.
Transfer of knowledge:
Students can use improvisation in their future music-making experiences in places such as jazz bands.
The rhythms used in improvisation are necessary for student knowledge advancement. This activity will
help them to develop a wider range of rhythms for their use in composition, playing, and singing.
Music vocabulary in this lesson:
Staff
Lines
Spaces
Eighth note
Quarter Note
Rest
Half Note

Revised M. Folta
08/01/20
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Columbus State University
Music Education
Lesson Plan Template

Name: Molli McGinnis

Lesson Title: Body Percussion Canons

Class: Honors Thesis, 2021
Georgia Performance Standards:

ESGM4.CR.1 Improvise melodies, variations, and accompaniments.

a. Improvise rhythmic question and answer phrases using a variety of sound sources.

ESGM4.RE.1 Listen to, analyze, and describe music.

a. Distinguish between repeating and contrasting sections, phrases, and formal
structures (e.g. AB, ABA, verse/refrain, rondo, introduction, coda).

ESGM4.RE.3 Move to a varied repertoire of music, alone and with others.

a. Respond to contrasts and events in music with locomotor and non-locomotor movement.

b. Perform choreographed and non-choreographed movements.
Materials:
Percussion instruments (frame drums, assorted drums, sticks)

A set of rhythm flashcards (or other appropriate source like Sightreading Factory)

Classroom Management Plan:
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●

Students usually get loud and excited for movement activities, so in order to combat that, the
teacher will set boundaries before beginning the activity.

●

Students must maintain a personal bubble around them and not touch anyone else.

●

Students will be given specific instructions on how to handle instruments

●

There will be no running, horseplay, or yelling.

Revised M. Folta
08/01/2020
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Columbus State University
Music Education
Lesson Plan Template

Name: Molli McGinnis

Lesson Title: Body Percussion Canons

Class: Honors Thesis, 2021
IEPs and 504s:
●

For those who may have difficulty participating, an alternate activity will be given.

●

For students who have difficulty keeping their hands to themselves, they will participate while
standing next to the teacher.

●

Accommodations will be provided on a case-by-case basis.

Assessment:
❏ Are students participating?
❏ Are students providing appropriate answers to questions?
❏ Are students performing correct rhythms?
❏ Are students maintaining their own steady beat?
❏ Are students creating successful antiphonies? Canon?
❏ Are students obeying classroom procedures and expectations?
❏ Are students working as a team within their groups?

Revised M. Folta
08/01/2020
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Columbus State University
Music Education
Lesson Plan Template

Name: Molli McGinnis

Lesson Title: Body Percussion Canons

Class: Honors Thesis, 2021
Sequence of Activities: The students will…
1. Review simple rhythms including eighth notes, quarter notes, half notes, and quarter rests.
a. This can be through flashcards, a call and response, or a detailed breakdown of how
each is related.
i. This part is dependent on how much content students already know at the
teacher’s discretion.
2. Create a rhythm as a class that can be played on body percussion.
a. The rhythm must fit into a 4 measure phrase of 4 beats each.
b. Each measure must change to a different body percussion.
3. Use the created rhythm to create an antiphonal composition.
a. The class will be separated into two groups which face each other and play two measures of
the rhythm each.
4. Discuss the following:
a. Does playing across the room from someone else feel different than when we are all in
the middle?
b. When you are on different sides of the room, do you hear the music differently?
i. What is different? What is the same?
5. Split into 4 groups.
6. Play one measure each of the phrase created.
a. Each group should use a different level of body percussion.
i. They can snap, clap, pat their legs, or stomp their feet.
ii. Have the students teach each other their group’s body percussion.
1. Ex. group 1 is using snapping. They perform their rhythm and then teach it to
the class. Group two plays group 1’s measure and adds their own measure
using clapping. This process continues until the whole class has learned each
measure and collectively have a phrase.
7. All groups play the whole phrase in turns.
8. Create a rhythm canon using the phrase composed by the class.

9. Discuss:
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a. How did the canon sound different from antiphonal? All together?
b. Do we all sing the same thing at the same time anymore, or is each group behind the other?
i. Review that a canon happens in succession, not at the same time.
10. Play the canon with some students playing percussion instruments on beat 1.
11. Add more students playing a higher pitched percussion instrument on beat 3.
12. Perform the whole composition as a class for the teacher or record to watch and analyze later.

Revised M. Folta
08/01/2020
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Columbus State University
Music Education
Lesson Plan Template

Name: Molli McGinnis

Lesson Title: Mental Exploration Adventure

Class: Honors Thesis, 2021
Unit Objective:
Use imagination to guide creative decisions both musically and in everyday life.
Lesson Objective(s):
Make creative decisions about music and movement.
Practice being mindful and accepting of others’ creative decisions.
Transfer of knowledge:
Students may use this knowledge to gain another person’s perspective while working collaboratively on a
project. Being accepting and acknowledging others’ creativity and ideas are vital skills for making music
with others.
Music vocabulary in this lesson:
Fluid
Smooth
Legato
Tempo
Georgia Performance Standards:
ESGM4.RE.3 Move to a varied repertoire of music, alone and with others.
a. Respond to contrasts and events in music with locomotor and non-locomotor movement.
b. Perform choreographed and non-choreographed movements.

Revised M. Folta
08/01/2020
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Columbus State University
Music Education
Lesson Plan Template

Name: Molli McGinnis

Lesson Title: Mental Exploration Adventure

Class: Honors Thesis, 2021
Materials:
A prompt list - either this one attached or an improvised list which focuses on a particular musical element
such as tempo, dynamics, affects and moods.
Classroom Management Plan:

●

Students usually get loud and excited for movement activities, so in order to combat that, the
teacher will set boundaries before beginning the activity.

●

Students must maintain a personal bubble around them and not touch anyone else.

●

Students will be told to stay away from breakable items such as instruments.

● There will be no running, horseplay, or yelling.
IEPs and 504s:
●

For those who may have difficulty participating, an alternate activity will be given.

●

For students who have difficulty keeping their hands to themselves, they will participate while
standing next to the teacher.

●

Accommodations will be provided on a case-by-case basis.

Revised M. Folta
08/01/2020
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Columbus State University
Music Education
Lesson Plan Template

Name: Molli McGinnis

Lesson Title: Mental Exploration Adventure

Class: Honors Thesis, 2021
Assessment:
❏ Student is standing and moving about the room
❏ Student is following behavioral procedures
❏ Student is showing they are actively listening to the teacher
❏ Student provides answers to teacher’s questions
❏ Students are not talking to each other
❏ Student performs an appropriate movement for the scenario (i.e. slow movement for water)

Revised M. Folta
08/01/2020
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Columbus State University
Music Education
Lesson Plan Template

Name: Molli McGinnis

Lesson Title: Mental Exploration Adventure

Class: Honors Thesis, 2021
Sequence of Activities: The students will…
1. Do a body and mind warm up as directed by the teacher.
a. Stretch legs and arms
b. Reach up and down
c. Close eyes and count to ten
d. Roll neck
e. Open eyes
f. Sit quietly
2. Perform movements as directed by the teacher. (These movements can be premade or improvised).
a. Walk very slowly
b. Pick your legs up like they are stuck in syrup and
c. Put them down carefully as if you’re trying to avoid a puddle
d. Pretend like you are under water
e. Swim through the water with your arms
f. Pretend like the water has become glue and you have to try harder to get through it
g. You see a sea creature and you give them a slow-motion high five!
h. You see a dance floor on the bottom of the ocean.
i. Swim to it and start to dance
i.
But don’t forget to dance like you are under water. I want to see smooth, fluid
motions.
ii.
Are fluid motions staccato or legato?
j. You see your best friend across the room and want to say hello
i.
Say “Hello over there!” in an under-water voice.
ii.
What does that sound like?
k. You realize you have been underwater for a long time, and it’s time to surface for air.
l. Reach up and swim to the surface!
m. When you get to the top, take a big deep breath.
i.
Repeat breaths if the class is becoming distracted.
ii.

Once everyone has quieted down and is breathing deeply, have them sit on the
floor/in their chair quietly.
n. You are sitting on a boat.
o. The boat can fly! Tell the driver to turn on the jets!
i.
“Turn on the jets!”
ii.
You are excited to go to your favorite place on earth.
p. Choose a place and raise your hand to tell the class where we are going.
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q. We are going to

!

1. *For this plan we are going to pretend the child said “The moon!”
a. Everybody buckle up your seat belts and carefully lean back as far as you can.
b. The rocket is taking off in 3...2...1...Blastoff!
Revised M. Folta
08/01/2020

40
Columbus State University
Music Education
Lesson Plan Template
Name: Molli McGinnis

Lesson Title: Mental Exploration Adventure

Class: Honors Thesis, 2021

●

The exercise would continue this way for a few more minutes. Allow the students to make
decisions about what they are doing, where they are going, and who they see in their imaginative
world. Encourage students to accept other classmates’ decisions and run with it! When it is time
to end the lesson, bring the kids back to a seated position, and prep them for the other activities
of the day while reminding them to be quiet and return to reality without losing the sense of
wonder they have gained.

Revised M. Folta
08/01/2020
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Columbus State University
Music Education
Lesson Plan Template
Name: Molli McGinnis

Lesson Title: Meter Circles

Class: Honors Thesis, 2021
Unit Objective:
Students will be able to distinguish different meters and their characteristics.
Lesson Objective(s):
Place a variety of rhythms into the correct meter based on the number of beats, note lengths, and syllables
used.
Transfer of knowledge:
Being able to tell the difference between meters will help students in the future during sight reading
examples as well as help them establish styles in music.
Music vocabulary in this lesson:
Meter
4/4,

Beat
3/4,

2/4,

Note Length
6/8

Note names: Quarter note, 8th note, 16th note, dotted quarter note
Georgia Performance Standards:

ESGM4.CR.2 Compose and arrange music within specified guidelines
d. Arrange rhythmic patterns to create simple forms and instrumentation.

ESGM4.PR3 Read and Notate Music
a. Read, notate, and identify, in various meters, iconic or standard notation.
b. Read and notate melodic patterns within a treble clef staff.

Revised M. Folta
08/01/2020
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Columbus State University
Music Education
Lesson Plan Template

Name: Molli McGinnis

Lesson Title: Meter Circles

Class: Honors Thesis, 2021
Materials:
“Rhythm card” presentation
SMART Board, computer, & projector
Small whiteboards and dry erase markers

Classroom Management Plan:
●

Students usually get loud and excited for group activities, so in order to combat that, the teacher
will set boundaries before beginning the activity.

●

Students must maintain a personal bubble around them and not touch anyone else.

●

Students will be given specific instructions on how to show their answers for points in game portion.

●

There will be no running, horseplay, or yelling.

IEPs and 504s:
●

For those who may have difficulty participating, an alternate activity will be given, or they
may be placed in a group deemed beneficial for all involved.

●

Accommodations will be provided on a case-by-case basis.

Revised M. Folta
08/01/2020
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Columbus State University
Music Education
Lesson Plan Template
Name: Molli McGinnis

Lesson Title: Meter Circles

Class: Honors Thesis, 2021
Assessment:
As individuals:
❏ Is the student participating?
❏ Are they raising their hand or responding appropriately to discussion questions?
❏ Are they answering with correct rhythmic syllables?
❏ Are they using musical language? Note names and/or TAKADIMI?
❏ Are they correctly labeling each rhythm with its corresponding meter?
As groups:
❏ Are they following procedures for answering?
❏ Are they giving correct answers?
❏ How often is each group answering correctly?
❏ Are they answering with correct rhythmic syllables?
❏ Are they using musical language? Note names and/or TAKADIMI?
❏ Are they correctly labeling each rhythm with its corresponding meter?

Revised M. Folta
08/01/2020
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Columbus State University
Music Education
Lesson Plan Template

Name: Molli McGinnis

Lesson Title: Meter Circles

Class: Honors Thesis, 2021
Sequence of Activities:
The students will...
1. Participate in a verbal warm up to review common note lengths and meters as a class as directed
by the teacher.
2. Participate in an activity as follows:
a. Students will sit in a circle, or in several small circles as class size permits.
b. Use a drumstick or similar object to either tap, pass, or grab along with the beat.
c. For songs in 2/4 or 6/8, students must grab and pass the stick.
i.
Discuss how 2/4 feels simpler than 6/8 and why that may be.
1. Why = 2/4 has two 8th notes per beat while 6/8 has three 8th notes per beat.
d. For songs in 3/4, students must grab, tap, and pass the stick.
e. For songs in 4/4, students must grab, tap, hold, and pass the stick.
f. Listen to a song of each meter type, and perform the correct actions as a group.
3. Discuss how different rhythms fit better in certain meters than others.
a. Students will explore this idea by trying to fit a rhythmic example into each provided meter.
b. Students will listen to each exploration and decide where the rhythm best fits.
4. Split into groups (or return to previous activity groups).
5. Play a rhythm-fitting game in competition with other groups.
6. Decide as a group which meter the rhythm fits into.
a. One rhythm will be posted on the board for all to see.
7. Write the correct meter on their small whiteboard.
8. Show the teacher the group’s answer when directed to do so.
a. Each correct answer will win the team one point.
b. There will be an optional bonus round at the end if teams happen to tie.
9. Play the game until complete.
10. Individuals must complete one similar rhythm example correctly as they leave the room.

Revised M. Folta
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Columbus State University
Music Education
Lesson Plan Template
Name: Molli McGinnis

Lesson Title: Move Like an Animal

Class: Honors Thesis, 2021
Unit Objective:
Students will move to a varied repertoire, alone and with others while gaining awareness of their body
and space around them.
Lesson Objective(s):
Move like different animals to gain understanding of how the body can move.

Compare and contrast different animals’ movements to human movement.

Transfer of knowledge:

This knowledge of different movements will enable students to distinguish how different body parts move
and how they can use their bodies to express events in music.

Music vocabulary in this lesson:
Movement
Extension
Retraction

Revised M. Folta
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Columbus State University
Music Education
Lesson Plan Template

Name: Molli McGinnis

Lesson Title: Move Like an Animal

Class: Honors Thesis, 2021
Georgia Performance Standards:

ESGM4.RE.3 Move to a varied repertoire of music, alone and with others.
a. Respond to contrasts and events in music with locomotor and non-locomotor movement.

b. Perform choreographed and non-choreographed movements.
Materials:
Jungle noise sound clip document
Computer + Speakers
Access to YouTube for student requests
Classroom Management Plan:
●

Students usually get loud and excited for movement activities, so in order to combat that, the
teacher will set boundaries before beginning the activity.

●

Students may make the animal noise and move about the room, but may not get any louder
than the audio clip.

●

Students must maintain a personal bubble around them and not touch anyone else.

●

Students will be told to stay away from breakable items such as instruments.

●

There will be no running, horseplay, or yelling.

Revised M. Folta
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Columbus State University
Music Education
Lesson Plan Template
Name: Molli McGinnis

Lesson Title: Move Like an Animal

Class: Honors Thesis, 2021
IEPs and 504s: List and 504 accommodations that are applicable to this lesson
●

For those who may have difficulty participating, an alternate activity will be given.

●

For students who have difficulty keeping their hands to themselves, they will participate while
standing next to the teacher.

●

Accommodations will be provided on a case-by-case basis.

Assessment:
❏ Student is standing and moving about the room
❏ Student is following behavioral procedures
❏ Student is showing they are actively listening to the audio clip
❏ Student provides answers to teacher’s questions
❏ Student provides suggestions for new sounds to pretend along with.

Revised M. Folta
08/01/2020

48
Columbus State University
Music Education
Lesson Plan Template
Name: Molli McGinnis

Lesson Title: Move Like an Animal

Class: Honors Thesis, 2021
Sequence of Activities: The students will…
1. Discuss the ways that humans can move.
2. Demonstrate the ways humans can move.
a. Walk
b. Jump
c. Run (in place)
d. Hop
e. Leap
f. Skip
g. Gallop
h. Stretch
i. anything else the students can think of within reason
3. Discuss proper walking posture for a human as directed by the teacher.
a. Think of the head and spine being pulled up by a string.
b. Think of balancing the head over the shoulders like a plate with a marble on it is between
your ears. Keep the marble in the center of the plate.
c. Think up and over.
4. Watch video clips of different types of animals moving.
5. Compare and contrast how humans and animals move using a Venn Diagram.
6. React to different animals' sounds by moving like the particular animal while listening to them.
a. Students must walk with proper human alignment when sounds aren’t playing, and return to
that state when a sound stops playing.

Revised M. Folta
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Play each sound and encourage students to move in a way that fits that animal’s
sound in their mind. Remind them to think about how tall they are, how wide their arms can
reach, how their knees can bend and how they can turn their heads. Draw attention to each
major balance point while listening to each animal sound. Switch to the next one until all
have been done. Feel free to take student requests at the end, and find a quick clip of the
requested animal’s sound on YouTube.

Elephants

Lion

Monkey

Dog

Duck
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Columbus State University
Music Education
Lesson Plan Template

Name: Molli McGinnis

Lesson Title: Walk in A(Line)ment

Class: Honors Thesis, 2021
Unit Objective:
Explore the way the body works while creating music and how it helps musicians to move, sing, and play
well.
Lesson Objective(s):
Discover the proper posture for walking.

Discuss what the skeletal structure of the spine looks like.

Transfer of knowledge:
Not only will this help students become more balanced, healthy musicians, but also confident, healthy
members of society.
Music vocabulary in this lesson:

Spine, Muscles

Balance

Posture

Musical terms: Andante, moderato, allegro, largo

Revised M. Folta
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Columbus State University
Music Education
Lesson Plan Template

Name: Molli McGinnis

Lesson Title: Walk in A(Line)ment

Class: Honors Thesis, 2021
Georgia Performance Standards:

ESGM4.RE.1 Listen to, analyze, and describe music.
b. Describe music using appropriate vocabulary (e.g. fortissimo/pianissimo,
presto/largo/moderato/allegro/adagio, legato/staccato, major/minor), intervals
(e.g. step, skip, repeat, leap), timbre adjectives (e.g. dark/bright), and texture
adjectives (e.g. thick/thin).

ESGM4.RE.3 Move to a varied repertoire of music, alone and with others.
a. Respond to contrasts and events in music with locomotor and non-locomotor movements.

b. Perform choreographed and non-choreographed movements.

ESGM4.CN.1
b. Discuss connections between music and disciplines outside of the arts.
Materials:
SMART Board & projector
Music playlist of pieces with varying tempos

Revised M. Folta
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Columbus State University
Music Education
Lesson Plan Template

Name: Molli McGinnis

Lesson Title: Walk in A(Line)ment

Class: Honors Thesis, 2021

Classroom Management Plan:

●

Students usually get loud and excited for movement activities, so in order to combat that, the
teacher will set boundaries before beginning the activity.

●

Students must maintain a personal bubble around them and not touch anyone else.

●

Students will be told to stay away from breakable items such as instruments.

●

There will be no running, horseplay, or yelling.

IEPs and 504s:

●

For those who may have difficulty participating, an alternate activity will be given.

●

For students who have difficulty keeping their hands to themselves, they will participate while
standing next to the teacher.

●

Accommodations will be provided on a case-by-case basis.

Revised M. Folta
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Columbus State University
Music Education
Lesson Plan Template

Name: Molli McGinnis

Lesson Title: Walk in A(Line)ment

Class: Honors Thesis, 2021

Assessment:
❏ Student is standing and moving about the room
❏ Student is following behavioral procedures
❏ Student is showing they are actively listening to the teacher
❏ Student provides answers to teacher’s questions
❏ Students are not talking to each other
❏ Student performs an appropriate movement for the scenario
❏ Student displays proper walking posture throughout the activity
❏ Student can describe the shape of the spine in the upright
position Students should be able to answer the following questions with
accuracy:
❏ What does my spine look like, realistically?
❏ When I walk, what are my main points of balance?
❏ Can I breathe deeply and fully while walking? If not, where in my body am I holding tension?
❏ What are some things that can change the way I walk? (Speed, environment, etc.)
❏ Does maintaining proper alignment limit me or open movement possibilities?

54
❏ Answer should be yes with the understanding that things in the environment or thoughts in
the mind can influence the amount of tension in one’s day-to-day life.

Revised M. Folta
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Columbus State University
Music Education
Lesson Plan Template

Name: Molli McGinnis

Lesson Title: Walk in A(Line)ment

Class: Honors Thesis, 2021

Sequence of Activities: The students will…

1. Students will stand and stretch as directed by the teacher.
a. Stretch legs and arms
i. Reach up and down
ii. Close eyes and count to ten
iii. Roll neck
iv. Open eyes
2. Review some of the movements used in Lesson 4.2 (Mindfulness).
a. Walk very slowly
b. Pick your legs up like they are stuck in syrup and
c. Put them down carefully as if you’re trying to avoid a puddle
3. Draw what they think the spine looks like using the provided paper and model.
4. Discuss the major parts of the spine as directed by the teacher.
5. Feel the different parts of their own spine.
6. Use the following techniques to develop an understanding of proper posture.
a. Imagine the head floating above the shoulders, the shoulders floating above the hips, and the
hips floating above the ankles.
b. Think of the place where the spine meets the skull (Atlanto-occipital joint), and imagine
that the top of the spine holds a plate with a marble on it.
i. Then try to keep the marble centered in the middle of the plate without locking any
joints elsewhere in the body.
c. Bend over and touch their toes.
d. Slowly, come up while mentally picturing each vertebrae stacking neatly on top of the other.
7. Create a circle among the students in the class.
8. Establish a line leader (can be either a student or the teacher).
9. Walk around the room in various paces while listening to music while maintaining the proper
posture achieved in step 6.
a. Andante - regular walking
b. Adagio - slowly walking
i. Students should be careful to not lose their alignment by bending forward while
walking at this pace.
c. Allegro - Walking briskly.
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d. Accelerando - Walk in place and move faster until running in place.
i. Students should maintain awareness of the way their head floats above the
spinal structure.
10. Return to their seats and retrieve the worksheet from before.
11. Draw (from memory) the spinal structure as a ticket out the door.
a. These drawings should more closely align with the diagram shown in the presentation from
step 4.
Revised M. Folta
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Columbus State University
Music Education
Lesson Plan Template

Name: Molli McGinnis

Lesson Title: Ring the Bell

Class: Honors Thesis, 2021
Unit Objective:

Become aware of surroundings in class and everyday life. Establish the difference between music and noise.

Lesson Objective(s):

Listen to a variety of sounds and identify them.

Discuss what makes music different from noise.

Transfer of knowledge:

Students will become aware of their surroundings by actively listening to music and noise. This will help
them in the future as they establish taste for music and awareness of what is happening in the world
around them.

Music vocabulary in this lesson:

Music

Sound

Noise
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Percussion

String

Wind

Vocal

Revised M. Folta
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Columbus State University
Music Education
Lesson Plan Template

Name: Molli McGinnis

Lesson Title: Ring the Bell

Class: Honors Thesis, 2021

Georgia Performance Standards:

ESGM4.RE.1 Listen to, analyze, and describe music.

b. Describe music using appropriate vocabulary (e.g. fortissimo/pianissimo,
presto/largo/moderato/allegro/adagio, legato/staccato, major/minor), intervals
(e.g. step, skip, repeat, leap), timbre adjectives (e.g. dark/bright), and texture
adjectives (e.g. thick/thin).

c. Identify and classify (e.g. families, ensembles) classroom, orchestral, American folk,
and world instruments by sight and sound.

e. Aurally distinguish between soprano, alto, tenor, and bass instruments and voices.

Materials:

Computer with Audio Capability

Metallophone

Frame Drum

Handbell
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Cow bell

Jingle bells

Recorder

Ukulele or Guitar

Any other noise maker on hand in the classroom

Revised M. Folta
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Columbus State University
Music Education
Lesson Plan Template

Name: Molli McGinnis

Lesson Title: Ring the Bell

Class: Honors Thesis, 2021

Classroom Management Plan:

●

For this activity, students must close their eyes or cover their eyes. Some children may have trouble
keeping their eyes closed. If this becomes a large problem, the students may be turned away from
the teacher or the board so they may look around more freely but still get the point of the activity
by hearing rather than seeing.

●

These issues will be addressed on a case by case basis in accordance with the classroom rules and
procedures set at the beginning of the school year. These rules are posted in the classroom. In the
case of egregious offences, the activity will pause and the class will review the rules and
procedures.

IEPs and 504s:

●

Accommodations will be addressed on a case by case basis.

●

Students who require accommodations will be given options for different levels of participation.

Revised M. Folta
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Columbus State University
Music Education
Lesson Plan Template

Name: Molli McGinnis

Lesson Title: Ring the Bell

Class: Honors Thesis, 2021

Assessment:

●

Is the student seated quietly?

●

Are they keeping their eyes closed or looking away from the sound-source?

●

Is the student raising their hand to speak?

●

Can the student correctly identify the instruments they hear?

●

Can the student correctly identify voice types they hear?

●

Can the student correctly identify the sounds they hear?

●

Can the student name the main differences between music and noise?
○

Music is organized and usually sounds pleasing to the ear. Noise does neither.

Revised M. Folta
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Columbus State University
Music Education
Lesson Plan Template

Name: Molli McGinnis

Lesson Title: Ring the Bell

Class: Honors Thesis, 2021
Sequence of Activities: The students will…
1. Sit facing the teacher and a set of instruments.
2. Listen to each instrument briefly as is played by the teacher.
3. Think critically about what each instrument:
a. What is it called?
b. Is it high or low?
c. Is it airy, stringed, scraped, hit, or shaken?
d. Is it loud or quiet?
e. What do they think it is made out of? Metal? Wood? Plastic? Something else?
4. Close their eyes or turn away from the teacher.
5. Listen to each instrument again.
6. Identify what instrument they are hearing and think it to themselves.
7. Raise their hands to report what they hear and think.
8. Repeat steps 5-7 until all musical instruments have been heard/played.
9. Listen to sounds of non-instrument items as is played by the teacher.
a. Items may be paper ripping, a stapler punching, a can of pens shaking, or any sound that
can be played by the computer such as a siren, a car horn, a machine, etc.
10. Make an educated guess as to what they are hearing.
11. Turn around and discover what sounds were being made.
12. Discuss if those sounds were musical or not.
13. Propose a definition for music.
14. Propose a definition for noise.
15. Develop a definition for both to be used regularly in class.
16. Take turns playing instruments/making noise
17. Report as a class or individually which definition the sound fits
Revised M. Folta
08/01/2020

65
Columbus State University
Music Education
Lesson Plan Template
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Name: Molli McGinnis

Bass Voice

Class: Honors Thesis, 2021

Car horn

Ideas for music/noisemakers:

Police/Ambulance Siren

Item:
Triangle
Maracas
Bells
Metallophone
Sandblocks
Sticks
Drum

Recorder
Kazoo

Clapping
Snapping

A box of paper clips
A stapler
Tearing paper
Can of pens
Soprano Voice
Alto Voice
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buzzy, humming, buzzed
Lesson Title: Ring the
Bell

clapping, short, muffled, hit
soft, click-y, quick, hit

metallic, shaken, click-y
crunching, quick, powerful
Acceptable responses:

ripping, torn

ringing, ting-y, loud, piercing, hit

rattley, loud, plastic/metallic, shaken

rattley, hard, loud, shaken
ringing, ting-y, loud, piercing, hit
long, echoing/resonant, soft, hit
scratchy, grinding, scraped
click-y, hit, wooden
booming, hit, tapping

high, airy, blown

high, pointed, light, shrill
medium-high, strong, dark, smooth
medium-low, bright, clear, brassy
low, rich, heavy, thick

loud, alarming, high-pitched
loud, alarming, high-pitched, quick

*Anything else the teacher can think of - when looking for appropriate responses, listen for a scientific
description, a material description, a musical description, a quality of sound, or a speed/tempo
description.
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Name: Molli McGinnis

Lesson Title: Impress Yourself

Class: Honors Thesis, 2021

Unit Objective:

Students will become good observers and analysts of music, both in their own performance and
the performances of others.

Lesson Objective(s):

Perform and record a song as a class

Analyze the music and nonmusical aspects of the performance.

Discuss how to better the performance

Record again with student-chosen adjustments.

Transfer of knowledge:

Analyzing performance is a critical skill as a musician and in general. Students will become able to assess
their own learning and abilities.

Music vocabulary in this lesson:
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Analyze

Minor

Discuss

Melody

Hand drum

Dynamics: piano & forte

Tempo: largo, moderato, allegro

Stage presence

Revised M. Folta
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Name: Molli McGinnis

Lesson Title: Impress Yourself

Class: Honors Thesis, 2021

Georgia Performance Standards:

ESGM4.PR.1 Sing a varied repertoire of music, alone and with others.

a. Sing accompanied and unaccompanied melodies within an appropriate range using
head voice.
b. Sing with others (e.g. rounds, canons, game songs, partner songs, and
ostinato). c. Sing multiple songs representing various genres, tonalities, meters,
and cultures, including at least one song in a foreign language.

ESGM4.PR.2 Perform a varied repertoire of music on instruments, alone and with others.

a. Perform rhythmic patterns with body percussion and a variety of instruments
using appropriate technique.

b. Perform body percussion and instrumental parts, including ostinatos, while other
students play or sing contrasting parts.

c. Perform simple major/minor melodic patterns with appropriate technique.

ESGM4.RE.2 Evaluate music and music performances.
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a. Use teacher-provided and collaboratively developed criteria for evaluation of music
and music performances (e.g. learned, student-composed, improvised).

b. Use formal and/or informal criteria to evaluate music and musical
performances by themselves and others.
c. Refine music performances by applying personal, peer, and teacher feedback.

d. Explain personal preferences for specific musical works using appropriate vocabulary.

Revised M. Folta
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Lesson Title: Impress Yourself

Class: Honors Thesis, 2021
Materials:
SMART Board, computer, projector, sound system
Captain, Don’t Side Track... Google Slides (Traditional Song)
Hand drum - 1 for teacher
Classroom Management Plan:

●

Students must maintain a personal bubble around them and not touch anyone else.

●

Students will be told to stay away from breakable items such as instruments.

●

There will be no running, horseplay, or yelling.

IEPs and 504s: List and 504 accommodations that are applicable to this lesson

●

For those who may have difficulty participating, an alternate activity may be given.

●

For students who have difficulty keeping their hands to themselves, they will participate while
standing next to the teacher.

●

Accommodations will be provided on a case-by-case basis.

Revised M. Folta
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Name: Molli McGinnis

Lesson Title: Impress Yourself

Class: Honors Thesis, 2021
Assessment:
Captain, Don’t Sidetrack...
❏ Are students listening attentively while the teacher sings?
❏ Can they answer questions about the music after listening?
❏ Questions that may be asked:
❏ What is the song about?
❏ What word is held longest?
❏ Which two lines use the same pitches?
❏ What else do you notice about this song?
❏ Are the students singing with correct pitches, rhythms, and lyrics while sitting with proper
body alignment?
❏ Are the students using their hand signs/levels?
❏ Are students performing the correct choreography?
❏ Are they performing with correct tempos? Dynamics?

Revised M. Folta
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Name: Molli McGinnis

Lesson Title: Impress Yourself

Class: Honors Thesis, 2021

Self Assessment Portion:
❏ Is the student honestly and accurately assessing themself?
❏ Can they accurately assess their classmates?
❏ Does the student seem to be showing signs of low self esteem during this activity? (If so,
encourage them to think positively).
❏ Can they find more than one issue?
❏ Have they decided on the best option to fix said issues?
❏ Are they participating in the assessment/analyzation discussion?

Revised M. Folta
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Lesson Title: Impress Yourself

Class: Honors Thesis, 2021

Sequence of Activities: The students will…

1. Listen to the teacher sing Captain Don’t Sidetrack Your Train.
a. Lyrics: Captain, don’t sidetrack your train. Captain, don’t sidetrack your train. Number
three in line, comin’ in on time. Captain, don’t sidetrack your train.
2. Answer the following questions that may be asked:
a. What is the song about?
b. What word is held longest?
c. Which two lines use the same pitches?
d. What else do you notice about this song?
3. Sing MMRDL as directed by the teacher with correct pitches, rhythms, and vocal technique.
4. Put that with the correct words in the song, using correct hand levels.
5. Sing MMRDL with correct lyrics when the teacher sings the whole song with correct pitches,
rhythms, and vocal technique.
6. Sing the whole song as a class while using correct pitches, rhythms, and vocal technique.
7. Perform the song with the following choreography:
a. 1st half of class: Brush hands together to make the same sound as the hand drum.
b. 2nd half of class: Stomp on beat 1.
8. Perform the song in varying tempos and dynamics while using correct choreography, pitches,
rhythms, and lyrics:
a. Piano, forte, allegro, largo.
1. Perform a self assessment using the following criteria:
a. What song elements are my strongest/weakest, generally speaking?
b. Am I pleased with the performance I just gave? Why or why not?
c. How can I fix what I didn’t like?
d. Did I use correct pitches, lyrics, and rhythms?
e. Did I convey any kind of mood or emotion while performing?
f. Did I listen to and try to match my classmates’ pitches and rhythms?
g. Did I perform the correct choreography?
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2. Assess the class’s performance.
a. Were we together?
b. Did we use correct pitches and rhythms?
c. Did the class as a whole perform mostly correct choreography?
d. What could we do differently next time to sound and perform better?
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Name: Molli McGinnis

Lesson Title: Relay and Memorization

Class: Honors Thesis, 2021

Unit Objective:

Students will train to achieve quick memory recall for sheet music pieces and notation.

Lesson Objective(s):

Memorize common note names & staff parts

Play a memory game for musical terms

Complete a musical staff relay.

Transfer of knowledge:

Students will be able to transfer this knowledge into later musical experiences as the information
retained is basic musical knowledge which is vital to good musicianship.

Music vocabulary in this lesson:

Note names (A-G)

Lines

Spaces
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Staff

treble clef

Time Signatures (2/4, 3/4, 4/4)

Optional terms: note head and stem, bass clef, ledger lines
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Name: Molli McGinnis

Lesson Title: Relay and Memorization

Class: Honors Thesis, 2021
Georgia Performance Standards:
ESGM5.CR.1 Improvise melodies, variations, and accompaniments. Improvise rhythmic phrases.
a. Improvise melodies and accompaniments.
ESGM5.PR.3 Read and Notate music.

a. Read, notate, and identify, in various meters, iconic, and standard notation (e.g. quarter notes,
quarter rests, barred eighth notes, half notes, half rests, dotted half notes, barred sixteenth notes,
whole notes, whole rests, dotted quarter notes, single eighth notes, eighth rests, triplets). b. Read and
notate melodic patterns within a treble clef staff.

c. Read, notate, and identify standard symbols (e.g. repeat sign, bar line, double bar line, time
signatures, crescendo/decrescendo, 1st and 2nd endings, coda, accent mark,
accelerando/ritardando, sharp/flat).
Materials
White board
Dry erase markers
SMART Board/presentation software
Musical notation and terms definitions and game presentation (attached)

Revised M. Folta
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Name: Molli McGinnis

Lesson Title: Relay and Memorization

Class: Honors Thesis, 2021
Classroom Management Plan:

●

Students may become loud and excited during this activity due to the competitive aspects. In
order to ensure success during the lesson, students will be given clear instructions as well as be
expected to follow the general expectations posted in the music room.

●

Any behavioral infractions will be addressed on a case by case basis in accordance with the
classroom rules and procedures set at the beginning of the school year. In the case of egregious
offences, the activity will pause and the class will review the rules and procedures.

IEPs and 504s:
●

Accommodations will be addressed on a case by case basis.

●

Students who require accommodations will be given options for different levels of participation.

Assessment:
❏ Are students participating?
❏ Are they providing appropriate answers to questions?
❏ Can they name the correct note names? Staff parts?
❏ Are their definitions similarly or exactly aligned with the definitions taught?
❏ Are they obeying classroom procedures and expectations?
❏ Are they working as a team within their groups?

Revised M. Folta
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Name: Molli McGinnis

Lesson Title: Relay and Memorization

Class: Honors Thesis, 2021

Sequence of Activities: The students will…

1. Identify the parts of the staff and note names as directed by the teacher while following the slides
of the presentation.
a. Define the term staff.
b. Define the term treble clef.
c. Draw a treble clef on the staff.
d. Define time signature.
e. Draw a time signature (4) on the board.
i. Optional: Discuss how time music changes if the time signature is different (2/4 & 3/4)
f. Practice writing measures of music (treble, 4 beats) on the staff as a class.
i. Optional: Individual practice or practice in other time signatures.
g. Identify which letters of the alphabet are also note names. (A-G)
h. Draw a scale on the board using a treble clef and 4/4 time.
i. Play a memorization game as directed by the teacher.
i. Use the recall cards attached.
2. Musical staff puzzle relay
a. The way it works:
i. Students will be organized into teams of 5-6 students.
ii. Each student will take a turn creating and labeling part of a musical staff on their
side of the board.
1. Each student can only create and label one part of the staff.
iii. The team who writes a staff with the proper notes, rhythms, and pieces first
becomes the winning team.
iv. Completed staffs must include:
1. 5 lines
2. 4 spaces
3. a treble clef
4. a time signature (4/4)
5. the 4 quarter notes without stems
6. correctly labeled note names for each note
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3. Demonstrate their knowledge by drawing a staff with a measure of correctly labeled notes
individually for assessment.
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Name: Molli McGinnis

Lesson Title: Relay and Memorization

Class: Honors Thesis, 2021

*The relay activity can be repeated for further understanding of advanced materials by adding:
●

Choice of different time signatures (2/4, 3/4, 4/4)

●

Different clefs (bass or alto)

●

Stems - which must be drawn in the correct direction

●

Notes on top to the staff and beneath the staff (G & D))

●

Ledger Lines.
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Name: Molli McGinnis

Lesson Title: Broadway Choreographers

Class: Honors Thesis, 2021
Unit Objective:

Students will be able to create choreography for musical selections using locomotor and nonlocomotor movements.
Lesson Objective(s):

Students will work in groups to create choreography for the chorus of a song.

Students will become familiar with dance moves typical of musical theatre.

Students will perform their choreography for the class.
Transfer of knowledge:

Students will discover the importance of working as a team. They will also develop an understanding
and respect for the process of choreography creation. Students will develop their own capabilities for
creative expression through the practice of making their own dances. This may lead to the
establishment of more appreciative and knowledgeable members of the music community.
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Name: Molli McGinnis

Lesson Title: Broadway Choreographers

Class: Honors Thesis, 2021

Music vocabulary in this lesson:

Choreography

Box Step

Pivot Turn

Jazz Hands

Opposition (moving where the legs and arms go in opposite directions)

Shimmy
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Name: Molli McGinnis

Lesson Title: Broadway Choreographers

Class: Honors Thesis, 2021

Georgia Performance Standards:

ESGM5.PR.2 Perform a varied repertoire of music on instruments, alone and with others.

d. Perform multiple songs representing various genres, tonalities, meters, and cultures.

ESGM5.RE.1 Listen to, analyze, and describe music.

a. Distinguish between repeating and contrasting sections, phrases, and formal structures (e.g. AB,
ABA, verse/refrain, rondo, introduction, coda, theme/variations).

b. Describe music using appropriate vocabulary (e.g. fortissimo/pianissimo,
presto/largo/moderato/allegro/adagio, legato/staccato, major/minor), intervals (e.g. step, skip,
repeat, leap), timbre adjectives (e.g. dark/bright), and texture (e.g. unison/harmony)
ESGM5.RE.2 Evaluate music and music performances.

a. Use teacher-provided and collaboratively developed criteria for evaluation of music and music
performances (e.g. learned, student composed, improvised).

b. Use formal and/or informal criteria to evaluate music and musical performances by themselves and
others. c. Refine music performances by applying personal, peer, and teacher feedback. d. Explain personal
preferences for specific musical works using appropriate vocabulary.
ESGM5.RE.3 Move to a varied repertoire of music, alone and with others.

86

a. Respond to contrasts and events in music with locomotor and non-locomotor movement.

b. Perform choreographed and non-choreographed movements.
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Name: Molli McGinnis

Lesson Title: Broadway Choreographers

Class: Honors Thesis, 2021

Materials:

Projector

Sound system/speakers

1 student device (laptop/tablet) per group

Choreography worksheet

Floor tape (optional)

Classroom Management Plan:

●

Students usually get loud and excited for movement activities, so in order to combat that, the
teacher will set boundaries before beginning the activity.

●

Students must maintain a personal bubble around them and not touch anyone else.

●

Students will be told to stay away from breakable items such as instruments.

●

There will be no running, horseplay, or yelling.

IEPs and 504s:

●

For those who may have difficulty participating, an alternate activity will be given.
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●

For students who have difficulty keeping their hands to themselves, they will participate while
standing next to the teacher.

●

Accommodations will be provided on a case-by-case basis.
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Name: Molli McGinnis

Lesson Title: Broadway Choreographers

Class: Honors Thesis, 2021

Assessment:

For individuals:
❏ Student is working productively within their group
❏ Student is following behavioral procedures
❏ Student is showing they are actively listening to the teacher and classmates
❏ Student provides answers to teacher’s questions
❏ Students are staying on task and not discussing non-related topics
❏ Student performs an appropriate movement for the scenario
For Groups:
❏ Students are working harmoniously by listening to each other and taking turns leading discussion.
❏ Students are using the worksheet provided appropriately.
❏ Students are using the correct number of required musical theatre dance moves (3).
❏ Students are remaining in their own space.
❏ Students are using technology effectively.
For performance:
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❏ Students have created a choreography piece which fits the music appropriately.
❏ Students can perform the whole chorus with their choreography.
❏ All students are participating in the performance with correct dance moves, energy, and rhythms.
❏ Students both onstage and offstage display appropriate stage etiquette.
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Name: Molli McGinnis

Lesson Title: Broadway Choreographers

Class: Honors Thesis, 2021

Sequence of Activities: The students will…

1. Students will watch 2 or 3 videos of Broadway dance numbers as directed by the teacher.
2. Students will discuss dance moves typically used in Broadway musicals as directed by the
teacher. a. See vocab section above for this portion of the lesson.
3. Students will attempt each dance move discussed as directed by the teacher.
4. Students will listen to the chorus of “You Can’t Stop the Beat” from Hairspray the Musical.
5. Students will be split into groups of 4 or five members at the discretion of the teacher.
While in groups, the students will...
6. Review the requirements of the choreography worksheet provided.
7. Use their laptop or other approved device to listen to the chorus again.
8. Discuss which 3 dance moves they would like to incorporate into their choreographed dance routine.
9. Discuss options for other dance moves to be used.
10. Come to a consensus about which dance moves are to be used in all.
11. Write their dance move choices in the corresponding boxes on the worksheet.
12. Begin rehearsing their choreography to be performed for the class.
13. Rehearse for an appropriate amount of time at the discretion of the teacher.
14. Groups will take turns performing their choreography for the class while following proper
performance etiquette and stage management procedures as established by the teacher.
15. Watch groups perform their piece while providing appropriate applause and silence by using
proper audience etiquette.
16. Discuss the creation process as a class as directed by the teacher.
a. What was it like to make up your own dance?
b. Was it difficult to work in groups on this project? Why or why not?
c. What was your favorite part of this project? Least favorite?
d. What would you do differently about any part of this project if given another chance?

***This lesson plan is intended for use over several class periods. Students will not be able to complete all
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plans in this document during one class session. It is meant to be used while following a project-based
learning

model.

Revised M. Folta
08/01/2020

93
Columbus State University
Music Education
Lesson Plan Template

Name: Molli McGinnis

Lesson Title: Arms & Shoulders

Class: Honors Thesis, 2021
Unit Objective:

Students will find free movement in their arms and shoulders which may help them to play instruments
and/or sing with proper technique as they progress as musicians. Describe moods in music.
Lesson Objective(s):

Explore different ways the arms can move.

Listen to music and develop appropriate movements for the mood and tempos
Transfer of knowledge:

Students will explore movements that may help them to achieve proper body alignment. This would
benefit them in music class while moving and dancing, but it could also help them avoid future
performance injury while pursuing future endeavors as musicians.
Music vocabulary in this lesson:

March

Reach

Twirl

Bend

Glide

Bounce

Strike
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Name: Molli McGinnis

Lesson Title: Arms & Shoulders

Class: Honors Thesis, 2021

Materials:
Computer/Sound/Projector
YouTube
●

Song for each movement vocabulary word in this order:
Glide - https://www.youtube.com/watch?v=pxEj6m_7Qfk&t=5352s
Bounce https://www.youtube.com/watch?v=qdfq_1zAO6E&t=1166s Twirl https://www.youtube.com/watch?v=SaCheA6Njc4&t=0s Strike https://youtu.be/zRHzWrWIXog

March - https://youtu.be/a-7XWhyvIpE?t=58

Reach https://www.youtube.com/watch?v=pxEj6m_7Qfk&t=984s Skip https://youtu.be/6aEQuEva3Dc?t=369
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Name: Molli McGinnis

Lesson Title: Arms & Shoulders

Class: Honors Thesis, 2021

Georgia Standards of Excellence:

ESGM5.RE.1 Listen to, analyze, and describe music.

b. Describe music using appropriate vocabulary (e.g. fortissimo/pianissimo,
presto/largo/moderato/allegro/adagio, legato/staccato, major/minor), intervals (e.g.
step, skip, repeat, leap), timbre adjectives (e.g. dark/bright), and texture (e.g.
unison/harmony). c. Identify and classify (e.g. families, ensembles) classroom,
orchestral, American folk and world instruments by sight and sound.

ESGM5.RE.3 Move to a varied repertoire of music, alone and with others.

a. Respond to contrasts and events in music with locomotor and non-locomotor movement.

b. Perform choreographed and non-choreographed movements.

Classroom Management Plan:

●

Students may find it tempting to horseplay or run about the room.
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●

Students may be hesitant to participate in movement.

●

These issues will be addressed on a case by case basis in accordance with the classroom rules and
procedures set at the beginning of the school year. These rules are posted in the classroom. In the
case of egregious offences, the activity will pause and the class will review the rules and
procedures.
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Name: Molli McGinnis

Lesson Title: Arms & Shoulders

Class: Honors Thesis, 2021

IEPs and 504s:

●

Accommodations will be addressed on a case by case basis.

●

Students who require accommodations will be given options for different levels of participation.

Assessment:
❏ Are they participating in stretches?
❏ Can they name the parts of the arm unit?
❏ Can they describe each vocabulary word in relation to a mood?
❏ Is the student moving?
❏ Are they moving in a way that is mood/tempo appropriate?
❏ Are they moving their arms/shoulders in various motions and directions?
❏ Are they maintaining their personal space?
❏ Are they finding freedom in movement, or are they hunched over and limiting movement?
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Name: Molli McGinnis

Lesson Title: Arms & Shoulders

Class: Honors Thesis, 2021

Sequence of Activities: The students will…

The students will...

1. Stretch as directed by the teacher.
a. Stretches may include:
i.

Touch their toes

ii.

Overhead arm reach

iii.

Arm circles

iv.

Across Shoulder stretch

v.
vi.

Tricep (hand to shoulder blade) stretch
Arm-out twists

2. Identify how the arm-shoulder mechanism works as directed by the teacher.
3. Describe how the arms help humans to do everyday things.
a. Grab/hold things, dance, waving, shaking hands, etc.

4. Read the vocabulary words aloud from the lesson document as a class.
5. Explore arm movements that could go with each vocabulary word with proper body alignment.
a. For example, for the term glide a student may decide to “fly like an airplane”.

6. Discuss how music can have moods.
7. Discuss what kind of music might accompany each of the vocab words.
8. Listen to the music following the YouTube links above, and perform an action that may accompany
it using the previously discussed vocabulary and proper body alignment.
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a. Order established in “Materials” section.
9. Repeat #6 until all musical selections have been heard and moved to.

10. Discuss how the movement and music made them feel.
a.

(Mentally, physically, and emotionally).
b. Ex: did they feel strong while marching or happy while bouncing?

11. Discuss how their arms, specifically, felt while moving.
a. Did they feel free?
b. Did they think about how their arms work with their body to create
movement? 12. Report what they learned about.
a. Musical moods
b. Arm movements
c. The vocabulary
d. How music can make them feel a certain way

Revised M. Folta
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Molli McGinnis, thesis
Walk in A(line)ment

4th Grade Music Class, Lesson 5

Using the worksheet given to you,
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draw what you think
your spine looks like.

Let’s draw our spines
together.

What does your spine really look
like? spine is made up of 4 main s.
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Each part is made up of smaller
pieces called vertebrae.
1.

Cervical

2. Thoracic
3. Lumbar
4. Sacrum
Did you know?

1.

The spine is curved, not straight.

2.

It goes all the way from your head to your bottom.

3.

Your spine helps you stay upright and to move around.
Let’s
PALPATE
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Let’s try using our new alignment to move to some music!

Move or dance to the music you hear.
Think about:

●

Is the music fast or slow?

●

Which of our tempos does it best match:

○

Andante, allegro, adagio, presto
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L3

Molli McGinnis, thesis
Relay & Memorization

5th Grade Music Class, Lesson 3

Musical Staff 5

lines
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4 spaces
Holds other pieces of musical information
Clef - tells us which notes are on the staff

This is called a treble clef.
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Time Signature - tells us

Note names

107

Practice
Practice
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5

Molli McGinnis, thesis
Arms and Shoulders

5th Grade Music Class, Lesson 5

109

What does your arm really look like?
e Collarbone
2.

S

Johnson, J. (2017). Upper Arm
Structure [Diagram]. In J. Johnson,
Teaching Body Mapping
to Children (p. 18). GIA
Publications.

What things can your arm do for you?
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How many different ways can you move your arms?

Reach

Skip

Glide

Strike
Vocabulary

Bounce

Twirl

time!

March

Can different types of music make you move in different ways?
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● What kind of music might make you want to do one of our
Let’s Try it!

Move or dance to the music you hear.

Think about:
4.

How are your arms moving?

5.

What emotions you are feeling?

6.

What is the mood of this music?

7.

Is the music fast or slo

Glide
https://www.youtube.com/watch?v=pxEj6m_7Qfk&t=5352s

Bounce https://www.youtube.com/watch?v=qdfq_1zAO6E&t=1166s
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Twirl - https://www.youtube.com/watch?v=SaCheA6Njc4&t=0s

Strike - https://youtu.be/zRHzWrWIXog

March - https://youtu.be/a-7XWhyvIpE?t=58

hhttps://www.youtube.com/watch?v=pxEj6m_7Qfk&t=984s
Skip - https://youtu.be/6aEQuEva3Dc?t=369
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● How did you feel during the different types of music?
Report!

● How did your arms help you to move or dance?
● What have you learned about mood?

● Tell me one of our vocabulary words for today.
○ Bonus: Show me how you move to that word.

● Did some of the words go better with faster or slower
tempos?
● Did your arms move today in way they have not before?
○ Did it feel good, bad, or just different?

Citations:
Eye Of The Tiger - Survivor (Lyrics) . (2020). YouTube. https://youtu.be/zRHzWrWIXog.
Francois Devienne - Sonata in g minor for Bassoon and Piano Op 24 No.5. (2018).
YouTube.https://youtu.be/6aEQuEva3Dc?t=369.
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Abstract—Informing end-users of the privacy behavior of
Android apps is crucial to maintaining transparency between
app developers and end-users. The Android permission model
has been shown to not protect users from various threats [1]–
[4], privacy policies and terms of services are long and diffcult
to interpret [5]–[7], and developers may not make privacy a
priority [8]. Many tools have been developed to assist developers
with communicating information about the privacy behavior of
their apps [8], [9], but these tools can require new methods of
coding, new permission models, entirely new operating systems,
and third party plugins and tools to assist developers. In addition,
some of these solutions (such as a new operating system) are
not generally available to developers. This research proposes
ClearCommPrivacy, a privacy behavior UI template for Android
apps contained by four Java fles and two XML fles. By installing
and implementing ClearCommPrivacy, a developer can quickly
and easily convey information about their app’s privacy behavior
through the use of a standard, semi-automatically generated
privacy behavior UI. The goal of ClearCommPrivacy is to
provide a standard privacy behavior UI that can be installed and
implemented in an app in less than one hour by a professional
Android developer familiar with the app’s privacy behavior.
A prototype of ClearCommPrivacy has been designed, and a
developer on the research team was successfully able to install
and implement ClearCommPrivacy in four of fve open source
Android apps in 46 minutes and 45 seconds on average. Further
evaluation is required, but ClearCommPrivacy is demonstrated
to be a tool that can enable developers to create professional
privacy behavior UIs effciently and easily under the current
Android permission model.
Index Terms—Privacy, Android, Permissions, Development,
Usability, Accessibility, Privacy Policy, Terms of Service

I. I NTRODUCTION
Many years of research have shown the Android permission
model to be faulty [1]–[4]. The Android permission model
protects users by preventing apps from accessing certain
data and device functions, such as the user’s location, the
camera and microphone, and access to the internet, without
frst obtaining the user’s or device’s permission [10]. Of the
Android permissions, a number are considered dangerous and
can violate a user’s privacy (or device operation) [10].
The Android permission model is severely fawed in a
number of ways. It does not provide detailed information about
what data is collected and what the developers do with this
data [9], [11], and there are many ways for apps to violate
those permissions - advertising they are using the permission
for one purpose while actually being used for another, such

as hurting the user, stealing their data, or any otherwise
unethical or hidden actions [1], [4]. For example, the location
permission is commonly used by map and navigation apps for
purposes benefcial to the user. However, apps can use this
same permission to track the user and sell their location to
third parties or for other more malicious purposes by lying to
the user regarding the purpose of requesting the permission.
As such, it has been demonstrated that Android permissions
are not suffcient to protect user privacy.
In addition to these technical problems we need to address,
we must also address the legal problem of privacy. In many
cases, users must be notifed of how their personal data is
being used, but these notifcations are not always clear. Privacy
Policies and Terms of Service are known for being inscrutable
and very long in many cases, hiding privacy practices in layers
of legal jargon [5], [6]. In addition, research has found that it
would take 244 hours per year to read all the privacy policies
on each unique website the average user visits [6], meaning
there is too much information regarding privacy behavior for
the policies to be accessible to users.
The lack of accessibility in Android permissions, privacy
policies, and terms of service generates multiple signifcant
problems for privacy in Android development. (1) Malicious
developers can easily take advantage of users through their
confusion and willingness to trust their apps, (2) non-malicious
developers can accidentally acquire more information about
a user than the user wants to share as they do not clearly
communicate to the user what information they wish to collect,
and (3) non-malicious developers can accidentally collect more
data than they intend to as they are unfamiliar with best
practices in Android privacy [8].
Many alternatives have been presented to update or replace
the current Android permission model, such as the highly
detailed Brandeis project [9]. However, there would be signifcant work involved to update devices and apps to a new
or overhauled privacy model. Android makes up 74.6% of
all mobile devices [12] and there are 2.96 million apps in
the Google Play store [13], many of which would need to be
updated to accommodate complete privacy system overhauls.
Techniques for clearer communication regarding an app’s
privacy behavior under the current Android permission model
have already been written [8], [9], and research has been
conducted on the issues with modern privacy policies and

how developers can create privacy policies in such a way
users can easily understand them [6], [7]. However, these
new techniques typically require a new way of coding or
entirely new operating systems, and some posit using these
new privacy models to replace privacy policies and terms of
service as they would be more accessible, meaning researchers
and developers must consider the legal possibility of new
privacy models being legally binding. Many of these techniques also require extensive amounts of additional time and
development to function properly, and smaller companies and
individual developers may not be able to devote signifcant
resources to privacy. Also, the communication of privacy
behavior is typically not a priority [8], resulting in impaired
communication regarding the privacy behavior of their app.
While these techniques are undoubtedly better, it may take
years before these techniques are standard practice due to the
issues with developers’ priorities and updating the Android
OS.
Third party companies have also dedicated resources to
evaluate the privacy of these apps after they have been
developed, determining the risk users take on when they use
these apps. The CHIMPS Lab at Carnegie Mellon University
has built such a tool, called PrivacyGrade, which analyzes
the permissions each app requests, the data it collects, and
why it collects this data, and then gives each app a letter
grade corresponding to its risk [14]. However, the major
problem with this approach is that third party companies
can only speculate on some pieces of data, such as why the
application requests certain pieces of data. For example, the
team behind PrivacyGrade speculates that Instagram requests
a user’s location in order to attach their location to public
social media posts [14]. This is most likely true, but the team
behind PrivacyGrade notes that they do not know for sure.
Also, third party privacy evaluation tools require the app to
be in enough demand that it warrants being evaluated. Privacy
evaluation takes a signifcant number of resources and is not
always accurate, and therefore it is unrealistic to rely on these
methods for our privacy decisions.
In order to reduce the impact of the extra work placed
on developers regarding privacy and reduce the need for and
burden on third party privacy evaluators in a short time frame,
we propose the adoption of ClearCommPrivacy, a privacy
behavior UI template that can be inserted into any Android
app’s code within 1 hour by a professional Android developer
who is familiar with the app they are developing. ClearCommPrivacy is designed for the current Android permission model
and provides both developers and users a familiar and usercentered structure for interpreting the privacy behavior of an
app. ClearCommPrivacy serves as a medium for the developer
to convey information about the privacy behavior of their app
to the user by automatically organizing the information the
developer provides and presenting it to the user in a friendly
and readable manner. The most important goal of this project
is to provide developers a privacy behavior UI template they
can easily and quickly integrate into their own Android app
so privacy is accessible for every developer with almost no

additional training.
The privacy behavior UI template is currently not designed
to provide legal references for the privacy behavior of the app
due to the many legal implications, but instead gives the user
an overview of the privacy behavior of the app and provides
the user with a link to the privacy policy (if the company has
a privacy policy).
This thesis details the user-facing design of ClearCommPrivacy’s privacy behavior UI in section II-A and then details
how the template is presented to and edited by a developer in
section II-B. Finally, section III demonstrates how the research
team tested the usability and effectiveness of ClearCommPrivacy.
II. T OOL D ESIGN
Based on prior research [9] and research team theories,
ClearCommPrivacy is designed to provide a vessel for developers to inform users of four primary sets of metadata
regarding an app’s privacy behavior - (1) what permissions are
being requested by the app and what data is being accessed
using those permissions, (2) why the developer wants this data,
(3) whether or not the data can be accessed while the app is
operating in the background, and (4) whether the data remains
solely on the app or is shared with either the company owning
the app or third party companies.
In order to use ClearCommPrivacy, the Android app must
be built using Android SDK 28 or higher and Androidx, a
replacement for the original Android Support library released
in 2020. Androidx is required to make use of the CardViews
and RecyclerViews used extensively throughout the project,
and Android SDK 28 is the required minimum SDK in order
to support the usage of Androidx. This means ClearCommPrivacy can only be run on devices with Android 9.0 (Pie) and
above. Based on the current Android market share, 61.23%
of devices globally run Android 9.0 or above [15], meaning
ClearCommPrivacy can be installed and implemented in apps
that will be able to run on 61.23% of devices globally.
A. User-Facing Tool Design
ClearCommPrivacy provides a user-facing privacy behavior
UI that breaks apps’ privacy behavior down by (1) the relevant
permission, then (2) a description of the data accessed, then (3)
the reason for accessing the data, then (4) the state of the app
at data accession (foreground or background), and fnally (5)
whether or not the data is shared beyond the app. This is based
on the model proposed by the Brandeis team for presenting
app behavior regarding data access to users [9].
For example, a navigation app uses the location permission
to access a user’s current location in order to navigate them
to their destination, can access the data while the app is in
the background, and will share this location data to both the
development company for data processing and third party ad
companies that will show the user ads based on their current
location.
To display this data, the privacy behavior UI includes two
layers. The frst layer displays a list of data the app accesses.

Fig. 1. Main privacy behavior UI. Example taken from the ClearCommPrivacy
privacy behavior UI implemented in DuckDuckGo [16]

Each of these data entries is grouped according to the relevant
permission group. This layer can be seen in Figure 1.
In addition, Figure 1 displays a list of data accesses for
permissions that were either requested in the app but not
described by the developer, or data accesses for permissions
that were described by the developer but not requested by the
app.
The second layer of the privacy behavior UI includes a
detailed description of each data access. For example, when
a user taps ”Device Location” listed in Figure 1, they will be
presented with Figure 2. This Figure, referred to as the Device
Location Access Description, gives the user a highly detailed
description of why the app is accessing this data, whether their
data leaves the application, and if the data is accessed while
the app is not in use.
In addition to basic data accession information, the user
interface (UI) will be able to link the user to any relevant
privacy policies or terms of service, and will also warn the
user if there is a permission requested by the app for which
the developer did not provide any relevant metadata. These
links are shown in the bottom of Figures 1 and 2.
The privacy behavior UI is designed to be standard across
many different apps so that users encounter consistent design
and structure across multiple apps. Therefore, the privacy
behavior UI needs to integrate seamlessly into any Android
app.
The research team considered how to inform users of when
their data is being accessed. ClearCommPrivacy includes a

Fig. 2. A focused view on the app’s accession of the device’s location.
Example taken from the ClearCommPrivacy privacy behavior UI implemented
in DuckDuckGo [16]

feld regarding whether the app will access user data while
the app is in the background, but the user may also wish to
know the exact time the data is being accessed while they
are using the app. For instance, Instagram requires access to
the device’s camera, and it collects data using the camera for
at least fve different uses (creating posts, stories, messages,
reels, and updating the profle picture); each of these uses may
be approached from multiple locations within the app. While
knowing exactly when data is being accessed is likely useful to
the user, it is the most complex piece of information to include
in this style of privacy behavior UI. It would be better included
in a different context, such as providing the user a notifcation
at the time the data is being accessed, which is part of the goal
of the Android runtime permission model [10] and different
portions of the Brandeis project [9]. Therefore, it will not be
included as part of the ClearCommPrivacy privacy behavior
UI.
B. Developer-Facing Tool Design
The primary goal of ClearCommPrivacy on the developer
side is to create a technique to communicate privacy behavior
to the user that requires no additional knowledge or tools
beyond Android Studio and a knowledge of Java. Therefore,
the research team has decided not to use external tools such
as third party questionnaire tools or Android Studio plugins
as part of ClearCommPrivacy. In addition, the secondary
goal of ClearCommPrivacy is that a professional Android

developer familiar with the app and its privacy behavior should
be able to install and implement ClearCommPrivacy in less
than 1 hour, meaning it must be easily understood and have
specifc and easy to follow instructions for the installation and
implementation. These instructions have been written and are
included in Appendix A.
In order to build the UI detailed in section II-A,
ClearCommPrivacy essentially needs to ask the developer a set
of questions. ClearCommPrivacy frst needs to establish what
permissions the app is requesting, and then for each permission
ask the developer to describe (1) what data they are collecting
using that permission, (2) why they are collecting the data,
(3) whether that data can be accessed in the background,
and (4) whether it remains solely on the app or is shared.
If it is shared, the developer needs to establish to whom
and why it leaves the application. The developer can also
enter an URL that will link the user to the privacy policy or
terms of service if applicable. After the developer provides all
this information, ClearCommPrivacy will verify whether the
permissions listed in the app’s package manager match the
permissions the developer has stated they are using. If there
is a permission that was not detailed by the developer, both
the developer and user will be notifed. Finally, the tool will
compile all this information into the end-user privacy behavior
UI described in section II-A.
To accomplish this, ClearCommPrivacy has been set up as a
set of six fles the developer must install into their application
by importing all six fles, adding them to the correct package, and updating their app’s manifest and build.gradle fles.
Detailed instructions for the installation of ClearCommPrivacy
are contained in Appendix A, and Appendix B contains a UML
diagram of ClearCommPrivacy.
After installing ClearCommPrivacy, the developer needs to
implement ClearCommPrivacy so the privacy behavior UI
refects the privacy behavior of the app and so the user can
access the privacy behavior UI. There are two parts of the
implementation process - (1) adding a navigation element
to the app the user can interact with to access the privacy
behavior UI, such as a button or Android Preference, and (2)
customizing ClearCommPrivacy to refect the privacy behavior
of the app. Detailed instructions for the implementation of
ClearCommPrivacy are contained in Appendix A, and the
following paragraphs will describe some of these steps and
how they are accomplished.
The frst part of the implementation, the navigation element,
is the only piece of ClearCommPrivacy that is not highly
detailed in the instructions. This is because different apps
require different methods of navigation, and it is impossible
for the research team to provide a single solution for the
navigation. In lieu of this, the development team has provided
basic guidance around where to place this navigation element
and three samples of code on which the developer can base
their navigation element (see the instructions in Appendix A).
These three samples focus on different contexts, including
navigating using a button in Kotlin, navigating using a button
in Java, and navigating using a Preference Screen in XML.

To facilitate easy customization by the developer in the
second part of the implementation, the research team has
created a Java class called ’DataAccessDescriptor’, which
holds all of the metadata regarding the privacy behavior of the
app as specifed by the developer. The felds of the DataAccessDescriptor class are described in Table I and can also be
seen in the UML diagram in Appendix B. ClearCommPrivacy
provides an instance of DataAccessDescriptor, contained in
the ClearCommAdapter class, to the developer as a template
to follow, which the developer will edit and duplicate for each
unique data access in the app. For example, if the app accesses
the device location using the ACCESS FINE LOCATION
permission in two different pieces of code, the developer will
only have to create one instance of DataAccessDescriptor.
However, if the app accesses both the device location and the
device speed, the developer will have to create two instances
of DataAccessDescriptor. All of these instances are contained
by an array list the app uses to generate the privacy behavior
UI. The template and instructions for creating instances of
DataAccessDescriptor are contained in the ClearCommPrivacy
instructions in Appendix A.
After creating an instance of DataAccessDescriptor for each
set of metadata, the developer simply needs to edit a string so
it references a URL to their privacy policy. When this string
contains a valid URL, it causes a button to appear in the
privacy behavior UI that will navigate the user to the provided
privacy policy.
When the ClearCommEndUserPrivacyUI activity is started,
an instance of ClearCommAdapter is created that iterates over
each DataAccessDescriptor and sorts them into the Android
permission groups with which the user is familiar (Body
Sensors, Calendar, Call logs, Camera, Contacts, Location, Microphone, Phone, Physical Activity, SMS, and Storage). Any
permission not sorted into these groups is presented to the user
as being contained in a ”non-dangerous permission” group.
The ClearCommEndUserPrivacyUI and ClearCommAdapter
classes can be seen in the UML diagram in Appendix B
After sorting and fltering, the instance of ClearCommAdapter retrieves a list of requested permissions from the
app’s package manager and compares this list with the permissions listed in the collected instances of DataAccessDescriptor. For any permissions listed within the instances of
DataAccessDescriptor that are not found within the requested
permissions, the instance of ClearCommAdapter adds a userfacing warning to the DataAccessDescriptor informing the
user the permission described was never requested. For any
permissions found within the requested permissions that are
not listed within the instances of DataAccessDescriptor, the
instance of ClearCommAdapter creates a new instance of
DataAccessDescriptor including a user-facing warning that
their data is being collected but the developer has not provided
information on what data is being collected through the
instances of DataAccessDescriptor.
Next, ClearCommPrivacy builds the privacy behavior UI
using instances of ClearCommEndUserPrivacyUI, ClearCommAdapter, ClearCommInternalAdapter, and ClearCommDe-

Field

Data Type

relevantPermission
relevantPermissionGroup

String
String

Description of the Field

Contains the permission relevant to the data the app is accessing
Automatically generated feld that contains the Permission Group based on the
relevantPermission feld
descriptionOfDataAccessed
String
Contains a description of the data the app is accessing
reasoningBehindDataAccession
String
Contains a description of the reason you are accessing this data. The reason
should be formatted as if you are fnishing the following sentence - ”The app
is accessing this data in order to”
dataAccessedDuringBackgroundUsage
boolean
True if the app may access this data while the app is in the background (a.k.a.
if the user is not actively using the app), false otherwise
sharedWithAppCompany
boolean
True if the app shares this data the owning company, false otherwise
reasonSharedWithAppCompany
String
Contains a description of the reason the app is sharing this data with the owning
company. The reason should be formatted as if you are fnishing the following
sentence - ”The app is sharing this data with our servers in order to”. This
feld is ignored if shareWithAppCompany is false.
sharedWithThirdPartyCompany
boolean
True if the app shares this data a third party company, false otherwise
reasonSharedWithThirdPartyCompany
String
Contains a description of the reason the app is sharing this data with third party
company. The reason should be formatted as if you are fnishing the following
sentence - ”The app is sharing this data with third party servers in order to”.
This feld is ignored if sharedWithThirdPartyCompany is false.
errorString
String
Automatically generated feld that, if the instance of DataAccessDescriptors
contains an error caught by ClearCommPrivacy, will contain a description of
the error
TABLE I
T HE FIELDS OF THE DATA ACCESS D ESCRIPTOR CLASS

Fig. 3. An annotated view of the privacy behavior UI, created using the
ClearCommPrivacy privacy behavior UI implemented in OneBusAway [17]

tailedPopUp (see Appendix B for a UML diagram of these
classes). An annotated version of a ClearCommPrivacy privacy
behavior UI is presented in Figure 3, and a code to UI
comparison is presented in Figure 4, illustrates how instances
of DataAccessDescriptor are translated from the code to the
privacy behavior UI. To build this UI, ClearCommPrivacy

uses a combination of the Android Recycler View and Card
View, as illustrated in Figure 3. First, using an instance of
ClearCommAdapter , a top level Recycler View is created that
generates a single CardView for each distinct permission group
within the instances of DataAccessDescriptor. Within each of
these Card Views is an internal Recycler View, created by
an instance of ClearCommInternalAdapter, that contains an
internal Text View for each instance of DataAccessDescriptor
in the relevant Permission Group. Each internal Text View is
clickable, and clicking a Text View will show the data detail
view presented in Figure 2, which is created using an instance
of ClearCommDetailedPopUp.
These data detail views are generated by an instance
of ClearCommDetailedPopUp using the relevant instance of
DataAccessDescriptor, and contain information regarding the
reasoning behind the data access, whether the data is shared
beyond the app, and whether the data can be accessed while
the app is in the background, as illustrated in Figure 2.
The instance of ClearCommDetailedPopUp builds a set of
three strings to convey this information to the user in clear,
understandable language by analyzing various felds from the
instance of DataAccessDescriptor.
While three strings are built for each instances of DataAccessDescriptor and displayed to the user, there are seven
possible different strings that could be built by an instance
of ClearCommDetailedPopUp, depending on the privacy behavior specifed by the developer. For example, an instance of
ClearCommDetailedPopUp generates a string informing the
user of whether their data is shared beyond the app, but this
string is generated differently depending on a set of booleans
in the DataAccessDescriptor class that specify whether the
data is shared with the app company and whether it is shared
with third party companies. In total, there are four possible
ways this string could be generated. Table II illustrates each

Fig. 4. An illustration demonstrating where values in each instance of DataAccessDescriptor are visible in the privacy behavior UI. Example taken from the
ClearCommPrivacy privacy behavior UI implemented in DuckDuckGo [16]
Heading

Case

String Contents

Why We Access This Data
Can The App Access This
Data While In The Background?
Can The App Access This
Data While In The Background?
Does This Data Leave The
App?

All cases
isDataAccessedDuringBackgroundUsage is True

We access your [dataDescription] to [dataAccessReasoning]
The app may access your [dataDescription] while the app is
not in use.

isDataAccessedDuringBackgroundUsage is False

The app will never access your [dataDescription] while the
app is not in use.

isDataSharedWithAppCompany and isDataSharedWithThirdPartyCompany are both True

Your [dataDescription] is shared with the app company’s
server in order to [reasonDataSharedWithAppCompany] and
is shared with 3rd party companies in order to [reasonDataSharedWithThirdPartyCompany].
Your [dataDescription] is shared with the app company’s
server in order to [reasonDataSharedWithAppCompany].
Your [dataDescription] is shared with 3rd party companies in
order to [reasonDataSharedWithThirdPartyCompany].
Your [dataDescription] is shared with no one.

Does This Data Leave The
App?
Does This Data Leave The
App?
Does This Data Leave The
App?

isDataSharedWithAppCompany is True and isDataSharedWithThirdPartyCompany is False
isDataSharedWithAppCompany is False and isDataSharedWithThirdPartyCompany is True
isDataSharedWithAppCompany and isDataSharedWithThirdPartyCompany are both False
TABLE II
S UMMARY OF THE STRINGS BUILT BY AN INSTANCE OF C LEAR C OMM D ETAILED P OP U P FOR THE DATA DETAIL VIEW FOR EACH POSSIBLE CASE .
I NFORMATION EXTRACTED FROM AN INSTANCE OF DATA ACCESS D ESCRIPTOR IS NOTATED USING BRACKETS .

of the three strings, the different cases for building these string,
and how each case is generated.
Unfortunately, while this type of string generation process
creates a concise and simple process for developers, it currently only supports English translations. In the future, there
are plans to expand this functionality to include multiple
languages.
III. E VALUATION
The goals of ClearCommPrivacy are to (1) provide a vessel
for developers to communicate usable privacy information to
their users, (2) require no additional skills, knowledge, or
tools for a developer to implement this template other than
profciency in coding Android apps and an understanding of
the privacy behavior of the app they are developing, and (3)
require less than one hour for a developer to implement.
Therefore, we have fve metrics of quality we wish to
measure - (1) whether ClearCommPrivacy can be installed and
implemented without the use of additional skills, knowledge,
or tools beyond basic basic Android app development and an

understanding of the app’s privacy behavior, (2) how quickly
ClearCommPrivacy can be installed and implemented, (3) how
usable ClearCommPrivacy is for developers, (4) how usable
the privacy behavior UI is for app users, and (5) how useful
and effective the privacy behavior information the UI provides
is for users.
This initial proposal of ClearCommPrivacy evaluates metrics 1 and 2 through an installation and implementation test,
where a member of the research team served as a developer
and installed and implemented ClearCommPrivacy in fve open
source Android apps from GitHub, chosen based on a variety
of permissions requested and unique interface designs. While
minimum requirements of Androidx and Android SDK 28 are
specifc in Section II, these minimum were not determined
before this study and therefore Android version was not
considered when choosing these apps. Metric 1 was evaluated
on the percentage of apps where ClearCommPrivacy was
successfully installed and implemented of the fve, and metric
2 was evaluated on the average amount of time it took to install
and implement ClearCommPrivacy in each app.

To prepare for this installation and implementation, the
research team developer cloned each project repository from
GitHub. They built and ran the app on a Samsung Galaxy
Note9 running Android 10 before making any updates to
ensure the app functions as expected before installation; they
familiarized themselves with the app and its privacy behavior
before the implementation and used ClearCommPrivacy v1.1alpha for all testing they conducted. Three of the tests were
conducted using Android Studio 4.1.1 on a Asus computer running Microsoft Windows 10 Home, and two were conducted
with Android Studio 4.1.1 on a MacBook Pro running macOS
11.0.1.
For the installation and implementation, the research team
developer followed the provided instructions (an updated version of these instructions is shown in Appendix A), frst installing ClearCommPrivacy into the app, and then completing
both parts of the implementation. The research team developer
tracked the time they spent on installation and implementation for each app, with the total time measured from the
moment the research team developer began downloading the
ClearCommPrivacy zip fle from the GitHub repository, until
the time the app compiled and ran properly with all instances
of DataAccessDescriptor and the privacy policy link properly
implemented.
In addition to the total time, we also consider the length of
the time from the moment the research team developer begins
downloading the zip fle until they are able to complete the
installation, as well as the length of time for completing each
part of the implementation. A breakdown of all these times
for each evaluated application is displayed in Table III.
Of the fve apps, the research team developer was able to
successfully install and implement ClearCommPrivacy within
four. Considering metric 1, this demonstrates an initial success
rate of 80%. In addition, 1Sheeld Android App [20] failed the
installation and implementation study due to backwards compatibility issues. As mentioned, ClearCommPrivacy requires
a minimum of SDK 28 and Androidx. Other apps within the
study were updated by the research team developer to SDK 28
and migrated to Androidx, but 1Sheeld could not be updated.
After updating 1Sheeld from Android SDK 25 to SDK 28
and migration to Androidx, which also required updating
from Gradle 2.3.2, the number of compile time errors became
overwhelming as many libraries and imports in 1Sheeld were
outdated. The research team developer decided that it would
require a complete overhaul of 1Sheeld in order to make the
app compatible with ClearCommPrivacy, and after 31 minutes
and 24 seconds declared the implementation was a failure
based on the fact it would take hours of additional work to
implement ClearCommPrivacy.
Therefore, of the apps that successfully met the minimum
requirements of Android SDK 28 and Androidx, 100% of the
apps passed our evaluation of metric 1.
Regarding metric 2, the results are slightly less decisive.
The average total time of installation and implementation of
ClearCommPrivacy is 46 minutes and 45 seconds, which met
the goal of 1 hour, and all implementations took less than

1 hour. However, there are a few confounding factors when
considering this a success. First, the research team developer
is far less experienced with these apps compared to the app’s
developer(s). The study attempted to reduce the effects of
this factor by providing the research team developer time
to familiarize themselves with the app before beginning the
installation and implementation, but the research team expects
this may have results in a longer time for the research team
developer to install and implement ClearCommPrivacy in each
app. In addition, the research team developer was not familiar
with each app’s privacy behavior, and instead had to infer
information based on the permissions and any documentation
from the app developer. In many cases, the research team
developer used placeholder information for privacy behavior
with which they were not familiar. It is unknown whether this
affected the test results, but it is possible this signifcantly
reduced the amount of time the research team developer spent
on the implementation. Finally, the research team developer
had the advantage of installing and implementing ClearCommPrivacy in multiple apps, and so there is an expected learning
effect that may have reduced the amount of time required to
install and implement ClearCommPrivacy in each app.
Therefore, while the results are promising, a more in-depth
study is required to accurately assess whether ClearCommPrivacy meets metric 2. The research team already plans to
conduct this study after making updates to ClearCommPrivacy
(see Section III-A). This future study will require Android app
developers unfamiliar with ClearCommPrivacy to install and
implement ClearCommPrivacy into their own Android apps,
which will be far more realistic to how the research team
expects ClearCommPrivacy will actually be used.
Regarding the individual installation and implementation
tests, the research team developer left notes after each test
that helped the research team identify updates to ClearCommPrivacy and the instructions.
The frst app tested by the research team developer is One
Bus Away [17]. The installation was completed without any
major problems in 11 minutes and 35 seconds. The only
unexpected change was having to change a few colors in
the XML fles in order for the app to compile properly, as
the example colors were not part of the new applications.
The frst part of the implementation took signifcantly more
time than originally expected and required a much higher
level of understanding of the app’s functionality and process
fow. Originally, the research team developer attempted to add
the navigation method as an option under the app’s settings
menu, which makes use of the Android PreferenceActivity
class. After nine minutes, they realized this was too large
of a task for the given time and decided to implement the
navigation method as part of the main navigation drawer. The
total time for this part of the implementation was 27 minutes
and 5 seconds. Finally, the research team developer completed
part 2 of the implementation in 20 minutes and 15 seconds and
noticed it is possible to create two nearly identical instances of
DataAccessDescriptor, which can cause signifcant confusion
for the user. For example, the app may request the device’s

App

Implemented Using

Installation Time

Implementation Part #1 Time

Implementation Part #2 Time

Total Time

One Bus Away [17]
CallMeter [18]
PSLab [19]
DuckDuckGo [16]
1Sheeld Android App [20]
Average

Windows
Windows
Windows
Mac
Mac

11m, 35s
25m, 29s
19m, 30s*
9m, 20s
FAILED
16m, 28.5s

27m, 5s
7m, 51s
3m, 8s
6m, 41s
N/A
11m 11.25s

20m, 15s
15m, 53s
13m, 47s
26m, 26s
N/A
19m 5.25s

58m, 55s
49m, 13s
36m, 25s
42m, 27S
N/A
46m, 45s

TABLE III
S UMMARY OF THE RESULTS OF THE INSTALLATION AND IMPLEMENTATION STUDY REGARDING THE TIME TAKEN TO INSTALL AND IMPLEMENT THE
C LEAR C OMM P RIVACY TOOL INTO VARIOUS A NDROID APPS . AVERAGE TIMES ONLY INCLUDE THOSE OF SUCCESSFUL INSTALLATION AND
IMPLEMENTATION .

location using both the ACCESS COURSE LOCATION and
ACCESS FINE LOCATION permissions, accessing different
levels of location data at various times. Currently, both of
these permissions are grouped under the Location permission
group and, on the privacy behavior UI, may both read as
”Device Location,” depending on how a developer describes
each data access. The research team developer recommends
creating a parameter set within the DataAccessDescriptor
class that prevents developers from creating two instances
of DataAccessDescriptor with the same PermissionGroup and
DataDescription felds.
The installation into Call Meter 3G [18] was delayed as Call
Meter 3G was still operating on Android SDK 26, and needed
to be updated to ClearCommPrivacy’s minimum requirements.
As with One Bus Away, the research team developer also
had to change colors in the XML fles. Overall, this took
25 minutes and 29 seconds, but roughly 10 minutes of this
time was spent on updating and migrating the project and
re-syncing the Gradle fles. Part 1 of the implementation
only required adding a Preference Screen pointing to the
activity. However, this also required changing the inherited
class in ClearCommPrivacyEndUserPrivacyUI.java from AppCompatActivity to Activity, which the research team developer
recommends is updated for all of ClearCommPrivacy. In total,
part 1 of the implementation took 7 minutes and 51 seconds.
Finally, the research team developer completed part 2 of the
implementation. There is no privacy policy associated with
Call Meter 3G that the research team developer could fnd, and
therefore this string was left blank, disabling the privacy policy
button in the privacy behavior UI. Part 2 took 15 minutes and
53 seconds, and the research team developer also noted the
permission ”android.permission.READ PHONE” is requested
by the app but is not a standard Android permission. The app
developer states ”this permission is necessary to read traffc
stats from phone’s database” [18], but it is unknown how this
permission functions. As such, the ClearCommPrivacy tool
automatically sorted it as a non-dangerous permission.
The implementation into PSLab [19] went poorly. The
research team developer again had to migrate the entire project
to Androidx. However, PSLab relies on 25 non-standard
libraries, such as the now deprecated Butter Knife annotations
tool developed by Jake Wharton [21]. The version of Butter
Knife implemented in PSLab had to be updated from 8.8.1 to
10.2.0 in order to function properly with Androidx. In addition,

while the app compiles properly with ClearCommPrivacy
implemented, Android Studio warns us of many errors spread
throughout the app after the migration to Androidx. This issue
with compatibility became so pervasive the research team
developer had to restart the implementation from scratch after
attempting to fx some of the compatibility issues through a
Gradle update. In total, they spent 40 minutes and 17 seconds
attempting to fx compatibility errors before restarting the
implementation by deleting their project and re-cloning the
original app repository. After restarting the implementation,
they tried to simply migrate to Androidx and update Butter
Knife to version 10.2.0. These updates were suffcient for
ClearCommPrivacy’s installation and implementation, and the
research team developer completed the installation in 19 minutes and 30 seconds. However, there were still many errors and
warnings listed by Android Studio, but the app functioned as
expected when tested by the developer. Counting the total time
the research team developer spent on the installation, including
the original failed implementation, they spent 59 minutes and
47 seconds. However, the research study is focusing on the
time of 19 minutes and 30 seconds as they expect a developer
familiar with the app would not have the same problems as
our testing developer, and the team has now set Androidx
as a minimum requirement for ClearCommPrivacy. As with
earlier implementations, the research team developer also had
to change colors in the XML fles. Part 1 of the implementation
was easily done by simply adding a Preference pointing to the
activity, and the research team developer could successfully
navigate to the privacy behavior UI in 3 minutes and 8 seconds.
Finally, the research team developer completed part 2 of the
implementation in 13 minutes and 47 seconds with no issues.
For undiagnosed reasons, Android Studio could not compile
the downloaded source code of DuckDuckGo [16] on the Windows computer. Instead, ClearCommPrivacy was implemented
using the MacBook, and the research team developer noted this
test was the smoothest of all tests. The installation was completed in 9 minutes and 20 seconds. As with other apps, we had
to change colors in the XML fles. Part 1 of the implementation
only required adding a new TextView and OnClickListener to
the Settings activity. The research team developer noted that
DuckDuckGo is the only app in the study programmed in
Kotlin, not Java, demonstrating that ClearCommPrivacy can be
implemented into an Android app regardless of whether it is
written in Kotlin or Java. In total, the research team developer

completed part 1 of the implementation in 6 minutes and 41
seconds. Finally, the research team developer completed part
2 of the implementation in 26 minutes and 26 seconds with
no additional issues.
A. Planned Future Features
The installation and implementation study revealed a number of bugs to fx and features to add to ClearCommPrivacy.
These bugs and features are tracked as issues in the GitHub
repository, and will be addressed before the next study:
• Update the color settings of the XML layout fles to
automatically adopt the styles and colors of the containing
app
• Make the cards containing each permission group collapsible
• Specify the permission in the end-user UI, if two different
permissions are used to access the same data
• Update the permission group generator to include various
other permission that are not currently grouped
• Add a feature that checks the instances of DataAccessDescriptor for errors at compile time instead of runtime
• Add a feature that ignores permissions in the package
manager when they are not Android device permissions
(such as permissions used to access another Android app
on the device)
• Add a feature for developers to specify data collected
without using a permission, such as PII collected through
user entry.
In addition, multiple updates were made to the instructions after the study to more accurately refect the process
for installation and implementation based the research team
developer’s feedback. These updates include adding minimum
requirements for ClearCommPrivacy and clarifying aspects of
the instructions as well as adding details to make the instructions more usable for developers. This updated instructions are
included in Appendix A
B. Effectiveness and Usability of ClearCommPrivacy
Metrics 3, 4, 5 will not be evaluated at this time, and are
left for future work. The research team decided to forego
evaluating these metrics as the current goal of this study is to
demonstrate that an app’s privacy behavior can be conveyed
with minimal effort under the current Android permission
model. In addition, methods that use similar ways of presenting privacy behavior to the user have already been shown to be
effective and useful [9]. Therefore, while the research team is
concerned with all aspects of ClearCommPrivacy being usable
and effective, the priority of this proposal is the demonstration
of a tool being capable of facilitating this communication
between the developer and end-user with minimal effort.
IV. C ONCLUSION
This work has depicted the design, implementation, and
effectiveness of ClearCommPrivacy, a newly proposed privacy
behavior UI template that allows developers to easily and

effectively communicate the privacy behavior of their apps
to end-users in a user-friendly manner.
ClearCommPrivacy was motivated by various issues with
the Android permission model not protecting users from
various threats [1]–[4], privacy policies and terms of services
being long and diffcult to interpret [5]–[7], and developers
potentially not prioritizing privacy [8].
There are many additional options for generating privacy
behavior UIs beyond ClearCommPrivacy [8], [9], but these
tools may require new methods of coding, new permission
models, entirely new operating systems, third party plugins
and tools to assist developers, or simply may not be generally
available to developers.
ClearCommPrivacy was demonstrated to be a valid and effcient option for communicating an app’s privacy behavior and
meets the goal of a developer being able to quickly and easily
convey information about their app’s privacy behavior through
a standard privacy behavior UI that can be installed and
implemented in an app in less than one hour by a professional
Android developer familiar with the app’s privacy behavior. A
ClearCommPrivacy prototype was successfully installed and
implemented by a member of the research team serving as
the study developer in four of fve open source Android apps
in 46 minutes and 45 seconds on average, demonstrating
ClearCommPrivacy is a valid solution for developers to create
professional privacy behavior UIs effciently and easily under
the current Android permission model.
V. F UTURE W ORK
In addition to the bug and features mentioned in Section
III-A, the research team plans to further evaluate ClearCommPrivacy through developer and user studies to not only demonstrate the feasibility and effciency of ClearCommPrivacy, but
also the usability of ClearCommPrivacy and its effectiveness
at conveying privacy behavior information to end-users.
Due to the standard DataAccessDescriptor class, the research team seeks to expand the functionality of ClearCommPrivacy beyond that of a privacy behavior UI, such as using
ClearCommPrivacy to provide clearer communication to app
publishers by providing metadata on the privacy behavior as
part of an app’s review process. This would allow publishers to
review apps more scrupulously and give them the opportunity
to build a database of ways each permission is used as well
as how and when data is shared.
R EFERENCES
[1] Y. Fratantonio, C. Qian, S. P. Chung, and W. Lee, “Cloak and dagger:
from two permissions to complete control of the ui feedback loop,” in
2017 IEEE Symposium on Security and Privacy (SP), pp. 1041–1057,
IEEE, 2017.
[2] A. Peruma, J. Palmerino, and D. E. Krutz, “Investigating user perception
and comprehension of android permission models,” in Proceedings of
the 5th International Conference on Mobile Software Engineering and
Systems, pp. 56–66, 2018.
[3] W. Shin, S. Kwak, S. Kiyomoto, K. Fukushima, and T. Tanaka, “A
small but non-negligible faw in the android permission scheme,” in 2010
IEEE International Symposium on Policies for Distributed Systems and
Networks, pp. 107–110, 2010.

[4] R. P. Medina, E. B. Neundorfer, R. Chouchane, and A. Perez, “Prast:
Using logic bombs to exploit the android permission model and a module
based solution,” in 2018 13th International Conference on Malicious and
Unwanted Software (MALWARE), (Los Alamitos, CA, USA), pp. 1–8,
IEEE Computer Society, Oct 2018.
[5] “Terms of service; didn’t read.” [Online; accessed 28-August-2020].
[6] A. M. McDonald and L. F. Cranor, “The cost of reading privacy
policies,” Isjlp, vol. 4, p. 543, 2008.
[7] I. Pollach, “What’s wrong with online privacy policies?,” Commun.
ACM, vol. 50, pp. 103–108, Sep 2007.
[8] T. Li, Y. Agarwal, and J. I. Hong, “Coconut: An ide plugin for
developing privacy-friendly apps,” Proc. ACM Interact. Mob. Wearable
Ubiquitous Technol., vol. 2, Dec 2018.
[9] “Brandeis.” [Online; accessed 11-September-2020].
[10] “Permissions overview,” Sep 2020. [Online; accessed 28-August-2020].
[11] H. Jin, M. Liu, K. Dodhia, Y. Li, G. Srivastava, M. Fredrikson,
Y. Agarwal, and J. I. Hong, “Why are they collecting my data? inferring
the purposes of network traffc in mobile apps,” Proc. ACM Interact.
Mob. Wearable Ubiquitous Technol., vol. 2, Dec 2018.
[12] “Mobile operating systems’ market share worldwide from january 2012
to july 2020,” Aug 2020. [Online; accessed 11-September-2020].
[13] “Number of available applications in the google play store from december 2009 to june 2020,” June 2020. [Online; accessed 11-September2020].
[14] “Privacygrade.” [Online; accessed 2-September-2020].
[15] “Mobile & tablet android version market share worldwide oct 2020,”
Oct 2020. [Online; accessed 25-November-2020].
[16] “Duckduckgo android.” Build 553bc1d.
[17] “Onebusaway for android.” Build 0ad5241.
[18] “Call meter 3g.” Build 4c6f795.
[19] “Pslab android app.” Build dc4ee25.
[20] “1sheeld android app.” Build ebac88f.
[21] “Butter knife.”

A PPENDIX A

A PPENDIX B

638

COLUMBUS STATE UNIVERSITY

CONFIRMING THE GENETIC IDENTIFICATION OF ANDEAN MONTANE FOREST ORCHIDS USING DNA
BARCODING

A THESIS SUBMITTED TO THE
HONORS COLLEGE
IN PARTIAL FULFILLMENT OF THE
REQUIREMENTS FOR HONORS IN THE DEGREE OF

BACHELOR OF SCIENCE
DEPARTMENT OF BIOLOGY
COLLEGE OF LETTERS AND SCIENCES

BY
ERIN E. PERRY

COLUMBUS, GEORGIA
2021

Copyright © 2021 Erin Perry
All rights reserved.

CONFIRMING THE GENETIC IDENTIFICATION OF ANDEAN MONTANE FOREST ORCHIDS USING DNA
BARCODING

By

Erin E. Perry

A Thesis Submitted to the

HONORS COLLEGE

In Partial Fulfillment of the Requirements
for Honors in the Degree of

BACHELOR OF SCIENCE
BIOLOGY
COLLEGE OF LETTERS & SCIENCES

Approved by

Dr. Kevin Burgess, Committee Chair

Professor Álvaro J. Pérez, Committee Member

Dr. Cindy Ticknor, Committee Member and Dean

Columbus State University
May 2020

Abstract
Despite being one of the largest and most diverse plant families in the world, Orchidaceae is
extremely understudied and undersampled. Ecuador has not only the highest orchid diversity
in South America, but the world, with over 4000 orchid species. The genetic relationships in
the Orchidaceae family have been difficult to study, especially since morphology basedtaxonomy, the previous standard, cannot easily distinguish species due to high intraspecific
variation. The goal of this study was to confirm the genetic identification of Andean montane
forest orchids using DNA barcodes. In the study, two objectives were addressed: 1) Generate
an orchid phylogeny based on rbcL+matK barcodes generated from BOLD ,and 2) Visually
inspect genetic relationships and confirm identifications in the SV database. Over 13,000
Orchidaceae species were downloaded from BOLD then filtered for sequences containing the
rbcL+matK barcode, of which there were 139. A phylogeny was generated from these
sequences and visually inspected for genetic relationships. The next step will be to combine
this supermatrix with the supermatrix generated from samples obtained from Siempre Verde
to determine the genetic relationships of BOLD orchids and Siempre Verde orchids.

Keywords: DNA barcode, orchids, Orchidaceae, phylogeny, BOLD, genetic relationships

TABLE OF CONTENTS
Introduction

64

Methods

1

Results

2

Discussion

2

Figures

6

References

17

Appendix A: Update to Orchid Phylogeny and Manuscript Editing by Erin Perry (Coauthor) 6

1

Introduction
The Orchidaceae family consists of about 28,000 species and is one of the largest plant
families in the world, with the most orchid diversity located mainly in the Andean region of
South America. Despite the size of the Orchidaceae family as well as its horticultural and
scientific significance, it remains undersampled and understudied (Dodson 2003; Fay 2018;
Orejuela-Gartner 2012; Sanchez et al. 2016). Ecuador, with over 4000 orchid species, has the
highest orchid diversity in the world (Mites 2008). Most orchids are found in mid-level
elevation cloud forests (Meisel and Woodward 2005).
Morphology has been the standard for taxonomic classification but is unreliable due to
morphological convergence and high intraspecific variation in floral traits (Dressler 1993;
Cameron et al. 1999; Chase et al. 2003; Cameron 2004; Kim et al. 2014). A proposed
alternative to morphological classification is DNA barcoding in which a region of a gene is
sequenced and used as an identifier for a species. DNA barcoding has a higher identification
resolution compared to identification based on morphology alone (Yao et al. 2009; Xiang et
al. 2011; Singh et al. 2012). Many gene regions have been proposed for barcoding but the
chloroplast genes ribulose-bisphosphate carboxylase large subunit (rbcL) and maturase-K
(mat-K) are the most promising (CBOL 2009).
DNA barcoding was used for two strategies: 1) BLAST unknown single barcode
sequences to the Genbank/BOLD database to confirm genetic identity and 2) Create a
phylogeny that includes Genbank/BOLD sequences to explore the genetic relationships for the
unknown sequences. Genbank is a repository of sequences and the Barcode of Life Data
System (BOLD) is a repository for just barcode sequences. The second strategy takes
advantage of the fact that the concatenated rbcL+matK barcode can be used to generate the
phylogeny, but it cannot be used in BLAST (Worthy et al. 2021).

Methods
To generate a database of rbcL+matK sequences, over 13,000 orchid sequences, which did not
include the sequences from Siempre Verde, were downloaded from BOLD. The sequences
were then screened for high quality. Sequences which were not for rbcL or matL were
eliminated. To further filter the sequences, all matK sequences that were more than 1,000
base pairs (bp) long were eliminated as these held the full matK gene and not the matK
barcode which is about 700-800 bp long. For the final filter, all sequences that did not have
both rbcL and matK barcodes were eliminated. This left 238 individual sequences which were
then concatenated according to species and aligned using tools on Geneious 10.0 for a final
alignment of 139 rbcL+matK sequences.
To generate the phylogeny, the sequestered sequences with both rbcL and matK
barcodes were then used to create a neighbor-joining consensus tree with bootstrap values
(Fig. 1) using tools in Geneious. A global alignment with free end gaps was used along with a
cost matrix of 93% similarity. The Tamura-Nei genetic distance model was used and no
outgroup was included. There was a support threshold of 0%.

2
Results

Out of the more than 13,000 raw sequences, the final alignment consisted of 139
rbcL+matK sequences. The rbcL barcode consists of about 600 bp and the matK barcode
consists of about 700-800 bp. Together, these make about 1,300 bp rbcL+matK barcode that
gives more information per species than each barcode would give independently. A
phylogenetic tree with bootstrap values (Fig. 1) was generated from these sequences. Visual
inspection of the phylogeny confirmed the genetic relationships of orchid taxa having
rbcL+matK sequences on BOLD.
Since 2019, additional results have been gained from working with Samantha Worthy
and the Siempre Verde team to use BLAST analysis to confirm identifications of the orchids
based on each gene region separately. To date, BLAST analysis to Genbank has been used on
263 sequences with 1-2 gene regions per sample. 115 of the samples were confirmed as the
correct identification. 33 samples were further identified, meaning the initial identification
was corrected or was further resolved to species. 30 samples could not be confirmed beyond
genus, meaning that there were no Genbank hits or there was a conflict with the
identification. The overall analysis revealed that the orchid flora of Siempre Verde is
composed of 140 species from 40 genera. A genera phylogeny was created from a
concatenated supermatrix of rbcL+matK (Fig. 2) and reveals genetic relationships among taxa
for Siempre Verde.

Discussion
Moving forward, there are some issues that need to be addressed. The first is that
public databases are incomplete for the rbcL+matK. This is evident by the fact that out of
over 13,000 orchid sequences downloaded from BOLD, only 139 samples had the rbcL+matK
barcode. Some sequences (9,306) were for gene regions other than rbcL and matK. 3,713
sequences only had one gene region and not both rbcL and matK. The quality of the
databases is also an issue. BOLD has many high-quality barcodes but a lot of the taxa do not
yet have barcodes. Genbank has more information but it is unorganized and lacks specific
barcodes (whole/partial genes).
It is difficult to create a complete phylogeny for genetic identification when data is
lacking. BOLD has a distinct lack of species with rbcL+matK barcodes. Only a subset of
orchid taxa with concatenated sequences can be used for the phylogeny. The same is true for
the Siempre Verde database, in which not all samples have both sequences. Among
phylogenies based on single barcodes, there are conflicting results due to the identification
incongruence between rbcL and matK. The rbcL+matK barcode is best for species
identification, but it is impossible to BLAST to Genbank/BOLD to confirm species
identification. The next steps of the study will be to combine the BOLD orchid phylogeny
with the Siempre Verde phylogeny from Worthy et al. (2021).

3
Figures

Fig. 1. Neighbor-joining consensus tree of 139 rbcL+matK sequences.

4

Fig. 2. Genera phylogeny of Siempre Verde orchids.
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Appendix A: Update to Orchid Phylogeny and Manuscript Editing by Erin Perry (Coauthor)
In Spring 2019, some of the Orchidaceae sequences from BOLD were downloaded and
run through BLASTn to obtain an updated selection of possible identities for each sample.
The FASTA files containing the matK and/or rbcL sequences were downloaded. Some species
samples had not yet been sequenced for matK and rbcL, or could not be sequenced. Some of
the sequences only contained a genus while others had a tentative species identification. The
available barcode(s) were run through the program and the top matches for each gene
barcode were recorded along with their max score, query cover, and % identity. These were
later shared with Pontificia Universidad Católica del Ecuador in hopes that one of the possible
matches could be confirmed with herbarium samples.
In Fall of 2020, as a continuation of the project, the Orchidaceae sequences were
reexamined in order to update the phylogeny for the family. The original phylogenies were
outdated due to the constant addition of new information added to BOLD and Genbank. The
goal was to create a more accurate phylogeny with the latest sequence identities for samples
that had both matK and rbcL regions sequenced and available. In addition, the manuscript
was edited for content and grammar, and it was formatted according to journal guidelines in
preparation for submission for publishing.

Methods
The Orchidaceae sequences, totaling to over 14,000 individual sequences, were
downloaded from BOLD. The sequences did not just contain matK and rbcL regions for
different species, but also other gene regions such as ITS and trnL-F. All of the sequences
that contained matK and rbcL were sequestered from the others and put into a separate file
containing 3,713 sequences. All matK sequences that had over 1,000 bp were deleted as
these contained the whole matK gene and not the barcode portion, which is about 700 to 800
bp long. The 3,713 sequences were then further sorted by sequestering all sequences that
had both the matK and rbcL regions available. This filtering narrowed the selection to 239
individual sequences (138 matK and 139 rbcL) that were then concatenated according to
species. Once concatenated, a neighbor-joining consensus tree was generated with bootstrap
values in order to provide an updated phylogeny for 139 Orchidaceae species.
After completion of the phylogenetic tree, the sources for the manuscript were
verified and updated in some cases. Each reference was obtained, and the information cited
was found in the text to ensure the appropriate source was cited for the given material.
Some of the older sources were replaced with more recent publications that had the same or
more updated information that was needed for the manuscript. The manuscript was then
reformatted according to journal specifications in order for it to be published. Lastly, the
manuscript was reviewed for syntax and grammar.

Results and Discussion
The phylogenetic tree generated will help clear the relationships between some of the
Orchidaceae family of Ecuadorian orchids found in Siempre. Given its recency, the tree
provides a more accurate evaluation of the relationships of the orchid samples present in the
tree. This phylogeny will need to be continuously updated as more samples are obtained,
sequenced, and identified. The phylogeny will continue to grow, and more relationships will

7
become clear among the orchids of Siempre Verde. The phylogeny can be further analyzed to
distinguish unique traits among certain closely related species and uncover the evolution of
Orchidaceae.
The process of preparing for publication was a great source of insight, as valuable
knowledge was gained into writing general research papers. The manuscript, currently
pending publication in Plant Systematics and Evolution, will hopefully provide an essential
tool in cataloguing the vast number of orchid taxa that have been found and those yet to be
discovered. The results from the application of the DNA barcoding of orchids in preventing
illegal trade of orchids and habitat destruction of the Amazon cannot yet be known, but they
show great promise.
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ABSTRACT

Using storytelling as a form of communication has been an integral part of man’s desire to
understand the order of the cosmos, and what their individual role is in it, since the beginning
of human language. The fact that language and story rose up together in man’s consciousness
suggests there is an intimate relationship between the mind itself and story, which is the basic
foundation behind Carl Jung’s analytical psychology and his ideas on the collective unconscious
in dreams. Story evolved to religion, the written novel, poetry, play, and moving pictures, yet
the patterns of similar narrative structures and archetypes continue to have their effect on
the 21st century human psyche, and continue to pervade nightly dreams. Science expands
mankind’s understanding of the universe, yet it falls short of great narratives when it comes to
hypothesizing answers to man’s existential questions. This paper draws such connections
between religion, psychology, and myth and fairytale through the ideas of Carl Jung and the
hero archetype. Specifically, drawing from the works of C.S. Lewis, Alexander Solzhenitsyn,
Joseph Campbell, Marie Von Franz, Jung, and Frederic Nietzsche, this paper provides an
explanation of how these philosophies propose similar notions to the Christian doctrine, such
as death and rebirth, flesh versus spirit, and carrying one’s cross for the betterment of all.
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INTRODUCTION
Ever since modern science came into being, it has been one of the church’s foremost
challengers. Today, the change of power has occurred; science and rationality is at the
forefront of modern man’s consciousness, and the mystical religions of our past have been
tossed to the wayside as a merely primitive anecdote to thanatophobia. In writing this fantasy
pilot script, the goal was to create a story in the long-form episodic streaming series format,
which would inspire audiences to take up their own cross so to speak, and be both
entertaining yet appropriate for all ages. In conjunction with learning more about the Bible
and diving into scripture, reading the works of Swiss psychiatrist Carl Jung merged the process
of storytelling with a study of analytical psychology, which incorporates mythology to a high
degree in understanding the makeup of the human psyche. Furthermore, Jung split with
Sigmund Freud to develop analytical psychology, which places heavy emphasis on the
dreamer’s connection to the collective unconscious and its inherent biological incorporation
of the archetypes, in lieu of the Freudian notion of the repressed complexes, trying to hide
their meanings in complicated dreams (Campbell, 2011).
In continuation of Jung’s ideas on the conscious-unconscious communication through
dreams and fantasies, the study of fairytale and mythology’s association to archetypes
advanced through the works of his students, Joseph Campbell and Marie Von Franz. They
specifically hone in on the Hero’s Journey, as it relates to thousands of years of myth. Such
books include Campbell’s The Hero With a Thousand Faces (2020), The Power of Myth (2011)
and Thou Art That (2017), Marie Von Franz’s The Interpretation of Fairy Tales (1996) and The
Feminine in Fairytales (2017), and Jung’s introductory book, Man and His Symbols (1964). I
also pulled theological inspiration from the New King James Bible, the apologetic works of
C.S. Lewis including The Grand Miracle (1986), and his Chronicles of Narnia (2006), and
Aleksandr Solzhenitsyn’s exploration of morality and truth in The Gulag Archipelago (1986). In
a nutshell, the goal of Jungian analytical psychology is to embody the hero archetype: to go
out into the unknown unconscious realm to face the depths of human existence and fight for
the treasure amid encountering such chaos, which is the treasured Jungian self, or the
Christlike existence in Christian lingo. Christianity teaches one can never fully attain this self
and become fully like Christ, yet in the aim of walking in the fruit of the spirit and sacrificing
for a Jungian kind of death and rebirth, the journey towards such individuation becomes
much more meaningful compared to nihilism and other ideologies of meaninglessness.
This essay will develop these ideas, beginning with a theological analysis of the fruit of
the spirit in conjunction with Solzhenitsyn’s ideas on evil and Fredrich Nietzsche’s declaration
of the death of God at the end of the 20th century, then examining how C.S. Lewis combined
the feminine nature aspect with the masculine logocentric Christian doctrine, which has a
history of contention within the church. In the second portion, a scrupulous look at the motif
of death and rebirth shall apply itself as an introduction to Jungian analytical psychology,
with an in-depth analysis of dreams in this regard, and finally, the archetype of the hero as it
relates to this pilot script, Marie Von Franz’s study of fairytales as foundations of Jungian
archetypical symbolism, and an explanation of the Coordinated Management of Meaning as
the process of internal and external storytelling as a means of communication. The paper
shall conclude with a definition of love as it relates to all the aforementioned ideas.
Life is very complicated and full of chaos. The external world is full of monsters,
people or events which seem to make no sense to our current framework of understanding.
Furthermore, the internal world can be just as chaotic and confusing, like when certain
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emotions arise, or we do things we consciously know harm us, yet we do them anyways. To
this, Christ says:
I am the vine; you are the branches. He who abides in Me, and I in him, bears much
fruit; for without Me you can do nothing… if you abide in Me, and my words abide in
you, you will ask what you desire and it shall be done for you. (John 15:5-7 New King
James Version)
On the surface, this scripture seems like a magic equation leading to ultimate happiness.
Understandably so, but the truth lies in the if, thus the problem arises of what exactly it
means to abide in some intangible entity that lived thousands of years ago. In studying the
fruit of the spirit, one answer seems to lie in the idea of manifesting a Christ-like existence to
the best of one’s ability. Love, joy, peace, patience, kindness, goodness, faithfulness,
gentleness, and self-control are the fruits of the spirit, characteristics of a Christ-like
character which grows in the individual as they learn more about Jesus and the word.
Moreover, the internal and external quest for truth and meaning amid chaos is akin to the
idea of walking in the fruit of the spirit, verses walking in the desires of the flesh. This
different choice of path is the central conflict. It is the meaning behind the special marking
bestowed upon those who belong to Christ, as in the following scripture:
I say then: Walk in the Spirit, and you shall not fulfill the lust of the flesh. For the
flesh lusts against the Spirit, and the Spirit against the flesh; and these are contrary to
one another… And those who are Christ’s have crucified the flesh with its passions and
desires. (Gal. 5:16-25)
Another line from Aleksandr Solzhenitsyn’s Gulag Archipelago (1986) reiterates this
idea, “the line dividing good and evil cuts through the heart of every human being” (p. 75).
Solzhenitsyn sat, starved and abused, in a prison camp in the Soviet Union, and he pondered
the disastrous state of his country and why he was in his position. From this, he was perhaps
the most suitable individual to try and pin down the truth about human evil versus human
goodness. As he witnessed the horrors of Gulag life and the atrocities of the “Blue Caps” (p.
69), he remarkably considers how his own actions might have led to his unfair imprisonment.
He concludes that all people oscillate back and forth across this line which divides good and
evil, and the forces which pull one’s soul in one direction or the other is a constant, age old
conflict. Understanding just how close to Hell the human personality can reach is an essential
step to understanding how one might refrain from reaching that place. Those certain few at
the top of the Soviet hierarchy who did the most unimaginable evil had passed such a
threshold of evildoing. On this point, he says:
A human being hesitates and bobs back and forth between good and evil all his life…
But when, through the destiny of evil actions, the result either of their own extreme
degree or the of the absoluteness of his power, he suddenly crosses that threshold, he
has left humanity behind, and without, perhaps, the possibility of return. (p. 78)
Such as, the chief overseers of Belomor Canal work camp, who accounted for a quarter of a
million deaths (Solzhenitsyn, 1986). His ideas on morality in this way deepened my
understanding of the Scriptures, how the insufferable evils of the world are committed by
real humans, and how we can be one quaver away from falling into such evil. Who’s to say
one person is less susceptible verses another person? He furthermore discusses Christianity in
the camps, and those prisoners who remained unbudging in their faith seemed to be the most
buttressed with facing their terrible existence forthrightly. The Gulag, Nazi Germany, and Pol
Pott’s Cambodia are 20th century examples of this battle on a mammoth scale.
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The general idea of The Gulag Archipelago is that the reason the atrocities persisted
for so long was due to the fact that the citizens constantly lied to one another; no one spoke
truth (1986). In some sense, Aleksandr Solzhenitsyn was one of the first individuals to tell the
truth, loud enough for the world to see what was really going on behind the Soviet
propaganda. Whereas many comrades fell to nihilism and the belief that the only way to exist
was to live in deceit and treachery (1986), the publishing of Solzhenitsyn’s book, and the
impact it had on the world, proved that perhaps the truth is more powerful than one would
think. Furthermore, the opposition to the aim of a Christlike, meaningful life seems to be this
nihilistic belief system, that “the world itself possesses no value, human existence is
ultimately meaningless, and knowledge claims are without foundation” (Hatab, 1987). This
state of being has no up or down, and is somewhat affiliated to the Nietzschean idea of the
“death of God”. A suitable summary of how I envision evil in the story comes from Fredrich
Nietzsche’s (2012) own words of the Madman in The Gay Science:
Is there still an above and below? Are we not straying as through an infinite
nothingness?... Do we hear nothing yet of the noise of the gravediggers who are
burying God? Do we smell nothing yet of the divine putrefaction? For even gods
putrefy! God is dead! God remains dead! And we have killed him… The holiest and
mightiest thing that the world has hitherto possessed, has bled to death under our
knives. (pp. 90-91)
He later concludes that we must fill the Godless void with our own selves, or external entities
such as the state. This announcement furthermore prophesized the deaths of millions, which
unfolded in the 20th century.
Replacing God with oneself alludes to the Israelites in the Old Testament; when they
replaced God with idol worship, doom was neigh. The question is, in our age of rationality,
what is the purpose of these archaic religious texts, and if their absence from collective
consciousness has real consequences, how might one rise heroically to resurrect their truths
in a germane way? In my view, a story depicting an underdog striving towards the highest
possible aim in an attempt to fulfill a great purpose, no matter the difficulty, is one way to
demonstrate how to contend with such destructive philosophies. Hollywood and Christianity
typically don’t coincide harmoniously, and most Bible-positive cinema is mainly geared
towards religious audiences only. Still, there’s great opportunity for Hollywood to introduce
wisdom from the Bible in creative, entertaining, fantasy-filled ways, that can reach the eyes
and ears of millions. One of the most famous writers in recent history who combined fantasy
and biblical themes is C.S. Lewis.
Growing up in the church, the practices of magic and belief in female deities was
deemed somewhat satanic; many Christian families don’t let their kids watch or read J.K.
Rowling’s Harry Potter (1997) stories because of this. Joseph Campbell discusses religious
symbols in his series of written interviews dictated into The Power of Myth (2011); Since
Christianity is socially oriented, nature has evolved to become condemned. When nature is
thought of as evil, the reaction is to attempt to control it, not put yourself in accord with it
(Campbell, 2011). However, the Chronicles of Narnia (2006), and other apologetic works of
C.S. Lewis, unite Christian logos with the magic of nature in a profound way. In other words,
he used magic as a metaphor for miracle. In The Grand Miracle (1970), Lewis discusses the
relationship between nature and the spirit of God the Father expressed in the Bible; nature,
classified as the feminine, reveals miracles. Yet, naturalism in its purest form cannot account
for making valid moral judgements against the grain of nature (Lewis, 1970). Thus, with the
land of Narnia, Lewis reveals a nature-centric world with talking animals and trees to explain
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the transcendent, and how miracles are simply contrary to what our limited knowledge
understands about nature.
The Bible discusses this idea in great lengths; the Lord declares, “As the heavens are
higher than the earth, so are my ways higher than your ways and my thoughts than your
thoughts” (Isa. 55:8-9). This is the idea behind the elemental magic procured in the hero
characters in their walk with Christ, so to speak. The idea is that God will use them to
redeem their kingdom, like the chosen people of Israel, and Christians are led to go into the
world and share the gospel. All who give up their lives and follow Christ are said to have the
power of the Holy Spirit to accomplish whatever God sets before them, like the wise old
woman or wizard who guides the hero through trials, or provides the hero with helpful
weapons. These ideas, explored in the fantasy universe with fairies and magic, is what the
biblical fantasy is all about. The fantasy setting provides the perfect backdrop for
representing the individual who takes up their own sword, or carries their personal heaviest
burden, and sets out on otherworldly adventures. The chivalrous aspect of the knightly hero is
therefore, an attainable and recognizable representation of becoming your own hero, in
conjunction to Carl Jung’s ideas on the hero archetype.
From a time of self-experimentation and intense study on human’s proclivity to mythmake, Jung developed a new appreciation for fairytales and myths, particularly the biblical
stories, which had fallen to the wayside in the 20th century for the most part. Such stories
may seem absurd and irrelevant in a modern rational society, yet their explanations of the
most complex aspects of human experience are, in some sense, tools to understanding the
most fundamental framework of meaning and purpose. In a Darwinian logic, these stories
have developed over thousands, even millions, of years, and thus the most useful elements
rise to dominance in the survival of the fittest narrative. Jung’s in-depth knowledge of
religion and myth gave him eyes to see such things, which also put him in the position to
resurrect the stories from faraway lands and of ages past, in order to uncover ancient truths
to aid in the practice of sorting out the psychology of modern man. Mainly, the motif of death
and rebirth is a repeatable narrative pattern in such great works. Aleksandr Solzhenitsyn
discusses his own continual death and rebirth in the gruesome prison camps, and the Bible’s
central story is Christ’s death and rebirth.
Generally speaking, this cycle is a representation of Individuation, the therapeutic
goal of Carl Jung’s analytical psychology, where an individual reaches the full extent of their
being, integrates their unconscious with the conscious, and achieves the “totality of the self”
(Jung, 1964). The initial book recommended for introducing Jung is Man and His Symbols
(1964). This book introduces the fundamental difference of Jungian analytical psychology to
Freud’s psychoanalysis, that which connects the unconscious’ attempt to directly
communicate with the conscious, using symbols taken from mythology and religion, thus
linking the individual’s personal representation of those dead symbols in relation to their own
experience. Simply put, Man and His Symbols contains an introduction to the Jungian
archetypes, and how one might spot them in their own dreams. Jung took this one step
further, exploring the unconscious realm with the problem of Nietzsche’s pronunciation of the
death of God. With his archetypes and dreams, Jung was the first to find an anecdote for the
nihilism, materialism, and modern neurosis through a reuniting with the instinctual mind of
primitive man.
It seems quite insufficient to sum up Jungian psychology on one page, but such an
explanation is required for when I return to the terms later in the essay. Firstly, the psyche is
divided into the conscious and the more prominent unconscious, with the personal and
collective unconscious. The archetypes lie embedded in the psyche; the “ego” is where our
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field of self-awareness lies on a conscious level, and it is the regulating center of what is
allowed to become fully conscious (Jung, 1964). The “self” is the fully encompassing
archetype of our entire potentiality, the treasure of which lies in the investigation of the
unconscious, or one’s dreams, and it remains unchanging throughout life (Jung, 1964). The
“shadow” is a deep archetype rooted in the collective unconscious; it is all the nefarious,
evil, wildly primitive, thus repressed, aspects of one’s personality (Jung, 1964). A shadow
made conscious classifies negative life experiences, and historical villains, yet Jung also
equates the necessity of incorporating one’s shadow in order to prevent devourment by it, or
cross the threshold as Solzhenitsyn would put it. A representation of this is the hero who slays
the dragon, thus demonstrating the realization of their shadow in full consciousness, and
slaying or taming it in order to reach a higher consciousness (death and rebirth) moving closer
to the self, while a more inactive version of integrating one’s shadow is exemplified in
Jonah’s devourment of the whale in the deep ocean (1964). Moreover, the integration of the
shadow usually involves coming to terms with one’s own destructive side, which can be quite
useful in facing life’s toughest circumstances.
The “anima” and “animus” are the yin and yang of archetypes; the woman has her
animus, the masculine-trait personification in the unconscious, and the man has his anima,
the feminine unconscious personality. Like the shadow, they have a dual aspect of good and
bad tendencies; the animus can cut off a woman from reality and invade her mind with cold
and destructive reflections, like the villainous Bluebeard, who devours women in a hidden
room, yet the animus also acts as the courageous process of reaching the self through his
creative activity (Jung, 1964). Just so, the anima can range from the destructive to the
positive, personified in dreams and myths as deadly sirens or femme fatales, to the guiding
mediator to the inner world and the self, as seen in the role of Beatrice in Dante’s Paradiso or
Princess Leia in Star Wars (Jung, 1964). These are gross generalizations, and there are
multiple kinds of archetypes discussed in Man and His Symbols, yet the ego, self, shadow,
anima and animus are the fundamental actors in the classic hero myth, or the process of
Individuation. Simply put, the ego must face and dominate the shadow and liberate the anima
in order to attain the golden self.
Dreams are the most important conduit for reaching the unconscious, where such
archaic personalities lie. Jung believed that, as dreams happen to us out of our own control
and their patterns happen to resemble old myths, dreams were direct communications from
the individual’s unconscious about their current state of being. The archetypes arise in
different dream characters, and the narrative structure of certain dreams reveals divine
knowledge and instinctual guidance. Practically speaking, paying attention to one’s dreams
and attempting to implement their messages is the primary route to attaining the totality of
the self, where the Ego functions in accordance with one’s unconscious. Therefore:
The birth life and death of the individual may be regarded as a descent into
unconsciousness and return. But the hero is the one who while still alive knows and
represents the claims of the super consciousness which throughout creation is more or
less unconscious. (Jung, 1968, p. 222)
Throughout history, the hero myth has appealed to masses of audiences, from cave
paintings to video games. The tale contains a similar pattern, cross culturally and over long
periods of time, with a miraculous birth of the hero child, the seemingly superhuman strength
or help from above, rapid rise to power, victory over a great evil, fallibility to hubris, and a
conclusion with either self-sacrifice, fall to betrayal, or sharing his boon with the rest of
humanity (Jung, 1964). As Joseph Campbell notes in The Power of Myth (2011), the basic
motif of the internal hero journey is leaving the known current condition and “finding the
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source of life to bring you into a richer or mature condition” (p. 152), which requires a death
and resurrection. Furthermore, the narrative structure seems to represent both the
significance of facing the unknown in one’s material world, yet more importantly the
development of one’s internal ego-consciousness.
The question now is how such an Abrahamic hero of the Old Testament is translated
into the 21st century. What dragons can one slay, so to speak, and what is the unknown when
all the world’s knowledge is right at our fingertips? Joseph Campbell’s Hero With A Thousand
Faces (2020) explores this question by expanding upon Jung’s archetypal representation of the
hero in many of the world’s mythologies. His extensive knowledge in myth and religion gives
him a fundamental understanding of the “cosmogenic cycle”, the birth and rebirth motif
pertaining to world creation and destruction stories. On the rationalization of our inherited
myths, Campbell (2020) notes,
With their discovery that the patterns and logic of fairy tale and myth correspond to
those of dream, the long-discredited chimeras of archaic man have returned
dramatically to the foreground of modern consciousness… Mythology, in other words, is
psychology misread as biography, history and cosmology. The modern psychologist can
translate it back to its proper denotations and thus rescue for the contemporary world
a rich and eloquent document of the profoundest depths of human character. (p. 219)
Many famous modern storytellers, notably George Lucas, have referred to this book as their
primary companion during the time of writing their myths. Cross-culturally, one finds the
example of the heroic person who acts as a template for facing chaos willingly and
forthrightly. We cannot trace how far back humans have been telling such stories; they are
old. If such a pattern has survived cross-culturally and over the span of hundreds of thousands
of years, perhaps there’s something more to them than primitive poetry attempting to
explain the existence of nature.
Our inherited beliefs fail to represent contemporary problems, so we face the chaos
and unconscious activity with no substantiative guidance; all gods and devils have been
rationalized out of existence (Campbell, 2020). Furthermore, the new conquest of the
modern hero is to reconnect the weight of lost reality, reunite body with the mind and spirit
so to speak. The unknown is the irrational, unexplainable depths of the human being.
Moreover:
The modern hero, the modern individual, who dares to heed the call and seek the
mansion of that presence with whom it is our whole destiny to be atoned, indeed must
not wait for his community to cast off its slough of pride, fear, rationalized avarice,
and sanctified misunderstanding. It is not society that is to guide and save the creative
hero, but precisely the reverse. And so every one of us shares the supreme ordeal –
carries the cross of the redeemer… in the silences of his personal despair. (p. 391)
Those who came after Jung, including Eric Neumann, Marie Von Franz, and Joseph Campbell,
seem to reiterate the same idea. The modern hero is the individual who can reunite the
conscious and unconscious zones of the human psyche, “questing to bring to light again the
lost Atlantis of the coordinated soul” (Campbell, 2020, p. 391). The boon or treasure found at
the close of the death and rebirth, the full circle of the cosmogenic cycle, or the ending point
of the hero’s journey is psychological, the attainment of Jung’s totality of the self. This
totality, represented at the great treasure shared with the hero’s people, is a fundamental
act of love. As a storytelling species, the hero myth has evolved because if its particular
usefulness in this way. As more humans stepped into the unknown, the entire species
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developed as a consequence. Indeed, a Darwinist approach to the evolution of the
representation of human curiosity by the hero cycle is ensconced in the dopaminergicly
mediated reward system, grounded in the brain’s hypothalamus, wherein positive emotion is
produced as a result of moving towards some ultimate transformation or goal. This
fundamental reward system lies next to the deepest impulses of humans such as sexuality and
aggression (Petri et al., 2003). This all seems perfectly logical that mankind would therefore
put such individuals on a pedestal.
In regard to the representation of the hero in fairytales, Jungian psychologist Marie
Von Franz explains the archetype as the restorer of a healthy conscious situation, an example
of the ego working in accord with the self, in The Interpretation of Fairytales (1996):
His ego adopts a heroic, courageous and hopeful attitude that saves the collective
situation. That is why a hero story is a vital necessity in difficult life conditions. If you
have your hero myth again, then you can live. It is something to live for. You are
naturally encouraged by it. (p. 63)
This book explores the use of fairytales as more surreal representations of the Jungian
archetypes one encounters in their nightly dreams, as unconscious reminders of life’s
possibilities, without the influence myth’s closer connections with their historical point of
origin. Von Franz describes fairytales as stripped of cultural material; they are the purest
expression of collective unconscious psychic patterns (1996). Fairytales once played a large
part in educating children, which appears to indicate that they were unconsciously used as
tools to understand one’s complicated psychological processes. The conjunction of the
Scientific and Industrial Revolution in the early 19th century furthermore seems to align with
this idea, due to the simultaneous worldwide fame and attention set on the Grimm Brothers’
fairytales collection. Von Franz gives multiple examples of common symbols in fairytales
which represent the shadow, anima or animus, and the self, among many other archetypes.
For one example, the self is represented by the “marriage quaternity” where the happy
ending results in a double marriage (p. 167), the golden sphere or wheel symbolizing the
“self-moving power of the unconscious” (p. 156), or the inaccessible golden treasure (1996).
The element of gold is a symbol in itself of the eternal nature, unharmed by the elements,
which coincides with the idea of one’s self as constant throughout the life journey.
Additionally, Von Franz discusses the alchemical aspects of Jungian psychology, as the
medieval practice of representing individual development through the process of refining
elements into their purest substance; all that remains after the fire is golden (1996).
Nonetheless, both fairytales and mythologies all endeavor to describe the attainment of the
Jungian self.
Analytical psychology is not only helpful in tying together religion and psychology; its
description of human cognitive architecture as a whole gives insight to the characters’
interpersonal communication processes, and moreover, acts as a guide to apt dialogue. Jung’s
ideas are embedded in the influence one’s unconscious has over their thoughts and words,
and how story is used to demonstrate this process. Moreover, one way of interpreting Jung’s
correlation of story and archetype with an individual’s internal and eternal reality is the
distinction between stories lived and stories told, as interpreted through Pearce and Cronen’s
Coordinated Management of Meaning (CMM) theory (2011). These theorists share the
conviction that one’s external social reality is created by their internal reality. It is not
something discovered, rather created. Furthermore, CMM dictates that:
Stories are the basic means that people use to pursue these social joint ventures.
Since all of us perceive, think, and live our lives in terms of characters, roles, plots,

8
and narrative sequences, CMM theorists say we shouldn’t be surprised that the social
worlds we create take the shape of a story. (Pearce et al., 2011, p. 73)
Shaping the world in the form of a story is a direct reference to the importance placed on
myth and fairytale in analytical psychology.
As an interpretive theory, CMM attempts to describe similar patterns of
communication in this way, just as Jungian psychology identifies recurring archetypes and
narrative patterns in one’s dreams and fantasies in alignment with famous myths in human
history. Through the critical edge of CMM, this goal incorporates the ability to help others
coordinate how they communicate with one another, seeing which styles create negative
social realities of resentment, anger, or alienation, versus social realities of tolerance and
generosity (Pearce et. Al, 2011). In relation to the dialogue and a common goal of making life
better through walking in the fruit of the spirit, this coordination process infers that people
collaborate “in an attempt to bring into being their vision of what is necessary, noble, and
good, and to preclude the enactment of what they fear, hate or despise” (Pearce et. Al,
2011, p. 77). Moreover, when persons fit their lived stories into others’ lived stories, people
with different motives can synchronize their actions in order to achieve a desired goal. This
refers in some sense to the hero archetype, and Jung’s ideas on individuation as a whole
process of creating a framework of meaning based around a certain goal. CMM theorists even
go so far as to say the critical edge of CMM provides a “function of peacemakers” (p. 77). This
correlates back to Jesus as being the ultimate peacemaker, for “now the fruit of
righteousness is sown in peace by those who make peace” (James 3:18). The heros shall
attempt to operate under this modality of communication, which reflects the spiritual
planting of the fruit of the spirit, and an inherent characteristic of the hero archetype as a
fundamental character of love.
There are multiple kinds of hero: the dummling, trickster, strong man, innocent,
beautiful youth, sorcerer or the one who performs his deeds by magic (Von Franz, 1996), so
the idea of the different fruits of the spirit is to embody certain aspects of the hero, in order
to attain individuation, or walking in accordance with Christ biblically speaking. Love,
however, is the initiator of the group. Love is the central Christian commandment, yet the
meaning of love is quite befuddled and misinterpreted in today’s culture. The concept of the
hero, willingly confronting the unknown deadly chaos for the betterment of themselves and
their society, like Christ redeeming all persons by carrying his cross and self-sacrificing, is the
ultimate representation of love. When Jesus washes the feet of his disciples before his
crucifixion, he tells them:
A new commandment I give to you, that you love one another; as I have loved you,
that you also love one another. By this all will know that you are my disciples, if you
have love for one another. (John 13:34-35)
The hypothesis Jesus gives to the world is that the Holy Spirit will sustain one through
anything, so long as their eyes are set on high, or as long as the aim is proper. “The sting of
death is sin, and the power of sin is the Law; but thanks be to God, who gives us the victory
through our Lord Jesus Christ” (1 Corinthians 15:56-57). As Campbell, Von Franz, and Jung
might say, the nature within us, embedded in our psyche, is all one needs to face the chaos
which will inevitably befall us on the journey. Moreover, the ultimate, heroic act of Love is
carrying the heaviest cross up the hill towards the highest imaginable aim; such death and
rebirth shall free oneself and those desperate souls surrounding them.
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ABSTRACT
This project focused on jury decision outcomes pertaining to sentencing female veterans with
PTSD compared to male veterans with PTSD. The male portion was completed in the spring of
2020 and presented at the Society for Personality and Social Psychology 2020 conference in
New Orleans. My Honors Thesis project examines a situation in which a female veteran is on
trial for the same charges that were presented to a male veteran in the first part of this study.
A participant is presented with one of three crimes. The crimes the veteran has committed
become more severe in nature, starting with a DUI, then an assault, and then an armed
robbery. This is a natural progression towards violence that can sometimes be seen in people
with PTSD. We predicted that if a jury is presented with an alternative to the standard ‘guilty’
and ‘not guilty’ sentencing, then they will choose that alternative. We compared the sexes so
that we may see if the knowledge of the woman being a veteran still results in benevolent
sexism. Benevolent sexism in the criminal justice system is illustrated by women receiving
lighter sentencing than males who commit the same crime. Our study showed there was a
statistically significant difference in the difference between verdicts chosen for a male and
female veteran on trial as well as s significant difference in certainty between verdicts
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Jury Decision-Making: Observing Jury Response to the Progression of Violence in Male vs
Female Veterans with PTSD
Veterans in the United States have witnessed and lived through traumatic experiences.
From basic military training to the frontlines, there are many hardships they face. Research
has shown that 15% of veterans have been diagnosed with Post Traumatic Stress Disorder
(PTSD; Kulka et al., 1998). For veterans who served in the Gulf War, around 12% are reported
to have PTSD in any given year (Chisholm Chisholm & Kilpatrick, 2020). Veterans from
Operations Iraqi Freedom and Enduring Freedom have a prevalence of PTSD between 11-20%
per year. For comparison, the lifetime prevalence for a non-veteran is close to 7% (Gradus,
2020).
Taylor et al. (2020) state that veterans diagnosed with PTSD are more likely to come
into contact with the United States criminal justice system than veterans without PTSD. Once
in the criminal justice system, more trauma may occur, whether due to a forceful arrest,
difficulty with other inmates in prison, enforcement of solitary confinement, or through other
situations (Deveaux, 2013). The more traumas an individual experiences, the more likely they
are to be arrested (Jaggi et al., 2016). Thus, a cycle occurs where the criminal justice system
invokes more trauma, which results in more involvement in the criminal justice system, which
then repeats the cycle of the creation of even more trauma. Along with the deterioration of
mental health in prisons, there is a lack of effective treatment within the system. According
to Gonzalez and Connell (2014), only 18% of inmates were able to take medication that
assisted in their mental health conditions. When admitted, over 50% of inmates who had
previously been taking medication did not receive continued pharmacotherapy to treat their
mental conditions. By not treating people in the prison system, we are creating a loop of
trauma and mental health that is difficult to escape.
The purpose of this study is to continue research into the field of jury decisionmaking, specifically when it involves choosing verdicts where a person with a mental disorder
is on trial. Juries are composed of our peers, and as such, each person will experience,
remember, and perceive information presented in court from different lenses. These lenses
can result in the use of stereotypes, biases, and schemas. Cognitive heuristics are used even
more in situations where jurors do not have ample evidence or when a case concerns topics
they are not familiar with (Bornstein & Greene, 2011). There is still stigma associated with
mental health, which could mean that if a juror is not knowledgeable about the mental
health disorder presented they can end up relying on negative associations popular in our
culture (Dalky, 2011). While our study presents trials of veterans with PTSD, we believe that
it is the starting the push of alternative treatments for all mental disorders.
Smith (2017) provides hope; when participants are given the opportunity to choose an
alternative verdict for a veteran on trial, such as treatment, they will often choose it. Despite
there being a guilt bias when guilty and not guilty verdicts are the only choices, it is lessened
when an alternative verdict is among the choices. Our study is a partial replication and
extension of Smith (2017), so we hypothesized that we would have the same outcome of
treatment being chosen. We decided to once again present the options of guilty, not guilty,
and treatment. However, we expanded upon this by creating three different charges that a
participant could be shown where a veteran with PTSD is on trial. We hypothesized that while
treatment would be chosen often, participants would choose guilty more as crimes became
more severe. We also introduced a scale to measure certainty of a verdict. Our hypothesis for
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certainty was that verdicts would differ in certainty. Jurors may be more confident in their
verdict for a more severe case because there is less grey area between a fight and holding
someone at gunpoint, so we hypothesized there would also be a difference in certainty of a
verdict between the charges with certainty increasing with crime severity. While this
experiment was done with a male veteran, we conducted another experiment with the same
survey with the only difference being that it was a female veteran on trial. We did this to
compare how the two sexes are treated with all other factors the same.
Experiment One: Male Veteran with PTSD on Trial
Our main prediction was that participants would be more likely to choose a treatment
option when presented, although a guilty verdict would be more likely to be chosen when the
crime became more severe. Because of the respect seen for veterans, where around 64% of
the public claims veterans are looked up to, we predicted that a treatment option would be
the most commonly chosen verdict overall (Parker et al., 2019). The veteran’s diagnosed
mental disorder is stated to come directly from their service, so we hypothesized that this
would result in the treatment decision. By finding out the likelihood of jurors choosing a
treatment option, we can begin to expand on what treatment could and should entail. From
there, we may be able to start the journey of the introduction of the treatment option in the
justice system for those particular crimes, even if it begins as just an extra option for
veterans with PTSD.
Method
Stimuli
We created three vignettes that depicted situations where a veteran was being
charged with a crime. The first crime was a DUI. Participants read a scene where veteran
Michael Wilson had been drinking at a diner. The veteran had been pulled over in the evening
due to going 15 mph under the speed limit and swerving across lanes. The veteran failed two
field tests and had a 0.1% Blood Alcohol Content, which exceeds the legal limit of under 0.08%
BAC. In this vignette, there were two interviews with witnesses at the diner. The veteran
claimed he had only had two drinks, but a waitress said he ordered four to five beers without
food in an hour before leaving. A customer at the diner claimed they saw the veteran stumble
a bit but did not know how much the veteran had to drink. Both witnesses said the veteran
was quiet and not disturbing anybody while at the diner. The participant was also presented
with a defense of the veteran. In it, the defense said that the veteran was having a bad day,
and due to PTSD from serving the war, his bad days are worse than other people, and drinking
helps to get through the day. The defense claims that the veteran needs assistance, not to be
sentenced to prison.
The second scenario that a participant could have been presented with was an assault
with a previous DUI on the veteran’s record. The situation describes that two male customers
of an establishment got into a fight in the parking lot. Camera footage showed that the
veteran had pulled the other customer outside and hit first, resulting in the two fighting until
witnesses were able to pull them away. Four interviews of witnesses were collected. One was
by the assaulted customer, who claimed the veteran was making rude comments to the
bartender, so the customer told them to stop. The veteran then pulled the customer outside
and started attacking them. The veteran presented a testimony. He said he was drinking and
not doing anything, but another customer told them to leave the bartender alone. The
veteran claimed that the customer followed him into the parking lot and jumped him, so the
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veteran was fighting back. The bartender gave a report as well, saying the veteran was
making rude comments but was trying to ignore it. The bartender said that another customer
was telling the veteran to stop, but the veteran pulled the other customer outside. The final
report was by EMS, who announced the veteran had a fractured rib. The other customer had a
broken nose, two fractured ribs, and a concussion. Participants then read the defense
statement, which claimed the veteran was struggling with PTSD. The defense stated that
PTSD can present itself in irritability, and since the veteran was struggling so much, he
needed help as prison would only make the mental health of the veteran worse.
The third charge a participant could potentially be presented with was a standoff
with a previous DUI and assault. In this scene, a call was made to dispatch about a tenant
hearing yelling in the apartment above them. The police arrived at the upstairs apartment,
and the veteran was pointing a gun in the direction of the resident, who was sitting and had
been eating dinner. Both the veteran and the victim were calm. The veteran was safely taken
into custody. Participants were then presented with three testimonies. The first testimony
was of the victim, who had heard a knock on the door but did not answer it. The victim
claimed the veteran used a crowbar to open the door and pointed a gun at him when he
started yelling for help. The victim claimed the veteran threatened to shoot him if he did not
give the veteran all his cash. The next testimony was from the veteran. The veteran stated he
knew he should not have done it, and he just needed money to pay for bills. The veteran
claimed he would not have shot the victim and would have returned the money once he was
financially stable. The third testimony was from the downstairs neighbor. The neighbor stated
they heard the upstairs resident crying for help and a loud noise, so they called the police.
The participants were also presented with the defense statement, which stated that the act
was a cry for help due to the veteran suffering from severe PTSD and its symptoms.
Procedure
Each participant, after reading the vignette, was then prompted to render a verdict
based on the testimonies and descriptions of what had happened. The participants were given
the choice to choose ‘guilty’, ‘not guilty’, or ‘send to treatment’ (diverted). If a participant
chose ‘guilty’ or ‘send to treatment’, they were asked how long the veteran should be in
prison or treatment, from 1 year to 20 years. After a verdict was chosen, participants were
asked how certain they were of their verdict on a scale of 0 to 100%. Some answers to the
questions about certainty and the number of years for treatment were deemed incomplete or
unclear. These data were removed from the analysis of the results.
Distribution
For distribution, we created a survey using the Qualtrics XM Platform. This first experiment
with a male veteran on trial was performed on the January/February 2020 version of the site
(Qualtrics Copyright© 2021, Provo, UT, USA). The data was collected before the COVID-19
crisis reached the United States. The vignettes were randomized so that a participant would
only see one of the above vignettes when they participated in the study.
Participants
We used Amazon’s Mturk and Columbus State University’s SONA system to collect
participants. Mturk participants had the opportunity to receive 50 cents as compensation.
Columbus State University students were eligible to receive credit towards a course. The
recruitment rate of the SONA system was low, so most participants were Mturk users. For
demographics, we asked participants to input their age, race, gender, religious identity, and
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if they had any previous military experience. Due to low diversity, we did not include these in
our analysis. We were able to collect a total of 207 participants for this experiment.
However, due to missing information or incoherent answers, 9 participants were removed to
leave a total of 198 participants in the results.
Results
The first hypothesis we tested was if there is an overall difference in verdicts based on
the charge. Our prediction was that there would be a difference, with guilty verdicts
increasing with severity of a crime. A chi-square test was used to test the relationship. The
categories are labeled with the verdict decision as columns and the charge a participant was
shown as rows. For verdict, ‘guilty’ was re-coded to be 1, ‘not guilty’ was recoded to be 2,
and ‘send to treatment’ was recoded to be 3. For charges, the DUI is coded as 1, the assault
is coded as 2, and the standoff is coded as 3. Each cell represents the number of participants
who chose that specific verdict in that specific charge. For example, the cell for 1,1 has a
31in the cell. This means that 31 participants chose the guilty verdict when presented with
the DUI charge. There was no significant relationship detected, X2 (4, N = 198) = 5.368, p =
0.252 (Table 1).We also hypothesized that treatment (3) would be the most chosen verdict
overall, but the guilty verdict (1) was chosen over twice as much compared to the treatment
verdict (111 vs 47).

Table 1
Contingency Table of Verdicts (Columns) and Charges (Rows); Chi-Squared Test

Note: For verdict chosen, 1 is guilty, 2 is not guilty, and 3 is treatment. For the charges, 1 is
the DUI, 2 is the assault, and 3 is the standoff.
*p=0.252

Our next hypothesis was that there would be a difference in certainty between the
verdict a participant chose and the charge they were shown. The average certainty for a
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guilty verdict was 72.06%, the average for a not guilty verdict was 62.18%, and the average
for a treatment verdict was 80.13% (Table 2). Looking at the descriptive statistics, there did
not seem to be a trend or pattern. We used a Pearson product-moment correlation test to
determine if there was a relationship between a participant’s certainty and the verdict they
chose (Table 3). There was no overall significant correlation identified based on face validity,
r = 0.113, n = 191, p = 0.120.

Table 2
Descriptive Statistics for Participant Certainties of each Verdict

Note: The verdicts are numbered 1 for guilty, 2 for not guilty, and 3 for treatment. There is a
nearly 20% difference between the means of not guilty and treatment.

Table 3
Pearson-Product Moment Correlation for Verdict and Certainty

Note: No correlation was found between the verdict a participant chose and the certainty in
their decision
*p = 0.120
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We used the same Pearson product-moment correlation test to determine if there was
a relationship between verdict certainty and the charge a participant was presented with.
We hypothesized that the certainty of a verdict would differ between the vignettes a
participant was shown. The average certainty for a verdict in the DUI charge was 66.10%, for
the assault charge the average was 74.75%, and for the standoff charge the average certainty
was 74.62% (Table 4). The Pearson product-moment correlation determined that there is a
statistically significant difference in certainty between charges (Table 5; r = 0.175, n = 191, p
= 0.016). The effect comes from the average certainty in the DUI charge differing from the
two other charges.

Table 4
Descriptive Statistics for Participant Certainty of Verdict for Each Charge

Note: The charges are numbered 1 for the DUI, 2 for the Assault, and 3 for the Standoff. The
Assault and Standoff certainties are less than 1% apart. The DUI certainty is ~8% lower.

Table 5
Pearson Product-Moment Correlation of Certainty and Charge

Note: A correlation was found between how certain a participant was in their verdict and
what charge they had been asked to provide a verdict for.
*p = 0.016
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Discussion
Although we did not find a relationship between verdicts based on charge (X2 (4, N =
198) = 5.368, p = 0.252), this is still an interesting finding. This is different from the bias
shown toward treatment described by Smith (2017), which we were partially replicating. By
there not being a difference in verdicts, it appears that participants have viewed the charges
as being at least mostly matching severity. Perhaps if we had used different crimes, there
would have been a broader difference in verdicts along the spectrum.
There was also no correlation between certainty and verdict (r = 0.113, n = 191, p =
0.120). This surprised us as we had hypothesized that there would be some kind of difference
between the three verdicts. In hindsight, it does make sense, though. If a participant was less
certain in their verdict than other verdicts, they would have chosen the verdict they would be
most confident in.
We found a relationship between the charge a participant was shown and the certainty
of a participant’s verdict ( r = 0.175, n = 191, p = 0.016). This supported our hypothesis.
However, there did not appear to be a clear pattern in the certainty based on the hypothesis.
The average certainty for the DUI charge was 66%, and both the assault and standoff charges
had almost the exact same averages at nearly 76% certainty. While there is an increase, we
had thought it would be an increasing pattern through all three verdicts. Instead, the DUI had
a statistically lower verdict certainty. This is interesting as it may suggest that jurors are not
as certain in their verdicts when deciding on lower severity crimes. We believe that the lower
certainty may be showing conflicting thoughts present in a juror. In this case, perhaps the
participants do believe the veteran is guilty of drinking while driving, but they may see the
situation as not being entirely the veteran’s fault due to their PTSD diagnosis. If that is the
case, then there may be sympathy toward the veteran and giving information on an
alternative verdict, such as treatment, could result in the veteran getting help early on
before the progression in severity occurs. As a result, it is possible that more traumas would
be avoided than if they had been found guilty, which would push the veteran into the trauma
and incarceration cycle mentioned above (Deveaux, 2013).
Experiment Two: Female Veteran with PTSD on Trial
Our second experiment collected data using the same method, except it had a female
veteran on trial. We hypothesized that the difference in sentencing often seen between men
and women would be found in this version of the study (Sarniker et al., 2007). Sarniker et al.
(2007) illustrates that there is a bias shown toward female offenders where they receive
lighter sentences for the same crime compared to their male counterparts. It is also possible
that participants may view female veterans as different compared to female civilians.
Veterans are often seen as tougher and more desensitized than the average civilian due to the
conditioning received in training (Grossman, 2009). By contrasting this view with the implicit
bias towards females seen in non-veteran trials, we hypothesized that there would be more
verdicts in favor of treatment than in the male trial. We expected participants to view the
defendant more leniently due to the veteran being a woman who had gone through tough
trials rather than a man, who would stereotypically be expected to ‘get over it’ more easily.
We held the same hypothesis for the second experiment as was used in the first experiment
where there would be a difference in verdicts based on the charge presented to a participant.
We also hypothesized that there would be a difference in certainty based on verdict and
charge, which are the same hypotheses presented in the first experiment.
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Method
Stimuli
The vignettes from the male veteran experiment were also used to collect data in the
female veteran experiment. However, instead of the veteran named Michael Wilson on trial,
it was a veteran named Michaela Wilson. The only other difference in the survey was that the
assault was between two women instead of two men as in the male veteran study
Distribution
For distribution, we created a new survey using the Qualtrics XM Platform. This second
experiment with a female veteran on trial was performed on the February/March 2021 version
of the site (Qualtrics Copyright© 2021, Provo, UT, USA). The vignettes were randomized so
that a participant would only see one of the above vignettes when they participated in the
study.
Participants
We initially used Columbus State University’s SONA system to collect participants.
Columbus State University students were eligible to receive credit towards a course. The
COVID-19 pandemic was still affecting university life. Classes at the time were mostly online.
Students had not received much information on the SONA system opportunities as most
projects have been place on hold due to restricted campus access. As a result, the
recruitment rate of the SONA system was extremely low, so we made the decision to open the
survey up to a convenience sample using social media distribution. For demographics, we
asked participants to input their age, race, gender, religious identity, and if they had any
previous military experience. Due to low diversity, we did not include these in our analysis.
We had a total of 186 participants complete the survey. Due to incoherent or missing
information, we excluded 8 participants, meaning we used 178 participants for the analysis.

Results
The first hypothesis we tested for was if there is an overall difference in verdicts
based on the charge. Our prediction was that there would be a difference. A chi-square test
was used to test the relationship. The categories are labeled with the verdict decision as
columns and the charge a participant was shown as rows. For verdict, ‘guilty’ was re-coded to
be 1, ‘not guilty’ was recoded to be 2, and ‘send to treatment’ was recoded to be 3. For
charges, the DUI is coded as 1, the assault is coded as 2, and the standoff is coded as 3 (Table
6). The chi-square test determined that there was a statistically significant difference in
verdicts based on what charge a participant was shown, X2 (4, N = 178) = 14.31, p = 0.006. We
also hypothesized that treatment (3) would be the most chosen verdict overall. The
contingency tables support our statement by showing that treatment (3) was chosen more
than guilty (1) and not guilty (2).
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Table 6
Contingency Table for Verdict and Charge; Chi-Squared Test

Note: The verdicts (columns) are labeled 1 for guilty, 2 for not guilty, and 3 for treatment.
The charges (rows) are labeled 1 for DUI, 2 for assault, and 3 for standoff. A significant
relationship was found between the charge a participant was shown and the verdict they
were shown.
*p = 0.006
The next hypothesis was that there would be a difference in certainty between the
verdicts a participant chose. The average certainty of a guilty verdict was 81.13%, the
average for not guilty was 83.36%, and the average for treatment was 76.87% (Table 7). We
used a Pearson product-moment correlation coefficient to determine if there was a
relationship between a participant’s certainty and the verdict they chose (Table 7). There
was not a strong correlation (r = -0.11, n = 178, p = 0.157).

Table 7
Descriptive Statistics for the Certainty of Verdicts Separated by Verdict Chosen

Note: The participants’ average certainty is separated by verdict. The verdicts are labled 1
for guilty, 2 for not guilty, and 3 for treatment.
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Table 8
Pearson Product-Moment Correlation for Verdict and Certainty

Note: There was not a significant correlation found between a participant’s verdict and their
certainty in the verdict.
*p = 0.157

We used the same Pearson product-moment correlation test to determine if there was
a relationship between certainty and the charge a participant was presented with. We
hypothesized that the certainty of a verdict would differ between the vignettes a participant
was shown. The average certainty for a verdict in the DUI charge was 80.66%, for the assault
charge the average was 79.36%, and for the standoff charge the average certainty was 77.31%
(Table 9). The Pearson product-moment correlation test determined that there was no
relationship between certainty of verdict and the charge shown (r = -0.07, n = 198, p = 0.350)
(Table 10).

Table 9
Descriptive Statistics for Certainty Separated by the Charge a Participant was Shown

Note: The participants’ average certainty is separated by the charge the participant was
shown. The charges are labeled 1 for DUI, 2 for assault, and 3 for standoff.
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Table 10
Pearson Product-Moment Correlation for the Charge a Participant was Shown and the
Certainty of Their Verdict

Note: There was not a significant correlation found between the charge a participant was
shown and how certain they were in their verdict.
*p = 0.350

Discussion
There was a relationship between what verdict a participant chose and the charge
they had been presented, which supported our first hypothesis (X2 (4, N = 178) = 14.31, p =
0.006). The treatment verdict was chosen more than the guilty verdict and not guilty verdict
combined with a total of 91 of all verdicts chosen being for treatment. This comes out to be
around 51% of the all the verdicts chosen being for treatment. The bias toward treatment in
the female veteran experiment is the same result that was achieved by Smith (2017). This
bias shows the potential in offering alternative verdicts. The willingness of jurors to choose
treatment is there. Our study not only illustrates that people are willing to give alternative
verdicts a chance, but that they think it could be a better solution than putting the veteran in
prison.
Experiment 1 vs Experiment 2
After gathering all the data for both experiments, we wanted to know if participants’
decisions statistically differ when the only variable changed was the gender of the veteran
with PTSD on trial. In Sarniker et al. (2007), there is a bias shown toward female offenders in
the criminal justice system. There was a trend of the females receiving lighter sentences or
even being determined ‘not guilty’ when compared to their male counterparts who
committed the same crimes. Therefore, we hypothesized that participants would be more
lenient and choose the ‘treatment’ verdict more often for the female veteran than the male
veteran. We also hypothesized there would be a difference in overall certainty of verdict
between the male and female veteran experiments due to the data collected.
We hypothesized that there would be a significant difference in overall verdicts
chosen between the male and female veteran. For the female veteran, 91 of 178 (~51%)
verdicts chosen were for treatment compared to the 47 of 198 (~24%) verdicts for the male
veteran (Table 11). This shows that when presented with a veteran with all other variables
the same, the female veteran was over twice as likely to receive treatment. The female
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veteran received 76 (~43% of all verdicts chosen) total guilty verdicts while the male veteran
received 111 (~56%). A chi-square test of independence shows that there was a relationship
between the verdict a participant chose and the sex of the veteran on trial X2 (2, N = 376 ) =
36.108, p < 0.001.

Table 11
Contingency Table for Participants’ Verdict When Shown a Female Veteran or a Male
Veteran; Chi-Squared Test
Note: The verdicts (columns) are labeled 1 for guilty, 2 for not guilty, and 3 for treatment.

The veteran sex (rows) is labeled 1 for male and 2 for female.

Our second hypothesis was that there was an interaction between charge and the sex
of a veteran on trial which would affect the verdict a participant chose. For example, perhaps
a male veteran charged with the standoff would be more likely to get a guilty verdict than a
female veteran on trial for a DUI due to the combination of sex and charge. A chi-squared test
showed there was a significant relationship between verdict and the interaction of veteran
sex and charge shown, X2 (10, N = 376 ) = 52.01, p < 0.001 (Table 12).
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Table 12
Contingency Table for Verdicts when a Male or Female Veteran is on trial*Charge Shown; ChiSquared Test
Note: Interaction_Term (columns) refers to the sex of the veteran and the charge a

participant was shown. They are labeled 1 for a male veteran on trial for the DUI, 2 for a
male veteran on trial for the assault, 3 for a male veteran on trial for the standoff, 4 for a
female veteran on trial for the DUI, 5 for a female veteran on trial for the assault, and 6 for a
female veteran on trial for the standoff. The verdicts are labeled 1 for guilty, 2 for not guilty,
and 3 for treatment.
Discussion
In the comparison of results between the sexes, the bias towards female offenders is
blatantly present. She received twice as many treatment verdicts overall than her male
counterpart. The male veteran, on the other hand, had guilty verdicts accounting for 56% of
all verdicts. The disparity seen here could be indicating that participants see a female
veteran with PTSD as being more likely to benefit from treatment than a male veteran with
PTSD when all other variables are the same. It is also possible that participants saw prison as
being ‘too harsh’ for a female while seeing it as the best choice for a male. The next step
would be discovering a way to get participants to see treatment as the best option for men as
well as women.
While participants chose treatment less for the male veteran, it was still chosen. This
gives us hope that people want the option of an alternative verdict. It is likely that people do
not see every situation as guilty or not guilty, prison or no prison, locked up or living free.
There are cases where neither verdict seems right, and due to guilt bias, jurors choose the
guilty verdict (Smith 2017).
Limitations
This study, based on collected demographics, had a majority of White participants.
With a disproportionate amount of people of color in prison, the views of minorities could be
vastly different compared to the predominately White sample size we received. It is possible
that a larger sample for both the male veteran and female veteran parts of the study could
make the study more accurate in representing the choices of a jury. The total participants for
each study were split into three groups based on the vignette they received. For the male
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study, this resulted in around 66 people per vignette, while the female veteran received an
average of 60 participants per vignette. By having a larger sample, it is possible that an effect
could be found that is not strong enough without a certain number of people.
Implications
The noticeable difference in how participants chose guilty as crimes became more
severe is important to note because it may show that participants become less lenient toward
mental illness as it starts to become more severe, which is perhaps the most important time
to get help for those suffering. Sending somebody with a mental illness to prison may make it
worse, resulting in a progression of severity in crimes when they are released, as illustrated in
this study. This is true for not just PTSD, but for other mental illnesses as well. With around
15-20% of those incarcerated diagnosed with a severe mental illness (Treatment Advocacy
Center), we should be looking for ways to reduce the likelihood of imprisoning people who
need mental health resources.
We also would like to find ways to help jurors feel more certain in their verdict. The
more frequent use of expert witnesses could possibly assist in this. These expert witnesses
should provide more information on the intricacies of specific cases, such as a psychologist
discussing mental health. With more information, jurors could not only make a more educated
verdict, but they may also be more confident in their decision due to better understanding a
case.
Future Directions
While people did choose ‘send to treatment’, it was not too different from the ‘not
guilty’ verdict. In future studies, we could explain more of what the hypothetical treatment
entails. This may help participants to understand the helpful effects of treatment. This gives
us hope that if we do explain the benefits of treatment, people may become more certain in
their decision to send a person to treatment. We do not believe the inclusion of information
about treatment would drastically sway verdict choices because people who did not choose
the treatment option chose a different verdict despite the variety of treatments that could be
used.
We would also include number slider for participants to use when choosing the number
of years a veteran should be in treatment or in prison. Many non-numerical comments were
made, such as “as long as it takes” and “until the doctor says it is ok”. These types of
answers were numerous to the point of not being able to get an adequate understanding of
how many years for treatment or prison the participants supported for prison or treatment.
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ABSTRACT
Theatre teachers are often expected to start a new job knowing everything and anything
that would involve starting or continuing the work of a successful theatre program at a school.
However, when no two theatre programs are created equal and with there being a number of
different variables that can go into maintaining a theatre program, it is difficult to accomplish
when there is no actual guide for teachers. In order to create a resource for those new theatre
teachers to use or look to for guidance, a series of questions were created based on past
research over theatre in high schools, student-teacher relationships, and parent-teacher
relationships. These questions were asked in a series of interviews conducted with current and
former practicing teachers who had all gone through Columbus State University’s Theatre
Education program. Their responses were compiled in a fashion to create a list of tips that
could be useful for new theatre teachers as they begin to take on the role of running a theatre
program for the first time.
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Introduction
One thing that has been made perfectly clear during my time as a theatre education
student is that you can never have enough resources. Anything that you could possibly get your
hands on, be it another play, a lesson plan, a theatre game, anything you could possibly use in
the classroom or rehearsal, you can put it in your own arsenal of materials to pull from
whenever you need it. However, no matter what materials one accrues, there are always
moments where as teachers, we can feel unprepared, and there is no such thing as “too many
resources.”
A book that new teachers of all subjects are encouraged to read is called The First Days
of School: How to Be an Effective Teacher by Harry Wong and Rosemary T. Wong. This book
went into detail about skills, procedures, and tips that any new teacher would need as they
prepare for teaching. As useful as this resource is, it would be beneficial for a new theatre
teacher to have such a resource to assist them through their transition period into being theatre
director. While there are books out there to help prepare teachers for what is to come in a
traditional classroom setting, new theatre teachers may face unique challenges.
When going into a new school for a theatre teaching position, you really don’t know
what you are going to be met with when you are walking into the school on your first day. You
may be expecting the physical environment that you’ve been used to for the past few years at
your college or university: a fully outfitted auditorium with more than 300 seats and a balcony,
a state-of-the-art lighting and sound system, a counterweight fly system, a 50-foot stage
accompanied by an orchestra pit, a series of catwalks with over 100 lighting instruments to use,
and a lot of other features that you learned how to use while working towards your degree.
While this could be what you’re hoping for, you can be met with a school that doesn’t even
have an auditorium, with all productions being held in the cafeteria. You may not have a sound
or lighting system; you may have a couple of light trees and speakers plugged into an outdated
laptop. Needless to say, any school situation can be extremely different compared to what you
are used to and what you may expecting, and no two schools are going to be equal when it
comes to how their theatre programs have been run. A program director may have substantial
autonomy to run the school’s theatre program as (s)he sees fit, be very involved with
productions, taking their students to every competition, every field trip, and every possible
convention. On the contrary, a program director may not be able to do a thing without the sayso of the school administration, may be able to do only one show a year, or they have to get
other faculty involved or else they will be indefinitely understaffed. The variables in what a
school theatre program can be unending and can be daunting to a new theatre teacher.
The goal for this thesis is to serve as a guide to help new theatre teachers as they begin
their time as teachers, similarly to The First Days of School. I came up with a list of topics that,
in my view as a theatre education student, a theatre teacher should always keep in mind, such
as selecting shows, interacting with students, parents, other faculty members, and
administrators, and creating curriculum. From this list of what a theatre teacher should keep
in mind and research on high school theatre programs, I created a series of specific interview
questions and reached out to a number of current or former practicing theatre teachers who
have some ties to Columbus State University, such as having graduated from the program or
working in affiliation with the university. I was able to reach six such professionals and interview
them to document their experiences as well as advice that they would give to any new theatre
teacher. Additional research that was conducted was meant to document the importance of
arts in education, the importance of arts for students, statistics of how theatre has changed in

2
American schools over the years from several different studies, teacher-student relationships,
and parent-teacher relationships. The findings from the interviews as well as the findings from
the research that was conducted will be found in the thesis in hopes of proving useful to future
theatre teachers as they prepare to begin their work in schools

The Importance of the Arts in Education for Students – Appendix 1
For many teachers who work in the Fine Arts, be it visual arts, music, dance, or theatre,
we know what the importance of the arts in education means for students in schools. That
sentiment isn’t always shared with the administration of many schools, a point that will be
highlighted later in the thesis. For teachers who may need assistance in convincing their
administrators or fellow faculty members about the importance of the arts in education, see
Appendix 1

The Importance of Theatre for Maturing and Growing Students – Appendix 2
In addition to how theatre teachers are aware of the impact that the arts as a whole
may have on students, we are even better suited to discuss how theatre in schools can benefit
the students. In order to further the point to any skeptical administration who are fine with the
visual arts and music, but not theatre, see Appendix 2.

Statistics on High School Theatre Programs:
Findings from the 1950s, 1970s, 1990s, and 2010s
Upon forming my proposal for this thesis, prior background information was required to
gain a better understanding of theatre in high schools. With that being said, some initial findings
were from a survey from 1991 that was sponsored by the Educational Theatre Association
(EdTA), a nonprofit organization that was founded in 1929 and has since been dedicated to the
goal of keeping theatre in schools. The 1991 survey that was led by Kent Seidel was constructed
based on an earlier survey that took place in 1970 that was led by Joseph Peluso. EdTA later
sponsored another survey that took place in 2012 and was led by Matt Omasta that used data
from both Seidel and Peluso to form its questions in order to see how much theatre had grown,
much like the Seidel survey in comparison to the Peluso survey. A number of the interview
questions were based on these two surveys. Upon doing more research, another survey was
found that took place in 1951, led by Opal Wigner Boffo.
Boffo’s Study – 1951
Beginning with the 1951 study that was led by Boffo, 367 different school theatre
directors were assessed and were asked questions that pertained to their qualifications as
program directors. These areas included their academic training, the degrees that they held,
the amount of teaching experience they had, and the amount of theatre experience they had.
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They were asked about responsibilities that they held as a program director which could include
the number of subjects or classes that they taught and any extracurricular activities that they
were involved in. Finally they were asked about the effectiveness of their dramatic programs,
including such factors as the amount of time that they devoted to theatre, the number and
function of different theatre societies that they were involved in, the participation within
competitions or festivals, the numbers and types of plays that were produced, if students
received recognition, the student participation rates, the budget rates, the theatre equipment
that was available, and finally what values the directors believed could be gained from
participating in theatre (Boffo 119). These are the summarized findings from that study:
•
•
•

•

•
•

•

•
•

•
•

Teachers held degrees that ranged from Bachelor of Arts, Master’s degrees, and
Doctorates. Of the reporting teachers, 85% held a major or minor in English (Boffo 120).
Teachers who responded to the survey had experience that ranged from less than one
year to upwards of 40 years of teaching experience (Boffo 120).
Some teachers reported having to teach additional classes aside from their theatre class.
This totaled to forty-three different classes that the teachers taught, 72% taught
English, 68% taught speech courses, 16% only taught theatre classes. There was an
unreported percentage of teachers who also taught Latin, PE, and Math (Boffo 120).
Of the teachers who responded, only 22% were members of organizations that were
devoted to furthering theatre or education. Several of those organizations were
American Educational Theatre Association, Northeastern Ohio Dramatic Teachers
Association, Pi Kappa Delta, Alpha Psi, Omega, and National Thespians (Boffo 120).
Reported theatre teachers had experience in acting and directing, along with
participating in dramatic readings, writing radio scripts, lectures, and participated in
radio broadcasting (Boffo 120).
At the time of the survey, several school administrators felt that theatre was only an
extracurricular activity that did not need to take place during the school day. This was
backed by 59% of responding directors had no school time during the school day to work
on productions, 10% of teachers had one class period, and only five teachers had two
class periods (Boffo 121).
Of the 28% of schools that reported having theatre organizations, twenty-three schools
had one club, ten schools had two clubs, and four schools even had three clubs. Two of
the schools that had a theatre club/organization weren’t even using their club to
produce shows but used it to teach and train students in different theatre skills (Boffo
121).
Less than 50% of the schools who responded to the survey granted awards for
participation in theatre, many of the awards being related to acting, while only one
school reported granting an award for technical theatre (Boffo 121).
It was found that 82% of the schools reported a lack of participation, the lack of
participation was believed to be linked to the lack of time that was granted to theatre
during the school day, the lack of tradition to participate in theatre, the limited number
of male students who were interested in participating, and the consistent
overshadowing from athletics, forensics, and music (Boffo 122).
Schools produced, on average, two three-act plays, and one one-act play. Six of the
reporting schools produced operettas, three schools performed radio plays, and one
school produced a civic pageant (Boffo 122)
Eighty-seven directors reported that they had no budget to work with, which left them
to spend their own money, amounts ranging from $15 to $1600 a year. The yearly budget
on average was about $264.31 (Boffo 123).
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The report stated that 69% of reporting schools stated that they had space that consisted
of a combined gym-auditorium for them to produce shows; 26% had a separate theatre,
while two schools had both. The survey reported that 50% of the responding directors
were pleased with the spaces that they had, however they did note that the equipment
that was available to them was out of date (Boffo 123).
At the conclusion of the survey, a list was compiled of what these teachers believed was
important and what needed to be improved upon: more time devoted to putting on theatrical
productions; improved facilities; more experienced directors; more money; more participation
in theatre programs; better coordinated drama programs; improved administration and faculty
support; additional drama courses in curriculum; believing a play is more than just a way to
raise money; a reduction of teaching loads, recognition of drama being on the same level of
other activities; careful play selection; hiring a technical assistant; and formation of a dramatic
society.
Peluso’s Study – 1970
Peluso begins his report by stating that high school theatre is an experience that allows
students the chance to be exposed to the dramatic arts, but it is something that too few
American high schoolers have gotten the chance to do. He wanted his study to aid theatre
teachers so that his findings could help them evaluate what issues they may be having and be
able to not only fix them but be able to create a more effective theatre program (Peluso 3).
This survey was meant to record data over a large group of schools, and as such, 1,352 schools
were sent questionnaires to complete, and Peluso took the data and compiled it into his report.
The findings are as follows:
•
•
•
•
•

•

•

It was found that the average theatre teacher had less than twelve undergrad college
credits that were theatre classes, and those classes were predicted to have focused on
theatre history and literature rather than theatre skills (Peluso 15).
The report stated 24.4% of theatre teachers had to teach other courses, while 26.4%
didn’t teach any theatre related courses (Peluso 15).
When considering how much theatrical experience the average theatre teacher had, it
was found that many directors had participated in theatre in college as either an actor,
director, or technician (Peluso 16).
In terms of how the average theatre teacher was certified, only 31.7% were certified to
teach just theatre, whereas many theatre teachers, 77.7% were certified to teach
English (Peluso 16).
At the time of this survey being taken, it was more than likely to find a theatre teacher
who had graduated college with a degree in English rather than theatre, unless that
teacher had a master’s degree, then it was probable that their masters would be in
theatre (Peluso 17).
It was believed that of the theatre teachers who reported findings to the survey, that
they believed that theatre, much like the administrators, was a place for students to
better understand themselves, but did not believe that theatre in schools was important
enough to devote time to where students can develop their skills when it came to
practicing theatre (Peluso 24).
The average principal believed that co-curricular activities such as music or PE were
more important than other Fine Arts activities such as visual arts, debate, and creative
writing courses (Peluso 12).
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•
•
•

•

•
•

According to the study, the average principals rated theatre close to the bottom of a
list of curricular activities that could be offered at school. Activities that ranked higher
included PE, music, visual arts, and speech. The one activity that was rated lower than
theatre was radio-TV/film (Peluso 14)
It was found that the average high school performed a musical, a full-length play, and
one-act play each year, 92.2% of reporting schools saying that they put on one or more
productions each year (Peluso 12).
Of the schools who gave their answers, 62.7% reported that they did have a drama club
or production club at their school, but it was found that there was no specific course in
theatre (Peluso 12).
It was explained that there were issues pertaining to an overcrowded curriculum,
limitations in the budget, and teachers being unavailable to teach theatre courses. It
was found, however, that there were those who believed that there was little value of
having a theatre course or believed that theatre wasn’t an appropriate subject for high
school curriculum (Peluso 14).
It was noted that when it came to play selection, that the royalties were often the
determining factor when it came to choosing what show to produce, this coupled with
the fact that the budget for a program ranged from $150 to $300, and any profit that
was made usually made its way back into the theatre program (Peluso 18-19).
It was found that the facilities that theatre teachers had would usually include a
standard classroom, but any stage they would have had would have been in a combined
auditorium and cafeteria space with limited staging equipment (Peluso 22).
It was found that the administration and the student body were likely to assist in helping
the program flourish much more than the other members of the faculty and general
members of the community outside of schools (Peluso 23).

Seidel’s Survey – 1991
Upon beginning this survey, which was funded by EdTA in 1991, it was clearly stated the
questions that were included were based on those that were created for Peluso’s survey that
was held twenty-one years prior. The purpose of the survey was to see just how much high
schools had changed in terms of hosting theatre classes and programs, as well as to see how
the teachers might have changed. The findings are as follows:
•
•
•
•
•

It was found that 90% of high schools in the United States offered students either theatre
productions, classes, or both (Seidel 1).
In terms of what Seidel found in his survey, upon looking closer, 88% of high schools had
theatre activities that took place, but there were only 59% of those 88% of reporting
schools that offered both opportunities to their students (Seidel 1).
The report stated that the school district would often leave it up to the school or teacher
to formulate their program, leaving no specific guidelines for the teachers to follow.
Only 26% of schools had some form of guidelines that covered grades K-12 (Seidel 4).
Principals would praise theatre and the students who participated, but not understand
the overarching value that theatre held for students who were not directly involved
(Seidel 1).
Two-thirds of the teachers had taken part in the survey had mentioned that the
administration from their schools would come to the productions “most of the time” but
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•

•

•

•
•

•

•

•
•
•

•

there was still around 29% of the teachers who reported that they only see their
administrators come to shows “sometimes” (Seidel 5).
When reporting on how parents would interact with the program, there were reports of
how parents would “rarely” help with the key components of running the program, such
as helping with the production process, fundraising, and offering monetary support
(Seidel 5).
Theatre teachers did not get a lot of support from the faculty, 47% of the reporting
teachers said they had no help from the faculty, where the other half reported receiving
a little help, and that help averaged to about two teachers who would volunteer their
time to assist (Seidel 6).
It was reported that theatre teachers would pick shows that would have content that
covered subjects and social issues, such subjects that were included but were not
limited to drug and alcohol abuse, multicultural issues, teen suicide, sexual identity,
divorce and single-parent families, teen sexual identity and pregnancy, gang, street,
and family violence, and even abortion and STD’s (Seidel 9).
A typical teacher would put on one full-length dramatic piece, one full-length musical,
and one or two one-act productions (Seidel 10.)
The teacher does have to keep in mind what show they want to produce, and they will
try to keep the same few factors in mind: the number of students in the class, the size
of the cast, the available student talent, the appropriateness of the show’s theme, and
the level of maturity and understanding among the students (Seidel 11).
Half of the theatre teachers in the United States held advanced degrees in theatre, but
an overwhelming number of teachers felt that they were underqualified to teach certain
fields of content that fell under the large umbrella that was theatre, however those
content areas were not named specifically (Seidel 1)
Of the teachers who participated in the survey, 45% reported that they had never
directed a full-length production, 38% had directed between one to ten shows at the
professional level, 35% directed between one to ten shows at the high school level
(Seidel 8).
More than half of the reporting schools didn’t receive any district money, and 34% of
schools didn’t get money from the school budgets (Seidel 5).
There was an average of schools who had only one performance space, compared to the
27% of schools that had two performance spaces (Seidel 12).
The report gave percentages of student’s racial demographics, stating that 78% of
students who participated were white, around 10% were African American, 7% were
Hispanic, 3% were Asian and Pacific Islanders, leaving 0.8% to be represented by Native
Americans and Alaskan Natives (Seidel 3).
It was noted that there was a 4% decrease of theater programs, 11% of theatre programs
offered one or more theatre courses for students to take, 10% decrease in programs
using a multi-use auditorium, 32% increase of programs using a standard theatre space
(Seidel 14).
Omasta’s Survey – 2012

Much like Seidel’s survey, EdTA wanted to host another survey that was formatted
around the two surveys that were held in 1970 and 1991 to see just how theatre in high schools
had changed. The 2012 survey took questions from the two prior surveys to form their own
questions and find data to compare to the two previous surveys. The 2012 survey observed
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theatre curricula in theatre programs, student/parent involvement, faculty training,
employment conditions, performance facilities, production resources and technical elements
that were used, and program finances (Omasta 10). The findings for the 2012 are as follows:
•

•

•

•

•

•

•
•

•

•

When comparing results from 1970 and 1991, 37% of schools in 1970 offered theatre
courses while 63% offered extracurricular activities. In 1991, 68% of the schools offered
theatre courses and 79% offered extracurricular activities. The 2012 survey found that
79% of schools offered theatre courses and 95% offered extracurricular activities
(Omasta 12).
Administrators were asked about how they viewed theatre, and it was found that 38%
believed theatre was very time intensive, 37% believed that theatre was somewhat
expensive, 40% believed that theatre was not very profitable, and 40% believed that
theatre was only somewhat important (Omasta 15-17).
Administrators were asked about what they look for in a theatre teacher when looking
to hire, many administrators chose that a theatre teacher should have a strong interest
to teach theatre, effective overall teaching abilities, but that did not require actual
training in how to teach theatre. Many administrators did not believe that it was
important to have a candidate who had a master’s degree but believed that a theatre
teacher should also have an additional certification to teach a subject other than
theatre (Omasta 18).
When asked about how they viewed theatre productions, there were administrators that
found productions valuable to those who participated. However, just under 5% of
administrators stated that they found productions to not be valuable to groups that were
outside of the theatre production, feeling as if there were no value to the community
outside of the school (Omasta 25).
According to teachers, they believed that the most important qualities for a theatre
teacher to have were the ability to listen to students and guide them, being able to
direct a theatre production, being able to teach a theatre class, being able to design
lights, sound, and set, and finally being able to teach a non-theatre class (Omasta 19).
When administrators were asked the same question, they believed that the most
important skills to have would be the ability to direct productions, being able to guide
students, being able to teach a theatre class, being able to design sets, lights, and
sound, and possess the ability to maintain the school’s performance spaces (Omasta 19).
When asked about parent involvement, 99.8% of teachers reported parents attended
theatre productions, 90% reported parents attended often, 35% reported that parents
never participated in clubs to assist the program (Omasta 25).
Like the 1991 survey, racial demographics of the students who participated in theatre
were taken, according to the results, 61% were white, 17% were Hispanic, 16% were
African American, 3% were Native American/Alaskan Native, 3% were Asian/Pacific
Islander, and only 1% were recorded as two or more unnamed races (Omasta 17).
79% of the reporting schools offered at least one class to their students, many schools
offered courses that were specifically geared towards teaching technical theatre/design
and acting, though there were 14% of reporting schools who offered musical theatre
classes. There were several schools who reported offering courses in directing,
literature/history, playwrighting, stage management, and even theatre management
(Omasta 21).
When asked about students and their exposure to theatre before high school, 29% of the
participating students had access to theatre in middle school, 7% had access to theatre
in elementary school, and 33% of the students actually had no access to theatre until
they reached high school (Omasta 21).
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An omitted question from previous surveys pertained to students who participated in
theatre who also had a disability. According to the survey, 79% of schools reported that
there were students with disabilities that participated in theatre, though no specific
disability was listed (Omasta 22).
When asked about the extracurricular opportunities in theatre that students had the
opportunity to participate in, 85% of teachers offered full length non-musical
productions, 78% offered full length musicals, and 57% offered one-act productions
(Omasta 23).
The survey also reported on the opportunities for student-directed performances, with
35% student-directed one-acts, 26% of student-directors producing student-written
works, and 9% of student-directors producing full length non-musicals (Omasta 23).
Of the reporting teachers, most felt they were well qualified in directing, acting, and
stage management. They did feel, however, that they could have been better trained
in different areas concerning lighting design, sound design, and costume design, while
many reported having no training in areas such as musical direction, film and video, and
choreography (Omasta 20).
When asked about the thought process that went into deciding what shows to produce,
teachers explained that they looked for factors such as: the quality of the script, cast
size, availability of students, and if students were able to understand the content within
the play. They also considered the approval of administration, and the potential that
the play had to teach other (Omasta 23).
Schools spend an average of $7,510.39 on musicals, and $2,701 on full length nonmusicals. When asked about what happened to the income that came from
performances, 6% of teachers reported that funds went to non-theatre activities as
directed by the administration (Omasta 25).
It was found that programs had grown to be more diverse and had begun to focus more
on the art of theatre, but they have turned to invest in more money than in 1970 (Omasta
26).
School Theatre Research Findings

The purpose of learning about the different trends and facts pertaining to high school
theatre throughout the year was to learn more about how theatre was viewed in high school.
Some of these trends included how theatre was negatively viewed in the eyes of the
administration, how the thought process for picking shows to produce went among teachers,
how there were teachers who felt they weren’t well trained in certain content areas of theatre,
how there was a lack of parent and even student participation, among other similarities that
were found within the data. These findings were used to help formulate the questions that
were used in the interviews.

The Interview Process, Questions and Answers

As previously stated, my purpose in this thesis project was to lay the groundwork for a
guidebook for new theatre teachers. As found in the data from the four different surveys that
spanned over fifty years, conditions in high school have changed concerning theatre programing
and respect for the art, but that doesn’t mean that every single school is going to believe that
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theatre is the most important activity they have to offer. The goal was to learn about the
effectiveness of that training in the “real world” of a school theatre program. These
experiences that the practicing theatre teachers could provide would be how they had formed
their programs, what successes they had, what failures they suffered, and how they learned
from them.
I formulated my interview questions based on the research that I had done, as well as
issues that I had seen come up quite commonly during the time spent as a theatre teacher. The
questions were as follows:
1. Were there any obstacles that you ran into throughout your year(s) of teaching theatre,
even before the transition to online learning? If so, what were they?
2. How did you get students interested in taking theatre classes or participating in theatre
activities in your school?
3. How did you plan performances at your school? What did you take into account when
planning what shows you would choose? Musicals, one-acts, straight plays, etc.
4. Did you get parents and faculty involved in theatre? If so, how? What did you have them
do?
5. What are some examples of course work you have created to help reach different kinds
of learners?
6. With the growing use of technology in schools, how do you integrate and utilize
technology in your coursework?
7. What, if anything, were you anxious about when beginning to teach theatre?
8. What advice did you wish someone had told you about teaching theatre?
9. What advice would you give a new theatre teacher?
10. Why do you feel it is important to have theatre in schools? Why is it important for you
to teach it?
In terms of who to interview, it only made sense to talk to those who were familiar with
the curricula that theatre education students at Columbus State University were trained in, so
I chose to make contact with those who had either participated as students of the
undergraduate degree, those who had gone through the master’s program, or both. From a list
that was provided to me, I reached out to 19 different individuals who I could interview for the
thesis, but of those I emailed, only five responded in a timely manner and were willing to meet
for interviews. I met with Shaun Fuller, a teacher from Smiths Station High School in Smiths
Station, Alabama; Michael Tarver, a teacher at Central Gwinnett High School in Lawrenceville,
Georgia; Ariana Perez-Lugones, a teacher at Camden County High School in Kingsland, Georgia;
Melissa Wilks, a teacher at Glenwood Academy in Smiths Station, Alabama; and Heather WillisMcClendon, a teacher at East Samford School in Auburn, Alabama. While she was not on the
original list of teachers that I could reach out to, I was also granted the pleasure of speaking to
Sally Baker, the current Education Director at the Springer Opera House in Columbus, Georgia.
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While I have been a student of Baker myself, I was aware of her background of being a theatre
teacher in a standard classroom before taking up her position at the Springer.
Of the teachers that I spoke to, Tarver was the only teacher who is from a mainly urban
area teaching near the Atlanta area in Georgia, Wilks was the only teacher from a Christian
school that I spoke to, and Willis-McClendon was the only teacher that I spoke to that taught
at a middle school. Every other teacher that I spoke to, aside from Baker, currently teaches at
a high school. A point that should be made is that not every teacher is going to be coming from
a position of just wanting to be a teacher. There are those who are theatre teachers who
weren’t going straight to or planned on being in the standard theatre classroom, some may
have planned to be teaching artists or running education programs in community theatre
programs. There are also those who have originally been actors and have made the switch to
teaching theatre in the classroom, as was the case for Tarver.
Due to COVID-19 restrictions, I met with the teachers through Zoom to interview them about
their experiences. The goal of the interviews was to not only gain information, but also any
practical advice that they would give to any new and upcoming theatre teacher nervous about
stepping into a first job. The answers received are detailed below at some length, for readers
who may find value in hearing from these professionals in their own words. Additional research
is also included to not only prove the claims of the teachers that were interviewed, but to
further the points that they were making.

Were there any obstacles that you ran into throughout your year(s) of teaching theatre,
even before the transition before online learning? If so, what were they?
As any new teacher will state, the first year is always a struggle. When you are expected
to step into unfamiliar territory with only so much information, it is understandable to not be
completely sure of what you are going to come across or really know if you are truly prepared.
According to Perez-Lugones in our interview, someone who I had known when she was a student,
she explained that student teaching, a process that most every would-be teacher will go
through before they are teaching full time, is less about learning how to teach and more about
learning how school really works (Perez-Lugones). Any beginning teacher is going to struggle
with a number of things as they start out, especially a theatre teacher as there are many
logistics that come with inheriting a program or starting one by yourself. Both Wilks and WillisMcClendon gave similar advice, Wilks explaining that timing can be a struggle for any theatre
teacher. You can only have so much time to work, and there is only so much time that the
administration and students are willing to give you to devote to your program. She explained it
this way by stating that new teachers, especially new theatre teachers, need to work so that
they can be valued by their peers and administration (Wilks). A new teacher can only advertise
themselves so much in the interview process, and as we have seen in the research that has
been conducted over the last fifty years, theatre isn’t always as valued as theatre teachers
hope it would be. This point was furthered by Baker who explained that theatre teachers will
be judged more on the quality of production rather than the quality of their teaching, she
described the idea that it isn’t about choosing what will be interesting for students but rather
what the school and community would rather see on the stage (Baker). Willis-McClendon
furthered that a new teacher needs to be prepared by being flexible. She was personally
prepared to teach in a studio setting, in an actual theatre, rather than a classroom. She wasn’t
initially prepared for that, but she was flexible and adapted (Willis-McClendon). Being
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adaptable is a strong trait for any teacher, as we may never know when something that we
have planned for is going to change, especially with the increasing use of technology in
classrooms which has the tendency to work only when it wants to. Baker did say something that
did stick with me and is very true after seeing how community theatre works. She explained
that teaching theatre at the high school level is similar to running a small business, you need
to budget, you need to deliver content, and you are in charge of handling different
organizations (Baker). Considering the thought behind that, it is a very true statement. It is the
job of the theatre teacher to prepare and basically run the theatre program at a high school,
just as a small business owner would for their own company.

How did you get students interested in taking theatre classes or participating in theatre
activities in your school?
Before answering this question, it only seemed appropriate to do some research into the
teacher-student relationship, as without the teacher, how is the student to learn? At its core,
education that is centered around the student focuses on different qualities that the teacher
should probably have, such as understanding, warmth, self-awareness, being able to engage
students in activities to enhance their understanding of the content and being able to encourage
students to use and grow their critical thinking skills (Cornelius-White 113). While a theatre
teacher may know what and how to teach their students, it is understood that there are
qualities that need to exist within the relationship that is shared between the teacher and the
student if the student is truly to learn anything (Rogers 106). Teachers are meant to create an
environment that allows students to learn, but it is still within the ability of the student to do
more than learn while at school. They foster relationships with their classmates, but they also
try to do the same with their teachers. Poplin and Weers stated in their findings that there is
a desire on the part of the student to have real relationships, relationships where they can be
trusted and given actual responsibilities, they want to be spoken to and treated like everyone
else, honestly, warmly, and with dignity (20). While those qualities of student relationships are
very prominent in friendships that students make with one another, that isn’t to say that they
can’t form professional and respectful relationships with teachers as well. These relationships
are crucial in theatre because it is the teacher that grants the students the opportunity to
participate in theatre because there is the feeling of trust that they have in the students to get
the job done.
As important as the teacher-student relationship is, often times when considering
theatre, that isn’t usually the only thing that can get in the way when concerning student
participation. In my interview with Fuller, he made the note that the drive of wanting to
participate in theatre in students has dropped, kids just aren’t as motivated as they used to
be, and they are more self-deprecating than they used to be. Above all, they’re unwilling to do
things (Fuller). Tarver said something that added to this point, and he stated that the industry
of theatre needed to change if we were to get more students involved (Tarver). When he said
this, he was referring to the fact that even to this day, there are limited opportunities for
students of color to participate in theatre. Be it the shows that are picked, the students who
want to participate, or the chances that the students have, he believed that the industry caters
too little to those who aren’t offered as many opportunities and until the industry changes, we
probably won’t see as many students of color who are interested (Tarver).
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That being said, there were tips that the practicing teachers offered to help get students
interested in participating in theatre. It was explained that encouraging students early is
probably the best way to get them interested in theatre, Tarver mentioned. He discussed
instances where he worked with middle schoolers who showed some modicum of interest in
theatre, and he would give them the chance to do something, give them a job, or at least show
them what goes on. He went on to say that those middle schoolers would probably come to his
high school, and that if they didn’t know where anything was, they at least knew where to find
the theatre (Tarver). His idea of getting students interested by showing them what goes on is
an idea that is hosted in several different schools as I learned, as Perez-Lugones explained that
her school held workshops after school to give those who might be interested the chance to see
what goes in in theatre. Her school also would reach out to the local elementary and middle
schools to see if there were students who were interested in participating in a “children’s
ensemble,” a small cast of children who would participate in limited rehearsals but be a part
of the musical that her school would produce (Perez-Lugones). Her way of reaching out to
students early on furthers the idea that if you want to get students interested in participating
in the intensive activities of theatre, get them started early. Willis-McClendon also offered
amazing ideas of getting students interested in participating. She explained that with her
school, she would make recruitment material for the students to see just how theatre worked
and what went on in her classes. Utilizing her school’s technology, she was able to have her
students create videos or commercials that the other students could see, and that would serve
as a way to get them interested. Though, there can be many different forms of recruitment
material that she explained. She mentioned that in the past she had created different forms of
advertisement such as pamphlets and flyers. (Willis-McClendon).
Baker made a suggestion that stuck with me in terms of how to get students interested
in participating in theatre. She said that you can invest in your students, show them that you
care about them (Baker). It is believed that teachers can be considered truly effective when
they show that they are kind, caring, and loving people (Wong 80). If we as teachers show that
we care about students, they will more often than not, recognize that we want to devote
ourselves to them and create a learning environment that is best suited for them. We can show
students that we care about them in a number of ways, Baker listed a few including calling
parents and telling them good news about how their student is doing well in class, show up to
their sporting events to cheer them on, write personalized notes to the students to praise them
on their good work, and give your students responsibilities to show that you trust them and
their abilities (Baker). By giving students the chance to show that we care, showing them that
we can trust them, they are able to take responsibility for their work, and when given group
work opportunities, they have the opportunity to have a better learning experience (Wong 186).
While making their students feel important can make them feel included, what also
matters in terms of getting students interested is how you hold and teach your classes. One of
the interviewed teachers stated that a theatre teacher needs to be a good instructor if they
want to have students interested in taking the class. If students don’t hear good things, if they
don’t think the class will be fun, they won’t want to take it, and the students behind them
won’t want to sign up either. This plays into the fact that if a teacher wants to be effective,
they need to know how to design lessons for students to learn concepts or perform skills that
target objectives set by the teacher, teachers create and use lesson plans that deliver the
instruction and teach their lesson, teachers use rubrics to assess for understanding,
competence, and mastery, finally teachers provide corrective action, if necessary, so students
master the lesson objectives (Wong 9). While that can be said for any teacher, it is especially
important for theatre teachers since their classes are usually considered the “fun” class where
students can play games and learn content in different ways. Of course, students prefer classes
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and classroom that are well-managed, and they feel that they are in an environment that is
meant to focus on the students learning (Wong 13). Wilks explained that teaching is more about
serving the kids than it is for the teacher to have fun. You can love what you do, but it is
important for the kids to get the most they can. Above all, school is meant to exist for students
to learn and achieve (Wong 2). If we want to foster an environment for students to learn and
actually enjoy learning, we must be the teachers who give students the tools and opportunities
so that they can succeed.

How did you plan performances at your school? What did you take into account when
planning what shows you would choose? Musicals, one-acts, straight plays, etc.
Usually picking shows to perform comes early within the job as a theatre teacher,
depending on the school where you are placed. Some schools have a set number of shows to
produce each year, as Perez-Lugones explained with her own school. She explained that her
school produces four mainstage productions while also having smaller shows for the different
performance classes. She also added that if there is a formula for deciding on shows for the
program, be it certain shows to perform and when, then choosing your shows for your program
does get easier. With Perez-Lugones’ experience at her school with their many different
productions, it is very easy to say that not every school can have that many performances as
seen in the research from past decades.
As Baker explained, teachers will often be judged on what they produce on the stage
rather than what they teach in the classroom, and even before starting the thesis it was of
common knowledge that teachers need to take what shows they will produce into serious
consideration depending on their school or student’s capability. A common factor that came up
in all of my interviews, was that the teachers suggested to pick a show that you know that your
students are capable of performing. You shouldn’t pick a show that is too difficult for either
you or your students, because that doesn’t look good for either party. Baker suggested that if
you are going to pick a show, chose one that a theatre director is comfortable directing (Baker).
It was also suggested by Willis-McClendon that there are times where you need to consider show
titles and their recognition factor. If your show has a title that people recognize, be it a popular
play or well-known musical that has characters or songs that everyone knows, people will want
to come see it because they know the show (Willis-McClendon). In addition, Wilks make the
suggestion to try and branch out from the usual content. She explained that we should expose
students to different genres and different playwrights to give them a glimpse into the extensive
library of material that is out there in the theatre world (Wilks).
Considering Wilks was the one teacher from a private Christian school, I did have a
question for Wilks that was related to how a teacher chooses their shows, and that pertained
to content. At the time of the interview, she was teaching at a Christian school, I had a question
about how she chose shows and if there were any issues that she ran into concerning content.
It is no surprise that with the material that is out there, there are shows that may not be
entirely appropriate for all audiences to see, but even more so material that isn’t appropriate
for high schoolers to perform. She explained that in one-act competitions, schools will play into
the “shock factor” of picking a dramatic piece with serious themes that may not be best suited
for high schoolers, but that is what makes it so shocking. She gave the advice of planning on
who your audience is going to be. If you are planning on having children come to your shows,
put on something that is appropriate for them to see (Wilks). If you have a six-year-old come
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to see a production, it wouldn’t be appropriate for them to see shows like Under a Red Moon
which focuses on the “Acid Bath Serial Killer” John George Haigh, or Heathers which is a show
that is centered around teenage suicide and murder. She also brought up a point about making
sure that your students are comfortable with what they are doing on stage. Along with that
shock factor, students are the ones who have to perform the events that lead up to the shocking
climax, and they may not always be comfortable doing so. Unfortunately, it is the inherent
need of the student to try and please the teacher, Wilks explained. They think that they need
to do whatever they need to in order to please the teacher, even if that means they do
something that makes them uncomfortable. She stressed that in times like that, it is important
for the theatre teacher to think like a parent. As someone who may not be a parent yet, that
can be difficult, but consider the idea of your hypothetical son or daughter has to go through a
traumatic experience on stage, simulating some horrible event such as sexual assault or murder.
Your child that doesn’t exist would have gone through something so awful because they felt
that they had to for the sake of the show, but that doesn’t mean that what they experienced
isn’t real. It is the theatre teacher’s job to make sure that the students are comfortable in
everything that they are doing, and it is with the relationship that students and teachers have
that can help foster the idea that if a student is uncomfortable with something that they are
doing on stage, they can tell the teacher without fear of repercussion.

Did you get parents and faculty involved in theatre? If so, how? What did you have them
do?
Like the question pertaining to student involvement within theatre programs, it is
necessary to preface this question with research pertaining to teacher-parent relationships to
determine how parents tend to act when working alongside teachers. It is believed that students
do better in school when parents are involved in their education, there being evidence of are
positive outcomes, some being the student’s achievement, test score achievements, lower
grade retention rates, lower drop-out rates, more students graduate on time from high school,
and overall higher rates in participation in advanced school courses (Hoover-Dempsey et al 105).
This trend being as it is, it can also be proven that when a parent doesn’t participate or overparticipates in their child’s schooling, can have adverse effects on their education. Parents can
be over-involved in their student’s work, which can actually inhibit a student’s growth and
ability to be responsible, and if a student isn’t doing well in a class, then the parent isn’t likely
going to want to help their child (Hoover-Dempsey et al. 107). What must be stressed is that
there will always be a sense of mistrust between the parents and the teacher, especially a
brand-new teacher who has yet to work with students and will be working with them in an
environment that can be particularly stressful to the students. It must be understood, however,
that both the teacher and the parent are working for the benefit of the student in their own
ways (Stolz 19). While there are countless examples of how parents can have either a negative
or a positive effect on their children, they can be kept aware of their child’s progress if it is
the teacher who invites them in to participate. If a parent believes that they can have a role
in their student’s education, and that they believe that they can play a part in helping their
child succeed, then they will be motivated to get involved (Hoover-Dempsey et al. 107). The
teacher who takes the extra mile to communicate with parents/guardians about their
instruction style help the parents and guardians understand the teaching, learning, and
assessment processes that will take place within the classroom (Wong 237). When everything is
said and done, it must be remembered that the parents are going to often be there for the sake
of the child and will do what they can to work with the teacher to ensure that their child
succeeds (Kaplan 195).
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With that being said, there are many different opportunities for parents to be involved
within their child’s experience when it comes to theatre, even though the past research shows
that there have been instances in the past where the parents aren’t too inclined to be involved.
That isn’t necessarily the case everywhere as there are instances that the practicing teachers
I interviewed explained when discussing their positive interactions that they have had with
parents, but with every positive, there tends to be a negative. Several of the practicing
teachers explained that it is important to keep an open line of communication with the parents
so that they know what’s going on and are kept up to date with anything that may be coming
in the future, Perez-Lugones, Wilks, Willis-McClendon, and Baker all suggested that it was
important to invite parents in and let them know about what goes on. Tarver suggested that it
was best to always have something for the parents to see or do so that they can get involved
and stay involved. He explained that even if it is a small performance from one of the classes,
invite the parents, if there is a night when you need help organizing the costume or prop closet,
invite the parents. Keep them involved to keep them aware of what’s going on (Tarver). Wilks
suggested that it is okay to involve parents when concerning decisions that need to be made in
terms of picking shows for the program’s season, let the parents know about the shows you are
considering and learn about how the parents feel about them (Wilks). It plays into the point
she made earlier about how children may not be comfortable on stage but say that they are
comfortable to please the teacher. While there may be an instance where a student doesn’t
feel like telling their teacher the truth would be in their best interested, it is on the part of
the teacher to tell the parents just what they are asking of the students when it comes to
performing. By explaining to the parents that the teacher had asked the student if they were
okay, the teacher is showing that they are looking out for the best interests of the students,
and the parents will respect the teacher for that (Wilks). The one downside of parent
interaction, as Fuller explained, is that there will always be parents who want to support, but
there will also be parents who will work to push their own ideas in the program (Fuller). In this
instance, it is up to the teacher to have boundaries to an extent that they are willing to have
in order to cooperate with the parents to create an environment conducive to learning and
teaching theatre.
Another prevalent trend is the lack of interaction that the administration and other
teachers have with the theatre programs in schools. Research shows that there is often not
going to be that much interaction and the administration and other teachers won’t value
theatre as much as the theatre teacher would hope, especially considering that the way a
theatre program is formatted can depend highly on the administration as Willis-McClendon
mentioned. As research has found, administration doesn’t see the value in Fine Arts, and she
explained that can be common due to the fact that there is the trend where administration will
likely come from sports, that they may have played sports in high school and have since held
an appreciation for it to this day without really taking the time to value what the Fine Arts has
to offer (Willis-McClendon). There are ways to work around the fact that other faculty members
and administration aren’t as involved as they can be when working on theatre productions, and
they can be taught how to value the program for what it can be. Perez-Lugones shared her
experience with her school program, which was already well established and valued by the
administration and the other members of the faculty because of all the work that they do for
the school. There is a specific instance where her school hosts a large fundraiser in the form of
a pageant, and the teachers outside of the Fine Arts Department at her school help with that.
She explained at her school that her Fine Arts Department are a part of a committee that helps
one another throughout the year, be it with handling duties that each member should have, or
when it comes to organizing the program for that year. They all do their part to help one
another out. Tarver mentioned that if there is someone who is willing to come to you and offer
their help, say yes. He gave the analogy that if there is a math teacher who is interested in

16
helping with costumes, give her a job to sew a couple of costumes and she will probably ask to
help with all of your shows (Tarver). It never hurts to accept help from those who offer it. To
further her point that she made with the fact how sports can “compete” with theatre, WillisMcClendon explained something that she did at her school, and that was to work with the
coaches at her school. If there was a student who was interested in participating in both a sport
and theatre, she would take the time to go to the coach to see if they could work out a schedule
to where the student could participate in both. She also explained that it was common for her
to invite teachers in to see what was happening in the theatre program at her school or to
involve them in some way. If she needed to borrow a classroom for filming an activity, she
would ask a teacher who had a planning period if her students could borrow the room while
that teacher was present. Not only did that teacher get to see what the students were doing,
they were exposed to how the students were working. She also explained where she invited
teachers to rehearsals to watch students run a show or perform a stumble-through to see how
they are progressing. She would then ask the teachers what they thought and if they had
suggestions for the students (Willis-McClendon). Methods of showing other teachers what you
as a theatre teacher are capable of is a good way for them to be introduced to theatre if they
have no prior experience. Baker explained that a theatre teacher can seem like the oddball of
the faculty, doing what they need to in order to get their work done (Baker). Teachers who
tend to work in isolation make the achievement of a student next to impossible, if teachers are
able to feel connected to their school and colleagues, they will create an environment that is
conducive to student learning (Wong 320). Baker stressed that working with other teachers was
vital for a theatre teacher to be connected to their faculty members and to act as a problem
solver, as every school will always need someone who is there to help. If you need to fill in and
keep score at a sporting event, volunteer your time to help just so long as you aren’t shirking
your own duties as a teacher (Baker).

What are some examples of course work you have created to help reach different kinds
of learners?
Teaching has certainly changed throughout the years, and it is fair enough to say that
working with students who learn differently can be a bit of a challenge. Course work varies
from discipline to discipline, using The Chicago High School for the Arts as an example, where
coursework depended on the Fine Arts subject the student wanted to take up, but it went
deeper than that since those who wanted to participate in theatre had to choose between the
Acting track and the Musical Theatre track, each with their own classes that students had to
take. A student who was working with Acting would take more acting classes and movement
classes, while Musical Theatre students would study music and keyboard (Brown 17). From what
has been said by the practicing teachers, it depends on the teacher and how they want to teach
their classes.
Tarver explained that he tends to be the model for his students when he is starting a
unit. He gave the example of teaching a unit about monologues, he would start the unit by
performing a monologue to show the students what they were and how they could be
performed. He added that by breaking down the material for students and asking them
questions as they are learning, the teacher can get a better understanding of just what the
students are learning and if there is something they are missing, that he can go back to try and
make sure that every student is on the same level of understanding as the others are (Tarver).
When asked this question, Perez-Lugones explained that with her block schedule, she has
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enough time during the class period to give her students multiple ways on how to learn about
something. When teaching her students a pantomime unit, she began by saying that if students
started class at their desk, they could begin with a lecture about the history of pantomime.
After, they can begin practicing different exercises such as pantomiming the action of picking
up a cup and observing the muscle tension in their hands as they do so. Afterwards, you can
get students up and out of their desks (if you have desks) to have them practice actual
pantomime activities or games such as pantomiming climbing a wall or playing a pantomime
game (Perez-Lugones). Wilks explained that a theatre teacher must have variety in what they
teach, that a theatre teacher can’t just teach what they are good at or try to teach theatre
when all the teacher is doing is performing. She quoted a phrase from Small Teaching: Everyday
Lessons from the Science of Learning by James Lange that said “To the novice, information is
an island in the sea of ignorance” which could mean a couple of different things. Students who
are taking a theatre class may not have ever been introduced to theatre before and have no
understanding of it (Wilks). Therefore, it is up to the teacher to give them a well-rounded
introduction to what is involved when teaching theatre, be it ensemble building, voice and
movement, etc. and then moving on to the more in-depth topics. You can’t expect a student
who has only been taught to perform to know everything there is to know about theatre, so it
is vital to teach the fundamentals if you want to ensure your student has knowledge that they
can build on. She also believed that while theatre can be full of different activities for the
students to participate in, we can only put so much into an activity if it doesn’t have a purpose
in what we are trying to teach. If there is no purpose, then the students aren’t learning. She
stressed that because theatre teachers are problem solvers, we learn how to work around an
obstacle because that is what we are taught as actors to do. It was mentioned by Baker to also
use callbacks in lessons to help students connect ideas. If a teacher begins a new concept on
Monday, they can use that concept in a game on Tuesday, and then reference what you’ve been
teaching in your lesson on Wednesday (Baker). She explained that this was a way to help
students connect ideas. Lastly, Willis-McClendon mentions that the best way to learn about
how your students learn is to teach them about the multiple intelligences, teach them about
them and let them take a multiple intelligence quiz so that they can learn about what kind of
learner they could be. Once that has been established, students are able to figure out how best
they can learn, and the teacher can help them by figuring out different ways that the students
can best learn (Willis-McClendon).

With the growing use of technology in schools, how do you integrate and utilize
technology in your coursework?
It is no surprise to anyone who has been working in education that there have been
bounds made in the world of education concerning technology. With the growing use of digital
learning management systems and the shift to hybrid learning these past couple years,
technology has become a norm in the everyday classroom. When discerning how technology has
played a part in theatre, however, it has always played a significant role in the art but has since
been adapted in many different ways in order to accommodate students in the classroom. Even
still, despite the shift to hybrid learning, both Fuller and Tarver mentioned that the use of a
computer can be completely foreign to students. Even with the shift to hybrid learning due to
the COVID-19 Pandemic, there may be students who have never turned on a computer before,
and yet they could have been given a school-issued laptop to keep with them in order to
complete their schoolwork. Despite the struggles of both students and teachers having to use
technology, there have been ways to make it work. Fuller explained that he used a number of
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different programs that helped him with his coursework, such as GIMP, a digital picture editing
program and Google SketchUp, a program that can create 3D renderings of rooms or furniture
that he uses to create sets to show to his students. He also explained that he personally used a
website that not only acted as a way for people to keep up with what is going on in the theatre
program at his high school, but it allows him a place to put information for his students, such
as homework or class notes, or even rehearsal materials that they may need (Fuller). Wilks
made an excellent point about how the teacher shouldn’t be afraid to learn from the students
concerning technology, as there can be a lot that they know how to do, and it could be useful
for the teacher to learn how to use. She explained an instance where she wanted to create a
way for students to access information quickly and easily, and her students taught her how to
create QR-codes for her students (Wilks). Baker also mentioned that it is a good idea to use
videos whenever you can, as it is another way to give your students a visual example of what
something you are teaching, they can see how it looks and how it works (Baker).
If there was something that stuck with me concerning this topic, it was something that
Wilks said about how technology doesn’t integrate into the Fine Arts as it can with other core
subjects. While we have been using technology in theatre for quite some time, it hasn’t always
been accessible for schools to use industry-standard programs in classes because of how
expensive they can be. Since the shift to hybrid learning, students aren’t able to work together
anymore, they are forced to sit in front of a camera and computer screen only to try to grasp
the concepts of what is being taught that day. While it is hopeful that students will be back in
the classrooms eventually, it is good to have the programs that we are able to access so that
theatre teachers can do the best that they can in order to give their online students the best
experience that they can get.

What, if anything, were you anxious about when beginning to teach theatre?
Getting into the more personal questions concerning the practicing teachers, a lot of
their responses fell in line with the findings from the research. Fuller, Tarver, Perez-Lugones,
Willis-McClendon, and Baker all explained that there is an inherent fear of not being liked by
your students or your fellow teachers, as well as not knowing if your abilities are at the level
that they need to be in order to get the job done. This plays into the fact that a lot of teachers,
while struggling with that self-doubt, may feel as if they aren’t qualified or well-trained enough
in a certain area that they need to teach in. When explaining this piece of information to Wilks,
as well as sharing my own anxieties about having limited college acting experience and still
going into a field where I will be teaching students how to act, she explained that I won’t be
teaching on the college level. Having previously told her about my experiences in high school
and community theatre, she said that while having the chances to learn and perform in college
is great and useful, a teacher is meant to use their own experiences in order to help teach their
class (Wilks). This was something similar to what Brown had explained in her article about
ChiArts, that a teacher who works in the field of the arts, they can use what they have learned
outside of the classroom to build onto the curriculum to teach their students, thus becoming a
model for students to learn from (Brown 17).
If a lesson doesn’t work how you wanted for one class, you can always adjust it for the
next time you teach that lesson. If there is something you aren’t feeling certain about, put the
best foot forward in order to get past it and see how you can improve. If one doesn’t try, they
don’t learn. If they don’t learn, how can they expect to do better?
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What advice did you wish someone had told you about teaching theatre?
When a pupil receives words of wisdom or praise from their teacher or advisor, those
words of wisdom tend to stick to that pupil as they make their way on to the professional world
and will live by the advice that was given to them. That is what was intended for this question,
just to see how other theatre teachers thought about words of advice that they had gotten and
how they had grown as teachers because of them.
Tarver made note of something that he had been told, saying “However strict you are
on the first day is the strictest you will be the entire year.” He explained that students tend to
try and pick at the rules to have them turn in their favor or twist them enough to where the
teacher just doesn’t care to enforce them anymore. If a teacher lays down the law on the first
day, for instance if they let the students have their phones out on the first day, then they are
going to have their phones out for the rest of the year, he explained. (Tarver). Perez-Lugones
explained that it is always okay to ask questions. New teachers are especially welcome to ask
questions because they are just that, new. They are given the support system that they need
in terms of the administration and their fellow faculty members because they understand just
as well that it is important to support a new teacher (Perez-Lugones). Wilks mentioned that it
is extremely important for a theatre teacher to especially be there for their students. If a
teacher isn’t in it for the students, then they may not be in the right career (Wilks). Teaching,
in of itself, it meant to be the career where you are dedicated to the betterment of the future
leaders of the world, but if you don’t really care for them and aren’t devoted to helping them,
why are you a teacher? She went on to explain that it is important for the theatre teacher not
to burn themselves out at they are teaching. You can be asked to help with cheerleading or
dance team, just as Wilks explained that she was, but it is an easy way to get burned out from
what you’re doing. Devote the time that you have to your own students, she explained, as that
is where you will be needed the most and that is how you can do your best work by devoting
yourself to them (Wilks). Baker mentioned that it is very important for the theatre teacher to
leave their ego at the door, because it is vital that everyone act as a team player when
participating in theatre (Baker). We know theatre to be one of the most collaborative activities
that there is, but if someone thinks that they are more superior than their peers, no one is
going to see eye to eye, and the work that can be done will be wasted. Be aware of yourself
and your shortcomings, but don’t boast because that is a quick way to lose respect.

What advice would you give a new theatre teacher?
It is with this question that the practicing theatre teachers had a chance to be the
person who instilled the new and important advice onto a student, someone who will be taking
the advice and their words with them as they entered the field. This was the question that
received the most feedback from the teachers that were interviewed.
Beginning with Fuller, he explained that inheriting a new theatre program can cause
some issues depending on how the new theatre teacher changes things and how the students
adapt to those changes (Fuller). This was something that Fuller explained as he went on to
describe that a teacher shouldn’t have to sugarcoat things, that if you are honest and friendly
with the students, you will be fine. Still, he did stress that it is important for the theatre
teacher to not be friends with the students, as that can easily cause ethical violations if a
teacher isn’t careful. He also mentioned that it was best not to gossip with parents either, as
that can lead to nothing but trouble. He then went on to explain that it is best to not fight with
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your administration, as you never know when you will need them, and that it is better to make
friends with them above all else (Fuller).
Tarver explained that what makes theatre fun, is the fact that hard work is involved
within the process of creating theatre (Tarver). There is a saying that many people have head:
“If it were easy, everyone would be doing it.” The thing is, theatre isn’t easy, even to someone
who is a seasoned actor or director. There will always be a challenge or an obstacle to get over,
but that’s the fun of it. You are given the chance to be something that you are not, do a job
that you wouldn’t have gotten to do if you didn’t participate in theatre, and while it isn’t
supposed to be the easiest or the hardest thing in the world to accomplish, you can still have
that feeling of accomplishment, the rush of endorphins when you have completed your task.
Those feelings are what make theatre fun for those participating.
Perez-Lugones said something that many teachers need to hear, and that it is okay to
be human, even as a teacher. Calling back to student teaching, she explained that you are
meant to be a rock for your students, another figure that they look to for guidance and
knowledge. When you are your own teacher, however, things can be different and not work out
how you plan. You can make mistakes, and that’s okay. She went on to say that it is better for
the students to see that the teacher is human just like them, that a teacher should be able to
make mistakes, and they will respect their teacher for it. It was also mentioned that a theatre
teacher should always plan to be flexible, because you never know when something is going to
change on you. She stressed that while you can plan for everything in the world, there will
always be something to shake up what was going to happen, and it is better to have something
ready to go in case of an emergency rather than be left in a situation where you won’t be able
to teach (Perez-Lugones).
Wilks believed that it is the goal of the teacher to be the best that you can possibly be
so that you are able to give your students the best possible opportunity to participate in theatre
that they can get. As stated in the research from the past, there are still students to this day
who will go to high school without having ever participated in theatre, they wouldn’t have any
knowledge of the craft and they won’t if the teacher doesn’t teach them what they need to in
order to appreciate what theatre can do for them. She also explains that it is important for
teachers to keep an open mind, as there will always be something that they can learn (Wilks).
No matter who they are, teacher, student, or administrator, there will always be something
that you can learn from someone or something else. You just need to have an open mind.
Willis-McClendon explain that theatre teachers really don’t have to stay after school
every day since there are other responsibilities that adults need to take care of at home (WillisMcClendon). Be it cooking your own meals or taking care of pets and family, a theatre teacher
isn’t supposed to live in their theatre. Something I was told by a theatre teacher of mine when
she found out that I was going into teaching theatre, she explained that there will be times
where it may not feel like what you are doing will change anything, despite how many hours
you can put into it. You spend hours of time before, during, and after school trying to make
your production the best you can, even though you aren’t even getting paid for the extra time
that you are spending outside of school hours to ensure that your production goes the way that
you want it to. She also explained that it is a good idea for theatre to be accessible for students,
and she meant that teachers should be aware that there are alternate ways for students to
learn some concepts about concepts of theatre. The example she named was the fact that
students don’t need to read a Greek play in order to understand the Greek Chorus, and that
idea can expand onto other concepts that are commonly taught in schools (Willis-McClendon).
This can be the case if a theatre teacher is a fan of the classic playwrights or plays like Oedipus
Rex, Romeo and Juliet, and The Crucible, but often there will be those who believe that the
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old classics are overdone and would rather ignore them than work with them. Even still, WillisMcClendon made an excellent point when saying this because you can still give your students
the background information of the fundamental concepts but make it fun so that they will want
to learn.
The point is furthered by Baker when she explains that teachers should collect materials,
and not only organize them well, but have materials that will help a teacher create a creative
curriculum. For new teachers, resources are key ingredients to making an excellent and wellrounded teacher. Teachers who are able to have a vast library of materials that they can use
for their lessons can show that they are well-rounded and well-versed in what they are teaching,
and that they can teach a wide range of concepts to their students. For theatre teachers,
especially given the fact that theatre can contain such a broad range of material that can be
taught, there is no such thing as “too many resources.” Baker also stressed that it is important
to build your teacher alliances quickly. Upon answering one of the previous questions that was
specifically geared towards how theatre teachers can interact with the other members of the
faculty, this addition is important because you never know when you will need that extra
support that a teacher can bring, be it needing a bit of advice concerning a student, how to
frame a lesson, or just a teacher to bounce ideas off of.

Why do you feel it is important to have theatre in schools? Why is it important for you
to teach it?
This question was meant to show what other theatre teachers think about having theatre
taught in schools, not only to see if what they said correlated with the information found in the
surveys held about high school theatre, but to see just how much practicing theatre teachers
valued the subject that they were teaching. If a teacher is going to be teaching a certain
subject, that they will be devoted to it in some way, and if was found from the interviewes
that the theatre educators said something similar concerning how theatre was important in
schools.
Fuller explained that the purpose of theatre education can be used to help teach life
skills through stage skills, which is a saying that is taught at the Springer Opera House. Not only
does it give students the chance to learn confidence, leadership, and ownership, they learn
what it means to have pride in their work. He added that a lot of students may just want to get
by in school, but the truth is, students need a place to belong, they need to be a part of
something and have something to be excited about. He believed that theatre gave students an
outlet to express not only who they are but allow them to express their creativity. In our
interview, he said that “theatre can be the reason that students come to school, I enjoy
watching kids take an empty stage, envision an idea, create a show, and put it on for an
audience while being brought of their work. I thrive on the idea of creating something that only
exists in that moment from literally a blank space. I enjoy doing it with students because
instead of it just being my own ideas, which could grow stale over time, I get new and fresh
input with each show” (Fuller.)
Tarver explained that for him, teaching theatre was a way to connect with students and
give them the chance to have a voice. He made note of the fact that students tend to be in an
“imitation phase,” that they are emulating something that they enjoy simply because they like
it. When they do that in theatre, however, they may still be imitating something, but they are
still adding their own personal flare, their own personal touch that makes what they are doing
completely unique to them (Tarver). As the saying goes, imitation is the highest form of
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flattery, and that we can’t help but repeat those we admire, from the famous music artist that
inspired budding musicians, to children who imitate their parents because they admire the
person who takes care of them. We know what we like, and we imitate that. With theatre,
however, what we imitate, be it how we are directed or how we have seen someone else
perform, we have the power to make it our own.
Perez-Lugones explained that theatre was a perfect way for children to get out of their
shells. Especially in high school, students are worried about what the literal world will think of
them and their image, as Fuller explained earlier, students today dislike themselves more than
they used to. Theatre is a way for students to step out of the feeling of self-deprecation and
learn that they are capable of being a part of something that is bigger than themselves, and
that it is perfectly okay for them to mess up. It something doesn’t work out, Perez-Lugones
explained, you can always go back and edit it. Theatre is a way for students to learn how things
work, and that it is a process in which if you are doing something and you don’t like it, it feels
wrong, and you want to change it, you can (Perez-Lugones). Something that can be noticed
when participating in live theatre, is that you never really know what’s going to happen, and
that you need to understand that there will always be something that goes wrong. This is where
the joy of live theatre can be found. It shows that you can rehearse something a hundred times
over, but it can still go wrong in some way, and that’s okay. In that instance, you can only learn
from your mistakes and move forward, a life lesson that is important for anyone to learn.
Wilks explained, rather humorously, that theatre can be seen as the unwanted stepchild
of the arts (Wilks). This can be true in the fact that theatre hasn’t been the most favored
subject in the arts in the past, as seen in the research. Despite that fact, however, she
explained that theatre has so much potential to allow students to connect to different elements
of the arts, be it literature, design, choreography, and story. She explains that theatre can be
seen as the Fine Arts in its most active form (Wilks). Willis-McClendon had similar sentiments
when she said that theatre is a great way for students to grow socially and emotionally while
also giving them the chance to have a collaborative experience. Theatre is an active art,
students are not only required to move and take action, but they must think as a single person
and as a team. The ensemble must work together to create the world of the play for the main
character to live in, the actor must move with purpose if they are to get from one side of the
stage to the other while dodging members of the chorus as they dance to the music. It is through
that, that students have the chance to learn and grow as people.
Baker finished by explaining that theatre is a way to help broaden the horizons of
students, allowing them the chance to experience something bigger than themselves but to also
give them the chance to learn more about the world around them. Theatre can be seen as a
challenge for those who aren’t used to it, but it can be used to build community between
students, it can be used to teach students a number of different skills that will help them later
in life, and that it is a tool to help build partnerships between students (Baker). Theatre itself
serves as a tool for people not only to learn more about the world, but to learn about others
and themselves.

Ten Tips and Tricks for New Theatre Teachers
After having spoken with the practicing theatre educators and having done research to
learn more about theatre in high school, the findings were distilled into these “top ten” tips
for new theatre teachers.
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Tip Number One: Listen to Students
Building a successful program is the dream for any theatre teacher as they begin their
new job, whether they are starting something from nothing, or inheriting an established
program built by the former theatre teacher. While an incoming theatre teacher may naturally
wish to do things their own way, and that can include changing everything, it is important to
keep your students in mind. They will be the ones who are participating in your program and
your classes. If they are not enjoying themselves, they won’t be motivated to learn and they
won’t want to participate in theatre in any way at the school. Teachers need to create an
environment in which students can feel comfortable discussing their thoughts and ideas. They
may come up with ideas that will benefit the program, and they will feel as if their thoughts
and opinions truly matter.
Tip Number Two: Make Friends with Teachers
It is always smart to ensure that a teacher will have someone on the faculty that they
can turn to for advice or assistance. It is never a bad thing to make friends with any member
of the faculty, administration, or general staff. Not only will a new teacher come off as someone
who can work well and be friendly with others, they will seem more approachable. That alone
can be very important to a theatre teacher. As stated in the interviews, it is always good to
have extra help, and when there are teachers who are coming to see how a production is coming
along or to see if they can help with anything, that bond of comradery can be what saves a
theatre teacher from spending all hours of the night organizing a prop closet or costume
storage.
Tip Number 3: Communicate with Administration
School administrators play a leading role in the school theatre program, as they can
determine how many classes a theatre teacher will teach, what shows they can produce, and
how the program is developed overall. Keeping the administration in the loop of what goes on
in the program not only helps the administration understand what happens in a theatre program
but can help them understand just how involved theatre can be. As found in the research, there
were many examples of school administrators not understanding or seeing the value that
theatre can have as a subject or activity. When keeping administrators up to date as to what is
going on in the program, not only will they see that the theatre teacher wants them to know
what is happening, but that they are welcome to be involved and that their input does matter.
Tip Number Four: Don’t be Afraid to Learn
It is vital to keep up to date with the standards, curriculum, and technology. Learning
Management Systems are updated as often as every week, state standards are always subject
to change, and curriculum may need to be adapted to fit any schooling situation. The theatre
teacher needs to stay up to date with not only the ever-changing aspects of school technology
generally, but also with how technology used in theatre can change with the literal flip of a
switch. Fortunately, countless workshops, conventions, and conferences offer theatre teachers
the opportunity to go out and learn how to use the standard equipment in their classrooms, but
they must also keep up with how standard curriculum or classroom tools are evolving.
Tip Number Five: Collect and Keep Resources
Teachers need to remember that you can never have enough resources and that any
resources are good to have. These resources can take the form of a list of plays that would be
good for high school students to perform, a list of games that can teach students to help them
grasp the idea of movement or pantomime, or a collection of lesson plans that could be used
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to fit into units that a teacher would be planning to teach their students later. Organization is
key; resources are useless if you can’t find them when you need them. Develop a system early
on for storing and managing resource materials.
Tip Number Six: Plan for the Unexpected
If this last year has taught teachers anything, it is that anything can change. Countless
teachers nationwide had to adapt their lesson plans that they might have had prepped since
the beginning of the school year to accommodate students who were no longer in the classroom.
For theatre teachers, they not only had to figure out how to teach students through a screen,
but they needed to teach students practical skills that were essential for any theatre student.
This tip can help theatre teachers who are not just struggling within a global pandemic, as a
theatre teacher may end up in a situation in which they have finished the lesson but still have
fifteen minutes of class time left. It is a good idea to keep a section in a lesson plan filled with
an “emergency activity” that a theatre teacher can pull out to fill the empty space. It is always
better to overprepare rather than end up finishing content early and wasting time where you
could be teaching students.
Tip Number Seven: Broaden Your Library
When considering what to teach students when it comes to playwrights and play genres,
it never hurts to broaden the horizons of what can be offered to students. As much as the old
classic plays such as the works of Shakespeare, Sophocles, Miller, or Williams can be honored
and enjoyed, there will be instances where students need to see what else is out there, not
only so they can learn more, but so that they can get a better sense of enjoyment. Students
will like what they can relate to, and if they see that their teacher is letting them learn about
content and stories that they are interested in, they will be more willing to learn. I addition, it
is the responsibility of the theatre teacher to keep a diverse library of plays that they can
expose their students to, which can play into the fact that students will appreciate that their
teacher is ready and willing to talk about the different stories that can be told and different
voices that can be heard. This tip itself is also helpful depending on what school a theatre
teacher may be in, as there will be instances where some plays or musicals are off-limits due
to their content areas or there will be students who are not comfortable with performing a
certain scene or saying certain lines that a role may call for. Theatre, in my personal belief and
in the belief of many other theatre teachers, is meant to be an inclusive art form were any and
every story can be told and heard. While teachers do need to keep in mind where they are and
what is acceptable for both the school and the students, they should always be open to looking
into different playwrights, different genres of plays, and learning how to incorporate those
different plays into the education of their students.
Tip Number Eight: Reach Out to the Community Theatre
As important as the in-school community is for students and teachers, the community
outside the school campus can be just as vital. In many situations, there are community and
professional theatre organizations that are open to partnering with schools to help spread the
joy that is participating in theatre, be it giving schools the chance to send students to see how
a professional theatre production is run, sending a guest artist to speak to the students, or
giving students a chance to participate in theatre outside of school. Not only is it a wonderful
chance for the students to be immersed in the world that is theatre, but teachers can learn
from the different theatre organizations as much as the students can. Some organizations invite
schools to view shows, and beforehand they will send a lesson plan to schools to allow teachers
to introduce students to the content that will be seen in the production. If a teacher needs
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costumes, props, or furniture, some theatres will lend these items for schools to use. Theatre
organizations are devoted to furthering the progress of theatre, and that can include helping
theatre teachers in need.
Tip Number Nine: Take Care of Yourself
Something that most any teacher will forget to do is take care of their basic needs. This
can include remembering to eat breakfast, doing chores around the house, or just making sure
that you are in the right state of mind to be doing your job. Theatre can take up a large amount
of anyone’s time, especially the teacher. Not only do they have to do the job of an in-school
teacher, but if they are also running extracurricular activities, it might as well be the same as
doing two different jobs at once. There needs to be the understanding that if a teacher cannot
take care of themselves properly, then they cannot do their job properly. Remember to eat,
remember to sleep, and make sure to take a break. It is okay if a teacher takes a break from
planning or grading. They are not expected to spend their entire lives at the school. This is
especially true for the theatre teacher.
Tip Number Ten: Do Not Fear Failure
Anyone who has participated in theatre at some point in their life will say that they did
something wrong at one point in time. This could mean that they didn’t say a line correctly,
they were late on a cue, they didn’t put a costume on correctly, or any other of the thousands
of mistakes that can be made. What needs to be stressed is while teachers are authority figures
in the room and that there are who students look up to, is that there is nothing wrong with
saying that they were wrong or that they did not get the expected result. With hundreds of
thousands of moving pieces when running a show, there will be something that goes wrong, and
the same can be said for a theatre classroom. If a lesson doesn’t work how a teacher planned,
then they can always go back and reassess so that the next time that lesson is taught, it will be
a success. It is important for teachers to be aware that above all else, they are still human,
they are still learning, and that there is nothing wrong with admitting a shortcoming and saying
that they failed. Embrace what happened, overcome it, and learn from it. You can only learn
from your mistakes and know how best to improve.
Conclusion
The process of putting together this thesis has been enlightening in many ways. It was
somewhat disheartening to learn that some of my hunches, based on my own high school
experience, about the degree to which theatre is respected as a part of school curriculum, and
the fact that there are still members of school faculties and administration who don’t
understand the value of theatre and the opportunities it offers to students. It was encouraging,
though, to learn that, despite these attitudes, theatre has prevailed. It continues to be an art
form that people enjoy participating in and expressing themselves in, but it has also become a
tool used in education to further the capabilities of students for years. Receiving confirmation
that I am not the only one who believes this makes it all the better.
The study conducted over this thesis wasn’t perfect, and in fact was very limited. The
few current theatre educators that were interviewed were chosen not only because they were
the few who responded, but because they were somehow linked to Columbus State University.
If this study was to go deeper and be more extensive, it would only be fair to reach out across
the country as the four different studies on high school theatre programs did. Whole Columbus
State University is one of the only universities that offers the degree of Theatre Education,
there are countless theatre teachers out there who are currently working, and their input would
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serve as a vital resource for this project. Not only would reaching out to other theatre teachers
outside of Georgia serve a better purpose for creating a better resource, but it would also be
helpful to reach out to different demographics of theatre teachers. All but one of the
interviewed teachers were Caucasian, and while I value all of the input that I received from
them, it wouldn’t hurt to gain more perspective from theatre teachers of color because they
would possibly have different experiences than those who are not people of color. If this
resource is to be useful to any and all theatre teachers who would like to read it, it would serve
to benefit the project that if I were to develop it on a larger scale, I should work to reach out
to any and every theatre teacher I can to build the library of experiences that I can put into
the guide for new theatre teachers.
Having spoken with teachers who feel similarly to me when it comes to theatre not only
makes me want to continue as a theatre educator but makes me want to strive to always
improve and be better. I wish to be the kind of educator that students enjoy seeing when they
come to class, I want to be able to give students the chance to express themselves and the way
that they feel through action and movement, and I want to allow students to have the
responsibility to go out on the stage and be unapologetically themselves. That is something that
I hope to be as a theatre educator, but it is also something that I wish other theatre educators
can strive for if they read my findings: to see that theatre can make a difference in students
if they are given the chance to just learn what it means to be a part of the art that is theatre.
Appendix 1 – Importance of the Arts in Schools
It is no surprise that the arts have influenced many a great mind throughout history, but
the amazing influence that art can have on a person can start as early as when they begin
school. Children, no matter what age or education level they may be, can benefit from the arts
in some way (Catteral et al. 2). As important as common core areas like Math, ELA, Social
Studies, and Science may be, the Fine Arts allow students to have a balance within their
education so that they aren’t just memorizing equations, grammar, and facts. It is understood
that if a school were to dedicate at least 25% of its time to furthering the arts, that school has
an opportunity to produce students who are more academically superior to students who do not
participate in the arts (Booth 11). An organization known as Americans for the Arts, a national
program devoted to sustaining the arts across America, published a document titled “A Shared
Endeavor: Arts Education for America’s Students” to explain the value that the arts can have
in education the document simply states that “education without arts is inadequate” (1). As
important as the common core subjects are in schools, the arts help create a balanced
education where students can gain skills that are essential to their growth and knowledge that
will help them become self-sustaining humans as they move on to higher levels of education
and careers of their own (Americans for the Arts 1). Those who are invested in the arts are able
to develop skills that are essential to personal and mental growth, such as becoming excellent
problem solvers (Booth 97), or being able to adapt to change, and be willing to step out of their
comfort zones into areas of life where they may not be completely certain or comfortable being
in (Booth 113). Tina Boyer Brown, at the time of writing her article was a member of the faculty
at ChiArts, an arts conservatory high school in Chicago where her students could learn different
areas of the Fine Arts, such as music, theatre, dance, and visual art. Brown asked students of
the school about their experiences, she recorded the response of a dance student who had
changed over from theatre, the student said that she “always attribute(s) my compassion and
empathy to my early exposure to theatre, but I think I developed the most through dance.
Theatre was a way for me to go into the minds and relate to people. However, dance has been
my outlet and also my chance to explore other options… I learned the value and legitimacy of
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art and I can place my future in it, something I don’t think I would have done without my
training” (Brown 18). Upon asking another student about their experiences, he responded saying
that “Being trained in the arts allows me to connect to many different people. It allows me to
collaborate, network, understand how someone feels and to express how I feel” (Brown 19).
After having interviewed several students, Brown states her findings by saying that students are
artists, but not just based on the fact that we may give them the tools they need to be artistic,
be it sheet music, a paint brush, or a script. They are able to experience all that life has to
offer to its fullest extent. Art allows students to connect with anyone and everyone, be it their
teachers, or any other human being around them (Brown 19).

Appendix 2 - The Importance of Theatre for Maturing
and Growing Students
As previously stated, Fine Arts in general have the ability to create well-rounded
students and give them a balanced education (Americans for the Arts 1), however, any theatre
teacher can speak to that and more. Countless research has been done to see just how students
can improve academically, socially, and mentally when they participate in theatre, and it has
been proven several times over that students who choose to participate in theatre activities
can develop a higher reading proficiency, the idea of self-concept and motivation, as well as
high levels of tolerance and empathy (Catteral et al. 2). Tony Jackson believed that while
children who participate in theatre can learn about its practices, they can learn so much more
that helps them in personal and social development, be it group interaction, discipline,
language usage, self-esteem, and movement skills (Jackson 44). Students who have the chance
to participate in theatre, they get to learn how to collaborate, and when students collaborate,
it encourages them to combine social skills and knowledge because they are able to work
together (Movassoghi & Growe 33). There have been many theatre practitioners and theorists
in the past who have dedicated their lives to the furthering of theatre as both an art form and
in education so that anyone can get the most out of it as they can. Dorothy Heathcote, a
renowned theatre teacher once said that drama helps us understand someone else by walking
in their shoes, serving as an example for empathy, theatre can serve as an artform for others
to learn about someone else’s experiences (O’Neill & Johnson 129). While theatre can act as
its own subject, there have been many instances where it has been used to help further
education in other areas, including core curriculum. A historical example of this can include
when Stephanie de Genlis, an 18th century French writer and educator, would write plays to
teach young women about generosity. Now, as then, theatre can be used to help enhance the
teaching of most any other subject that is taught in schools (Woodson 25).
That being said, students who may participate in the few theatre classes or
opportunities that are offered in school are able to grow in those areas but consider students
who wish to participate in theatre longer than just a semester or two. Students who wish to
participate in theatre long term, by becoming members of their school’s theatre program, have
the opportunity to grow even more. Students who devote more time to theatre by participating
in a school theatre program can be exposed to a wide range of content and different practices
that can help them as they grow and mature, such as understanding historical context, conflict
resolution, learning about oneself, stagecraft, and acting, just to name a few (Catteral et al.
16). More examples of such growth can occur when a student gets to participate in a theatrical
production. When a play is produced, those who are involved will get the chance to participate
in interpersonal communication, enhance their people skills, and gain content knowledge. They
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will grow creatively, and they are able to get better at problem solving and collaborating
(Movassoghi & Growe 33). Theatre programs also offer students the chance to be placed in
leadership positions in specific areas of responsibility, such as designing technical elements for
a show, heading the backstage crew, serving as stage manager, or even becoming a student
director. Students who are granted such leadership positions learn to be discerning, analytical,
self-motivated, speculative, practical, and theoretical. They are able to have exposure to
theatrical elements that can include directing skills, being self-directed, creative, and selfmonitored, they can display playwriting abilities, they can stage manage, they develop acting
techniques, they become better collaborators, and they develop the necessary leadership skills
that will help them as they continue on in life or in the theatrical field (Movassoghi & Growe
32). Students who are granted the role of student director are able to learn more about
directing, become a better actor by directing other students, gain a better perspective of the
craft of theatre as a whole, understand issues that may arise from the director’s perspective,
sharpen their communication skills, experience self-discipline, learn how to communicate
effectively, take responsibility of the final product, practice perseverance, learn to be flexible,
and grow a sense of pride and accomplishment when they finish a production (Movassoghi &
Growe 34).
If a student wishes to participate in such a program, however, there must be a program
in place that can supply students with the necessities they require in order to become wellrounded theatre students. That role itself is more often than not left up to the teacher, the
one who will first establish the theatre program in the way that they wish to run it to best fit
the needs of the students. It is up to the theatre teachers to create curricula that allows their
students the opportunities to develop the different learning skills that they need (Movassoghi
& Growe 33). When developing a program, however, it would best benefit the students if the
program were geared towards them, rather than the teacher (Woodson 27). While a teacher
can enjoy being a member of the cast or crew as much as any student, the teacher needs to be
the one who is responsible and consider the needs of their students rather than that of their
own. Would they hope to have the best theatre program there is? Of course. However, you can’t
build that program if you aren’t facilitating a learning environment that allows your students
to grow in knowledge and experience. When a program has been created for the benefit of the
students, the program will treat its students as active agents instead of observers. A program
shouldn’t be afraid to explore big questions, social issues, or problems. The program creates
advocates for the arts and explores what it could mean to be an artist in the 21st century. The
program will celebrate and use popular culture, and finally, the program would create and even
promote bonds of kinship that connect the school and surrounding community (Woodson 27).
Theatre programs should above all focus on what the students need. They are participating in
theatre for a reason, so their experiences should be what matters most. If a student wants to
enter the field of theatre, it is up to their teacher to facilitate that need and create a program
that will serve as a guideline for them (Woodson 27).
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ABSTRACT

This paper offers a solution to combining Columbus State University's (CSU) internship
resources into one system. Columbus State University caters to over 7,000 students annually.
Columbus State University’s goal is to provide an enriched educational experience. In addition
to classroom learning, students should gain on-hands learning in their field, for example,
through internships. Internships allow students to gain real-world experience that can land
them a job after graduation. CSU should provide internship information to students to help
students in their search for internships. CSU has several internship resources at the
institutions, including but not limited to, Handshake, Career Design, Parker Dewey, college
departments, etc. Columbus State University can gather information from each resource and
compile it into a database for students to search for internships; an internship management
system can achieve this. Students will not have to use multiple resources and can find all the
information in one place. Also, as the system progresses, students can message employers and
keep track of their applications. To ensure an internship management system is needed, I
conducted a needs assessment through focus groups and questionnaires. Also, I completed
research on the relationships between three internship stakeholders, students, institutions,
and employers through a comprehensive of the literature. This research helps to see how an
information system can fill in the gaps between the stakeholders. Also, I researched student
relationship management to learn the importance of learning and managing students’ needs.
After research, I designed an internship database that is easy to use and provides internship
information.
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INTRODUCTION
In late 2019, Columbus State University (CSU) unleashed their new branding, “Create
You.” The slogan summarizes Columbus State University’s ability to mold students into being
the best version of themselves through creativity and academics. The school provides outlets
to be creative to obtain desired careers, actual experience in the workforce while attending
university matters, too. I suggest that CSU add an internship management system to its host
of resources to make students successful. The internship management system will be a
massive database that hosts internship data for students to be able to view. CSU has a few
internship resources, but the university has the potential to combine these resources and take
a holistic approach by using a large internship management system. This internship
management system can further support its “Create You” brand by helping students find
internships to apply their academic knowledge, which in turn deepen their field knowledge.
The goal of this project was to use research on managing internships as well as the specific
needs of CSU students to systematically design a customized internship management system
for the institution.
Background
Internships and Education
The Career Center at the University of Maryland, Baltimore County (UMBC) describes
an internship as “a professional learning experience that offers meaningful, practical work
related to a student’s field of study or career interest” (UMBC, 2021). Internships in the
United States can be traced back to education during colonial times. Skilled workers would
train students to learn a craft or trade. Now, internships can explore the fields of theatre,
research, writing, among many others. Some professions, like medicine, business, and health
care, require students to have internship experience before working in the field (Lei & Yin,
2019, p. 181). Although, the classroom provides students with academic and theoretical
knowledge, but internships allow students to apply that knowledge. Such practices put
students in a position to be strong potential job candidates when seeking post-grad
opportunities. Through an internship, students are relieved of the pressures of first entering
the “real world.” In the past, students who have internship experience have received “higher
salaries and higher levels of job satisfaction” than their peers who have no internship
experience (Vélez& Giner, 2015, p.124). While there are many internship opportunities and
they are very beneficial to students, and it is often difficult for internship providers and those
seeking internships to connect.
Historical Internship Management
Before advanced information technology, internship management was handled by
manual writing. Students completed internship forms, and by using the information of the
forms, advisors matched students with internship opportunities. Students would then be
notified by writing of whether they have received the internship. Documentation would be
then placed in a locked filing cabinet. This presents the challenge of other staff not obtaining
students’ files when students need internship assistance.
Another internship management method was storing internship information into
spreadsheet software like, Microsoft Excel. This method was better than the traditional
method discussed in the previous paragraph. The file could be sent to other staff members,
but if the staff member is not an authorized user, he or she cannot access the file.

Every college has email software. Easy to use for internship communication, email
software provides capabilities like “a contact manager, calendar, and task list.” Also, they
have features like folders and category tags. These features “organize communications and
information on both students and companies (Eason et al., 2019, p.221).”

Examining the Relationship between Institutions, Students, and Employers
Essentially, students attend institutions to obtain the knowledge and experience
employers seek when hiring. Knowledge is usually obtained through the classroom and the
experience through internships. Each stakeholder reaps benefits. Students get a chance to
explore their fields and get a glimpse of the typical day in their career positions. They get to
experience what it is really like, and they are not caught off guard when they finally enter
the “real world” (Vélez & Giner, 2015, p.124). When the human resources department views
a student’s application, it is interested in whether the student has experience. Candidates
with internship experiences are more successful getting jobs with employers. Employees reap
benefits, too. Employers can reduce hiring and training costs by hiring their interns after they
graduate. They have a sense of what the intern can do, and the intern has experience in their
operations. Also, interns reduce the company’s workload and provide it with fresh new ideas
(Vélez & Giner, 2015, p.124). Like companies, institutions are positively impacted by
internships.
If universities are thriving and consistent with helping students find internships, they
can advertise this while recruiting, and therefore increasing enrollment (Anjum, 2020, p.1).
Offering internship resources can enhance an institution’s reputation. In a study in which
students and faculty of one school were interviewed, 81.6% of educators believed students
are more likely to attend universities with internship programs. In this study, 81% of
educators believe internship programs impacted their reputations (Weible, 2009, p.63). Also,
universities talking over internships with different employers can build business relationships
with different employers. These relationships make room for other students to get job
opportunities. Employers can give suggestions on how institutions build curriculum and what
new skills should be taught. CSU’s Turner College of Business offers two classes that teach
data visualization and business process modeling due to increasing demand from employers.
Another great thing from these relationships is fundraising opportunities (Vélez & Giner, 2015,
p.124). CSU Turner College of Business provides students with some scholarships and grants
because of company relationships. Though these three groups have experienced different
advantages because of internships, Velez and Giner (2015, pp. 121-130) suggest a bridge
between the main stakeholders of internships: students, institutions, and employers.
Several issues arise between the stakeholders, institutions, and students. There are
times when students do not take full advantage of internships. Some students do not take
internships seriously, and wasting school resources, like advising. Administrators are
underappreciated and not compensated for their efforts (Weible, 2009, p.60). It has been said
that students’ knowledge from classrooms does not always translate into experience.
Sometimes, students do not use that knowledge. Sauder et al. (2019, p.109) believe that
faculty members can fail at advising students on how to take full advantage of internships.
There was also a discrepancy between students and faculty when it comes to matching
students with internships. The importance of internships is emphasized and stressed to
students, but faculty fail to give one-on-one time to assist students with them because of
their multiple duties at the institutions (Sauder et al., 2019, p.109). More and more
opportunities for internships are growing, along with the demand for internships from

employers, but schools cannot keep up. Staff at career centers are having trouble accounting
for increases in enrollment and students’ demand for internships. Some schools treat
internship management as not a primary function for staff. In the end, students must research
internship opportunities, scheduling interviews, and ensuring they have the right
qualifications for themselves (Eason et al., 2019, p.219). Also, some students must find their
own lodging if the opportunity is not in their radius. Institutions experience conflict with
employers, too.
The relationships between the two stakeholders, colleges, and employers need
attention with schools lacking financial resources and growing graduate unemployment rates.
Institutions are responsible for adjusting curricula to fit employers’ needs and supply
employers with prospects. As a response to these demands, colleges are focusing on future
enrollment.
There is a study found on IBM’s website that shows “only 49% of the industry and academic
leaders believed that higher education was meeting student needs and only 41% of this cohort
perceived that higher education was meeting industry needs.” From that study, it was
proposed that institutions implement more practical curricula and improve relationships
between their stakeholders. Each stakeholder’s feedback can help define internship
programs. Some stakeholders’ needs are not being met, so improving their relationships can
help (Sauder et al., 2019, p.116).
Sauder et al. (2019, p.115) surveyed students and faculty from only one institution and
found that students often care about what internships can offer them. Employees want to
utilize students the most that they can, but they do not believe in paying the interns for most
of their time. Students and faculty believe that pay should be an expectation of an
internship. On the other hand, employers are on the fence about endorsing pay as an
expectation for internships. This could show why some internships offer unpaid internships. In
addition, some students question unpaid internships. Sauder et al. (2019, p.111-117) also find
that the expectations of an internship vary more between students and employers than
between students and faculty. Such gaps can diminish internships and cause conflict between
the two stakeholders. While this study only surveyed students and faculty at one institution,
it demonstrates that some institutions can have gaps that an internship management system
could fill by receiving feedback from each stakeholder.
To mend the gap between the stakeholders, I would suggest that feedback from both
employers and career advisors is needed for students to optimize internships’ benefits and
help them grow professionally. Feedback is important because it helps to improve internship
programs for future interns and employers. An internship management system can help with
this by supplying an outlet for these stakeholders to communicate.
Faculty/Institution and Students’ Relationship as Customer Relationship Management
Colleges and institutions have begun to compete internationally for the best students.
Adapting a customer relationship management philosophy aids institutions in maximizing
student value by meeting their needs. Students’ statuses are transforming from students to
consumers, co-creator of value, even a partner (Gholami et al., 2020, p.1). Student
relationship management improves the relationship between student and institution. Student
relationship management also increases student satisfaction, develops services that meet
student’s needs, and offering more resources. Institutions have tried to fill in the gaps in
student relationships (Gholami et al., 2020, p.2).

Customer relationship management (CRM) strives to meet customer needs and develop
meaningful relationships with customers. CRM improves relationships and gains feedback and
through the process improves performance; thus, organizations can get competitive
advantages. Many companies have CRM processes. CRM improves quality because companies
recognize what customers want. CRM is “creating, retaining and developing long-lasting
relationships” (Gholami et al., 2020, p.2). Companies create loyalty programs and find ways
to satisfy customers. Applying CRM to universities creates the concept student relationship
management (SRM). Student relationship management in universities tries to achieve a better
relationship with their “customers,” the students who seek the service of education. Applying
SRM to students encourages institutions to interact with students, improving relationships,
and thus strengthening higher education (Gholami et al., 2020, p.2). Student relationship
management tries to bind students throughout college and post-college. If successful, postgraduates may increase their loyalty to their schools and their willingness to communicate
with the school. SRM can create long-term relationships, which improves colleges’ reputation
(Gholami, et al., 2020, p.4).

Using Information Management Systems to Store Internship Information
An information management system is a system that stores and collects information
about a specific thing. The information collected and stored must be relevant to the
information system’s intended purpose, or analysis will not be helpful in decision making.
Information systems give real-time and accurate information. This is important in decisionmaking because accuracy enhances quality reports (Shah, 2014, pp.2799-2801). Information
systems have improved education over time because it gives educators insight on a particular
student. The systems have been useful, as each student’s record is important (Aldarbesti &
Saxena, 2014, pp.36-44).
School information management systems entail keeping up with attendance, grades,
and reporting, among other important records. Information systems also aid administrators in
“informed planning, policy-making, and evaluation” (Forrester, 2019, p.3). Information
systems have made a big transformation in schools. In the late 1970s, the use of information
technologies was used in business offices for recordkeeping. However, school systems needed
more types of data that would be substantial and relevant for decision-making. In the late
twentieth century, computers were vital to schools’ operations because they used databases
to store student records, such as grades and health records. Data-driven decision-making
became more popular because the No Child Left Behind initiative in the 2000s called for
gathering student data at the state and federal levels. They needed information to form
decisions (Forrester, 2019, p.1).
In the early 2000s, school systems used information systems for daily routines. These
systems allowed schools to evaluate the instructional processes, the atmosphere of the
school, and student needs by providing real-time information on each of these things and
through analytics. School information management systems have helped teachers keep in
contact with parents and students get grades back faster after each semester. This creates
efficiency and lightens the teacher’s workload. Using these information systems allows
administrators to prepare for the future and determine success criteria for students. From
here, administrators can make decisions about student placement for the next academic year
(Forrester, 2019, p.3).

Information systems have made it easily accessible for educators to communicate. As
conversations take place between the public schools and students, information is shared and
can be used to make decisions. Essentially, information systems improve school functions,
decrease workload, and provide real-time information.

Designing An Internship Management System for CSU
If an institution does not have an internship management system, employers must find
other ways to find interns. Also, not having a system makes it harder for students to apply for
internships. Without a system, it is hard to track a student’s progress and see how well they
perform. An internship management system allows institutions and employers to have an
ongoing relationship through communication tools such as direct messaging. When students go
off for short internships, those relationships are often not maintained. Industries can provide
feedback on the curriculum. Students, staff, and employers working together, co-creating
more opportunities (Mydyti, 2020, p.99).
An internship management system will allow for more analytical discoveries. When
institutions can show the type of internships past students have completed, it can increase
the attraction of a specific field or the school itself. The best students will be attracted to
the university (Silva et al., 2016, pp.705-706). Given CSU’s new branding, “Create You,” and
claim that it can mold students into being the best version of themselves through creativity
and academics, it needs a strong internship management system to attract and serve its
students.
Institutional Context
Columbus State University enrolls about 7,000 students every year and each one has
the option to enroll in over 90 degree programs. CSU advocates for hands-on learning. They
encourage students to partake in “…internships, clinical experiences, and field research.”
CSU’s mission is to cultivate the best learning experience for their students (CSU, 2021).
CSU uses several information management systems. The institution has a class
schedule management system, a bookstore management system, a degree progress
management system, and more. The school also has the capabilities to explore an internship
management system for students seeking internships.
CSU students looking for current internships can visit the Center for Experiential
Learning and Career Design (CSU, 2021) also known as Career Design@CSU, and learn how to
use applications, like Handshake and Micro-Internships, or visit career fairs set up by the
Career Design@CSU. Handshake is a third-party internship management system that lists many
internship opportunities, their locations, qualifications, and description. This internship
management system also tells whether the opportunity is full-time or part-time and whether
it is paid or unpaid. Students can save jobs ads and apply for internships immediately on
Handshake; they can also visit the employer’s external website. Students can upload their
resumes and photos and can fill out their profiles. Micro-Internships is new, and Parker Dewey
(Parker Dewey, 2021), a consulting firm, powers it. Parker Dewey works with employers to
post “micro-internships” for students to apply for an employers’ assignment, complete the
tasks for the assignment, and get paid. Like ordinary internships, they are short-term. Parker
Dewey is like Upwork, a website where people can find short-term freelance opportunities in
their field, however, it serves only students.

Career Design@CSU also hosts career fairs in which employers inform students about
internships. Students can give employers their resumes, complete interviews, and get jobs
soon after by attending a career fair. Another way CSU’s students can learn about internship
opportunities is to contact their college’s internship coordinator or be on the lookout for the
internship coordinator’s email. The internship coordinator provides internship information by
sending a mass email to students of the department about internships. However, these emails
have the potential of getting lost, and students would have to mark the emails as important.
Also, these emails do not allow you to view one list of opportunities. CSU has great resources,
but these resources cannot be utilized fully if the institutions, students, and employers’ needs
are not being met.
CSU needs an internship management system to make identifying and managing
internships easier for students by having all internship information in one place. For students,
the system needs to be easy to locate on the CSU website and provide a search engine for
internships. Students need to be able to track how many internships they have applied for
over time. Also, an internship management system should provide a communication platform
where students can communicate with employers to ask questions that are not explained in
the description or simply to network with them.
Essentially, students obtaining internships can be crucial to students’ career paths.
They can help students find opportunities after graduation. Students will have the needed
experience to apply for job opportunities. An internship information system will make the
search for internships easier for students.
Designing an Internship Management System for CSU
I started this project with the idea of student-alumni management system in mind; I
thought that alumni would be a good resource for students to learn about internships. To design
a student-alumni management system for CSU, it was important to understand the institutions’
specific needs. Therefore, I conducted a survey of students and alumni by designing a
questionnaire that could demonstrate the need for the system and identify key features of the
system. The questionnaire was developed using student focus groups and alumni staff
interviews and administered to both students and alumni. Using the results of the survey, I
employed the software development cycle to design an internship management system for CSU.
Focus Groups & Alumni Staff Interviews
I began by piloting survey questions with focus groups involving about 10 students in the
CSU Honors College. I refined and finalized my student survey questions to include:
•

What are some resources you have used to find internships (whether it be an application
or human contacts)?
• What do you like and dislike about those resources?
Initially, I did not include the phrease “(whether it be an application or human contacts)”
portion in the first question because I assumed that many students were searching online versus
using human contacts. However, I received a variety of answers and found that students use
both applications and human contacts. Students went into depth about their human contacts.
For this reason, I wanted to include a communication feature where employers and students
can speak to each other. In addition to the focus group interviews, I met with CSU staff in the
Office of Alumni Affairs. To my surprise, I discovered that the alumni staff had a similar project
in the past, but it was later discarded due to lack of alumni/student engagement.

Student & Alumni Surveys
In software development, one wants to assure the intended users will use the product
or service. Therefore, to develop a better understanding of the primary users of the final
product, I created two surveys based upon the focus group interviews: one for alumni and one
for students. After receiving approval to conduct human subjects research by CSU’s Institutional
Review Board, I published both surveys on Qualtrics. The alumni survey was issued by Katie
Evans of CSU Alumni Center while the student survey was distributed by CSU Advise, the
academic advising department for the institution. Both surveys consisted of both open-ended
questions and closed-ended questions. The open-ended questions provided me with qualitative
data that can be used for planning specific requirements for the system.
I received over 200 responses from students and 15 responses from alumni. I received
a low number of responses from alumni relative to student responses, thus I condensed my
project to simply an internship database where employers, professors, and students can fill
form with internship information, which then can be made available to students. I received
interesting responses from students. Of 122 CSU students, 63 students said they were not
looking for internships. In my opinion, this finding was surprising because this survey was
launched in February, a period when students start looking for internships for the summer. On
another hand, 59 students said they were looking for internships. Therefore, I continued to
pursue the database because there was still a great amount who said they are looking for
internships relative to those who were not. One student responded to the survey question,
“What is something that would make you more inclined to use a website where CSU alumni
post internships onto a job board that you can access? What would you expect from this
application?” and said, “I would love if a website like this exists.” Therefore, I began to
develop the system using a software development cycle and incorporated other survey
responses in the design of the system.

Using the Software Development Life Cycle
I used the first few stages of the software development life cycle to complete this
project. The stages are planning, analysis, design, development, integration, implementation,
and maintenance (Veracode, 2021). Planning is identifying the problem. I defined the problem
as CSU not having its own integrated internship database and having too many resources at a
time without them being organized in a central location, to the detriment of students and
employers. In the analysis phase, I surveyed CSU students regarding a potential alumni
student management system, in which alumni post internship information. I found that 44% of
121 CSU students were currently looking for an internship (Appendix A, Student Survey, Q2). I
developed the database on Kintone (Kintone, 2021) and acted as a user of the system and
filled out the form to see how the information would be displayed. Finally, I delved into the
implementation stage by publishing the database, but it will not fulfill the purpose of
allowing multiple users because this system is only being piloted and only allowed limited
user access to the application.
Internship Management System Proposal
I propose an internship management system that has powerful database capabilities,
like Handshake, but one that allows students, professors, and employers to add internships to
the database and add feedback. This is supported by research on optimizing internships
experiences (Anjum, 2020, Eason et al., 2019, Sauder, et al.,2019, Vélez & Giner, 2015,
pp.121-130 Weible, 2009) and allows for stakeholder feedback (Anjum, 2020, Eason et al.,

2019, Sauder, et al.,2019, Vélez & Giner, 2015, Weible, 2009). Personally, I was inspired to
conduct internship management research when I realized that none of CSU’s internship
resources mentioned the Oracle Corporate Scholars Program, which was an internship that I
found independently. Not only did that internship provide valuable field experience, but it
also paid for my lodging and transportation expenses. If other students identify internships
independently, they should be able to add that information to an internship management
system. However, to maintain the accuracy of the database, I recommend that the institution
monitors all entries to ensure the opportunities are legitimate. Additionally, professors may
wish to add to the database when they identify internships, rather than relying on mass
emails. Students will now be able to view all the opportunities in one centralized location. In
addition, employers can use the system to see how many students have applied to the
opportunity and what skills most students offer. To address the lack of feedback among
students, employers, and colleges, I would like to add a feedback section for students going
through internships. Both employers and professors can provide feedback that will help the
students. University Administration can view this section and begin tailoring the curriculum to
address employers’ needs. Like Handshake, I want students to be able to view applied jobs
and communicate with employers via direct messaging. Here, students and employers can
build relationships. Also, students should be able to leave feedback to employers so that they
can adjust internships accordingly to their needs.
Internship Management System Proposal
Although a complete and interactive internship management system would be
beneficial for students, for this project, I created an internship database. This database can
be a building block for an internship management system. This internship database contains
the following fields: Record number, Date, Created by, Department, Organization, Location,
Position, Start Date, End Date, Description, Link, and Paid? I will discuss what each field
means below:

Field Name

Field Description

Internship

the internship record’s unique identifier

Date Posted

the date the user created the record

Created by

the user’s email

Department

CSU’s main majors

Organization

the company spearheading the internship

Location

where the internship is located

Position

the title of the internship position

Start Date

when the internship begins

End Date

when the internship ends

Description

what the internship entails

Link

the URL to the internship application

Paid?

whether the internship is paid

I will require every field, except for start date, end date, and link. I am not requiring
the start date and end date because organizations do not always specify this. With the link,
for every internship that does not have an online application, students are encouraged to call
instead. I will now discuss the processes of making the information available in the database.
The internship database I propose above has critical fields, such as the internship name,
location, paid or unpaid, description, college department, and the employer’s name. These
field names are straightforward. However, most fields were determined by the results of my
survey. For example, one question asked, “What is something that would make you more
inclined to use a website where CSU alumni post internships onto a job board that you can
access? What would you expect from this application (Appendix A, Student Survey, Q5)?” One
student answers this question by stating that they want the system to be “easy to search.” I
included a location field because a student responded to the question above saying, “I would
imagine there would be a jobs/internship section that you could visit and filter by location,
pay, etc.” Additionally, I included the field, “Paid?” because of two responses. One student
said, “I would be more inclined to use this website … if the internships were paid.” Another
student said regarding pay, “PAID Internships. UNPAID internships are an insult, slave labor,
and should be made ILLEGAL. NO UNPAID INTERNSHIPS!!!” Notably, this second response
speaks back to the stakeholders’ conflict between employers and students, and sometimes
conflicting opinions between students and thus. needed to be addressed in the system’s design.

After analyzing their needs, I chose to include unpaid internships because they can be used for
college credit and may be desired by some students.
In another example of using survey responses in my design, I included a description field
because a student said, “Description of tasks and requirements for internship.” A student in
the survey said they would be more inclined to use the website based on how detailed the
internship description is. This should be sufficient information presented to the student. These
fields should be filled out when employers, professors, and students complete an internship
form.
The idea is for a user, student, professor, or employer to fill out the form pictured
below and enter the information in the fields (Figure 1.1). I would like for someone at Career
Design@CSU to validate this information; therefore, this form will not go live right away. This
process ensures students are not being led into opportunities that are potential scams. After
the form is validated, the internship record will be populated in the database (Figure 1.2 &
Figure 1.3). I have also included a use case diagram describing the process (Figure 1.4).

Figure 1.1. The Internship Record Form

Figure 1.2. An Example of a Completed Internship Form

Figure 1.3. The Completed Form appears in Database.

Figure 1.4. The Use Case Diagram for Internship Database
Software Packages
For a database to be successful, it needs a database management system software to
store the data. Two of the most popular database software are MySQL and Oracle SQL
Developer. Using these tools, we can also perform analytics on the data via queries. Also, we
would need a spreadsheet software package, such as Microsoft Excel, to extract data from
the database. If the internship management system is pursued further, we will need
communication capabilities. We could use Slack, a communication software.

Mobile App Integration
Students are not only using desktops to access applications; they use smartphones and
tablets, too. The internship management system would be available to both iOS and Android
users. The app can be integrated via Kintone, an application software, or Salesforce, another

application software. The internship information will be protected using Columbus State’s
University firewall.
One student in the questionnaire responded to the survey question, “What is
something that would make you more inclined to use a website where CSU alumni post
internships onto a job board that you can access? What would you expect from this
application?” and said she would like for the database to be accessible on the MyCSU landing
page. Another student expressed that the database should be marketed all over campus. For
example, flyers can be placed in common areas. The database can be promoted during
orientation and at career center events.

Further Research
At the beginning of this project, I was focused on two groups of stakeholders for an
internship management system: students and alumni. I completed research and found articles
detailing a student-alumni management system that increases internship visibility and allows
alumni and students to build relationships. Alumni can have good resources to help students
find an internship. I performed a needs assessment using Qualtrics to gather responses from
both alumni and students asking about an alumni-student management system. This study was
conducted to see whether there was a need for such system and how it should be built. As
stated previously, I did not receive many responses from alumni. Due to a low number of
responses for the alumni population, it can be implied that the alumni have little interest.
With them being a key stakeholder in this proposed project, it shows that maybe this aspect
should not be pursued until alumni have more interest. Despite the low number of alumni
responses, there was a high number of responses from students. I received 203 responses from
students. Of the 203 responses, only 121 responded to the question, “Do you think that CSU
alumni and CSU students have a good networking relationship?” 54.5% of the respondents said
yes, while 45.5% said no. In a future survey, the survey can prompt students to answer why
they feel that CSU alumni and students do not have a good networking relationship. It may
reveal why alumni may not have an interest in participating.
Conclusion
Internships can make or break someone’s chance at getting a job. Building an
internship management system would aid students in finding internships, but it would also
address the institution and employers’ expectations. Institutions can use the database and
analyze the data to see how many students are getting internships and what qualifications
they possess. Employers can have direct contact with students and give timely feedback.
Information systems are embedded everywhere, even at Columbus State University. It would
be most beneficial for all stakeholders involved in creating an information management
system in which more people can become contributors to give students more opportunities to
broaden the horizons in their careers and to give employees more opportunities to nurture
the future workforce.
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Appendix A
This is a questionnaire that were distributed to Columbus State University students and
alumni. The purpose of the study was to see if there was a need for a student-alumni
management system where alumni post internship information for students to view. There
were only 15 responses from alumni and over 200 responses from students. This study was
published through Qualtrics.
Questionnaire
Students
1. Are you a CSU student?
a. Yes
b. No
2. Are you currently looking for an internship?
a. Yes
b. No

3. What are some resources you use to find an internship (whether it be an application or
human contacts)? What do you like and dislike about those resources?

4. Do you think that CSU alumni and CSU students have a good networking relationship?
a. Yes
b. No

5. What is something that would make you more inclined to use a website where CSU

alumni post internships onto a job board that you can access? What would you expect
from this application?

6. What communication do you prefer using this website?
a. Discussion board
b. Live chat
c. Direct messaging
d. Email

7. In this application, there will be a discussion post where students can seek career
advice. Would you like replies from solely alumni, solely students, or from both alumni
and students?
a. Solely alumni
b. Solely students
c. Alumni and students
Alumni
1. Are you a CSU alumnus?
a. Yes
b. No
2. Are you currently looking for a channel to assist CSU students with finding internships?
a. Yes
b. No
c. Do you think that CSU alumni and CSU students have a good networking
relationship?
d. Yes
e. No

3. As a CSU alumnus, what would make you more inclined to post internships on a

website that CSU students can access? What would you expect from this website?

4. What incentives should the website provide to alumni?
5. What communication do you prefer from this website?
a. Discussion board
b. Live chat
c. Direct messaging
d. Email
e. Other:

6. In this application, there will be a discussion post where students can seek career
advice. Do you think CSU students benefit more from replies solely from alumni solely
from students, or from both alumni and students?
a. Solely alumni
b. Solely students
c. Alumni and students
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Abstract
Implicit bias has an affect on all aspects of healthcare in the United States. The affect that
gender bias has on pain management has been well documented, but the nurse anesthetist’s
role in the issue has been virtually unexplored. This thesis explores the possibility of the
CRNA’s involvement in gender bias in the postoperative pain setting, and the affects it can
have on patient care. An extensive literature review has been completed revolving around
pain, the scope of practice of the CRNA, and the affect that gender bias may have on the
CRNA’s management of postoperative pain. This research reached the conclusion that the
nurse anesthetist’s role in perpetuating gender bias in postoperative pain management must
be researched further in order to determine its affects on patient care. Recommendations for
future research have been made, including ways to determine the presence of implicit biases
in the CRNA, assess the impact that gender bias could have on the profession, and
interventions that can help reduce the prevalence of gender bias in the CRNA field.
Keywords: gender, bias, nurse anesthetist, CRNA, postoperative pain
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The Effect of Gender Bias on the Nurse Anesthetist’s Management of Postoperative Pain
Pain in the Postoperative Setting
Some of the first things that the average person learns at a young age are biases and
stereotypes. According to the Oxford Learner’s Dictionary, bias is defined as, “a strong
feeling in favour of or against one group of people, or one side in an argument, often not
based on fair judgement” (2020). Healthcare professionals are not exempt from having
personal biases or prejudices, and due to the importance of the field, these biases can
oftentimes be dangerous. While there have been copious amounts of research regarding the
role that physicians and nurses play in bias affecting healthcare, the nurse anesthetist’s
(CRNA’s) role has been virtually unexplored. For that reason, this review of literature will be
exploring how gender bias affects the CNRA’s management of postoperative pain, as well as
setting the stage for future research on this topic. The first chapter will explore the
pathophysiology of postoperative pain. The second chapter will highlight the scope of practice
of the nurse anesthetist as well as the methods used to manage perioperative and
postoperative pain.
Pain is one of the few unifying factors of the human experience. The American Society for
Pain Management Nursing (ASPMN) states that “Everyone, regardless of income, race, gender,
age, status or geographic location, should have access to effective pain management” (2021,
para. 1). Pain management is a complex subject, with guidelines and procedures constantly
changing as the medical community makes new discoveries. This section will discuss pain at
the cellular level and explore pain management options and treatments. Post-operative pain,
the focus of this paper, will be explored in full, as well as the role of the certified registered
nurse anesthetist (CRNA) in its management.
According to the International Association for the Study of Pain, pain can be defined as, “an
unpleasant sensory and emotional experience associated with actual or potential tissue
damage or described in terms of such damage” (Treede, 2018, p. 2). These unpleasant
sensations are caused by noxious stimulation of the nervous system at the level of sensory
neurons. Sensory neurons that initiate the pain response as a reaction to harmful stimuli are
known as nociceptors. These nociceptors innervate the peripheral tissues of the body and
alert the nervous system to the presence of noxious stimuli as a defense mechanism against
injury (Pinho-Ribeiro et al., 2017). “The human body is equipped with different types of
sensory neurons, and nociceptors are the subset that function as the primary unit of pain,
being equipped with receptors and ion channels that enable the detection of stimuli that have
potential to cause damage” (Smith, 2018, p. 231). The ion channels that mediate the pain
response are essentially pathways that certain chemical markers can follow to communicate
with the central nervous system.
The body’s response to pain happens in three stages: transduction, transmission and
modulation (Yam et al., 2018). Transduction involves the process of converting noxious
stimuli that are detected into chemical messages that the body can understand. Stimuli that
can trigger this response include mechanical, thermal, and chemical stimuli. Once these
stimuli are detected, the tissues of the body release chemicals that indicate that they have
been damaged. These are known as inflammatory markers. Examples of these markers include
histamines, serotonin and leukotrienes, all of which are processed by the nociceptors as an
indication of pain (Osterweis, 1987). During transmission, the chemical message created
during transduction is relayed by the peripheral nervous system (PNS) to the central nervous
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system (CNS). The message is received by the thalamus, which translates the electrical
impulse to determine the location and severity of the pain (Yam et al., 2018).
Measuring the Patient’s Pain
Before a patient’s pain can be treated, it must be measured. Baseline pain levels should be
measured before all procedures, medications, and therapies to determine the severity of the
pain and the management technique that is most suited to treat the patient’s pain. There are
multiple ways that practitioners measure pain in the critical care setting. The Visual Analog
Scale (VAS) and the Numeric Rating Scale (NRS) are both considered to be accurate
measurements of pain the patient is feeling presently, as well as pain felt in the past 24 hours
(Bodian et al., 2001). The VAS is made up of a single, horizontal line, typically 100mm in
length. One end of the scale is marked “no pain at all,” and the other is marked, “worst pain
imaginable.” The patient then uses a writing utensil to mark where on the line their pain falls
between those two extremes (Bodian et al., 2001). The NRS consists of an eleven-point scale
for patients to rate their pain. The patient is asked to rate their pain on a scale from zero to
ten, zero being “no pain at all” and ten being the “worst pain imaginable” (Pathak et al.,
2018). The NRS is considered the most effective way to measure pain in post-surgical patients
once emergence from anesthesia is established.
When assessing pain in children over the age of three, the FACES pain scale is considered the
most appropriate tool (Breivik et al., 2008). The FACES scale is made up of six illustrated
faces that begin as smiling, and gradually become more serious, until a crying face is shown.
This tool is great for children whose literacy levels are low but have the emotional
intelligence to choose the face that represents how they feel (Breivik et al., 2008). In sedated
patients, or patients who are unconscious, methods of pain measurement rely on factors
other than a patient’s self-reporting. “The most reliable and best validated behavioral scales
in patients who cannot self- report pain are the Behavioral Pain Scale (BPS) and Critical Care
Pain Observation Tool (CPOT)” (Kotfis et al., 2017, p. 68). The BPS is reliant on the patient’s
reactions to stimuli alone, thus making it possible for practitioners to gauge a patient’s pain
level while the patient is intubated and sedated. The scale is made up of three categories:
facial expressions, movement of the upper limbs, and compliance with mechanical
ventilation. Each category can be scored on a scale of 1-4, meaning the overall rating will fall
between 3 and 12 (Ahlers et al., 2010). The CPOT is similar to the BPS but has an additional
category. The CPOT is made up of 4 categories: facial expression, body movements, muscle
tension, and response to mechanical ventilation (mechanical ventilation refers to the use of a
ventilator to breathe for the patient when spontaneous breaths are not possible). If the
patient is not ventilated this category measures vocalization. Each category is measured on a
scale of 0-2, so the total overall score can vary from 0 to 8 (Rijkenberg & van der Voort,
2016). The accurate measurement of pain is key when discerning if the treatment has been
effective. Before treatment can begin, it is also important for the type of pain to be known.
The Pathophysiology of Pain
Pain is classified by duration and type. There are two main classifications of pain, chronic and
acute. Acute pain is typically defined as pain lasting less than 3-6 months, and is directly
related to soft tissue damage, such as post-surgical pain. There are two widely accepted
types of pain: nociceptive pain and neuropathic pain. Nociceptive pain is associated with
tissue damage or the threat of tissue damage (Barolat, 2013). “Nociceptive pain is defined as
pain arising from actual or threatening damage to non-neural tissue and is due to the
activation of nociceptors, or as pain attributable to the activation of the peripheral receptive
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terminals of primary afferent neurons in response to noxious chemical, mechanical, or
thermal stimuli” (Nijs et al., 2015, p. 334). The spinothalamic tract is the network that
carries sensations from the sensory neurons to the somatosensory area of the thalamus (AlChalabi et al., 2020). This tract is associated with three types of sensory fibers; type III, A
delta fibers, and C fibers. Type III fibers and A delta fibers are both considered to be
nociceptors. These fibers are lightly myelinated and responsible for detecting fine detail. C
fibers are unmyelinated, making them responsible for long, burning pain (Kendroud et al.,
2020). Some of the most common examples of nociceptive pain are broken bones, sprains,
strains, lower back pain related to disk injury, inflammation, tissue damage such as cuts,
bruises, lesions, and burns, as well as post-surgical pain, which will be the focus of this paper
(Barolat, 2013).
Nociceptive pain can be further split into two categories: somatic and visceral. Visceral pain
is directly related to disease processes of the internal organs, and can often radiate away
from the affected organ, such as left arm and jaw pain during a myocardial infarction
(Sikandar, Dickinson, 2012). Somatic pain is considered to be pain of the tissues of the body:
i.e. skin, muscles, bones and joints. This type of pain is associated with surface level injuries
such as lacerations, bruises, or inflammation, as well as degenerative diseases such as
osteoarthritis and rheumatoid arthritis. Somatic pain is detected by C fibers and A delta
fibers, and can be either acute or chronic (Kim et al., 2020). Somatic pain is therefore the
main component of postoperative pain, which can be caused by tissue damage, inflammation,
and infection.
Due to the nature of postoperative pain, the CRNA, in the postoperative setting,
mainly works to manage acute nociceptive somatic pain. CRNA’s in other specialties of pain
management encounter other types of pain, but for the purpose of this paper, postoperative
pain alone will be considered.
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The Role of the Certified Registered Nurse Anesthetist
Certified registered nurse anesthetists (CRNAs) are registered nurses who have had training in
the delivery of anesthetics in a masters or doctoral program. The credential was created in
1956, and ever since, nurse anesthetists have been delivering anesthesia and analgesic
medications to patients alongside anesthesiologists (Matsusaki & Sakai, 2011). CRNAs
administer an estimated 32 million anesthetics a year and are licensed to practice in all fifty
states (Dulisse & Cromwell, 2010; Radzvin, 2011). Traditionally, CRNA programs have required
students to attend a two-year course of study at the graduate level. In recent years, however,
the education requirements to become a nurse anesthetist have increased, meaning all
programs must be at the doctorate level by 2022. As of 2022, all graduating CRNAs will have
either a Doctor of Nursing Practice (DNP) degree or a Doctor of Nursing Anesthesia Practice
(DNAP). The change will lengthen the CRNA program to three years, which will create a larger
barrier to entry.
The role of the nurse anesthetist in the healthcare setting is ever evolving. Nurse
anesthetists are found in almost every aspect of healthcare, including the operating room,
emergency departments, delivery suites, wound centers, outpatient surgical centers,
dentists’ offices and more. In recent years, more and more anesthetists have moved into the
pain management field, either working in the hospital as chronic pain specialists, or in
outpatient pain clinics (Ward et al., 2019). CRNAs deliver all types of anesthesia and analgesic
therapies, including controlled substances such as morphine and fentanyl. They also
administer and order non-steroidal anti-inflammatory drugs (NSAIDs), nerve blocks, nonpharmacological routes of pain management, and more (American Association of Nurse
Anesthetists [AANA], 2014; Garimella & Cellini, 2013). The goal of the nurse anesthetist is to
target pain on every level and reduce the risk for side effects by using a multimodal approach
to pain management. (AANA, 2020).
The CRNA in the Preoperative Setting
The CRNA plays an integral role in all aspects of preoperative, intraoperative, and
postoperative anesthesia and analgesia, as well as in pain management. The CRNA typically
provides patient education regarding anesthesia and obtains informed consent for all
anesthesia and analgesia services. A preanesthesia evaluation (PAE) is performed, which is
used to determine the methods of anesthesia to be used during surgery, as well as the
multimodal methods of pain management after the procedure. The benefits of the PAE are
reduction in costs to the institution and an increased chance for a surgical procedure without
complications. When performed before the day of surgery, PAEs reduce the amount of
cancellations and increase the patient’s knowledge and trust in the procedure (Issa et al.,
2010). This evaluation includes a physical examination, a thorough health history, a review of
the patient’s medical records, and a review of pertinent patient labs (ASA, 2012; Phillips et
al., 2013). The CRNA uses the information gathered in the PAE to educate the patient and
plan for intraoperative and postoperative anesthetics and care. The anesthetist then orders
and/or prescribes, depending on the state and its laws regarding the prescribing power of
CRNAs, the necessary medications needed for the procedure and for recovery from the Post
Anesthesia Care Unit (PACU) (AANA, 2020).
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The CRNA in the Perioperative Setting
In the operating room, the anesthetist is charged with monitoring the physiological
status of the patient, as well as the depth of sedation and control of pain during the
procedure. These monitoring devices include electrocardiography for cardiac monitoring,
noninvasive blood pressure monitoring, oxygen saturation, and temperature at minimum
(Maheshwari et al., 2018). This task begins with the set up of the proper equipment and
monitoring devices. When caring for a stable patient in the perioperative setting, it is
standard to measure the patient’s vital signs every five minutes, along with the end-tidal
anesthetic and carbon dioxide expiration if inhaled anesthetics are being used. The CRNA is
also in charge of monitoring the patient’s ventilation status, and must respond promptly to
any concerns with the ventilator or ventilator settings. This allows the anesthetist to monitor
the patient’s oxygen status, as well as their sedation level if the patient is receiving inhaled
anesthetics. Before the procedure can begin, the CRNA must also assess all of the equipment
being used, as well as the alarm settings that will notify the CRNA to any complications or
system failures during the procedure (Checketts et al., 2016).
The CRNA must also administer anesthetics, analgesics, blood products and fluids to
maintain patient sedation and stability. CRNAs administer four different types of anesthesia;
general anesthesia, regional anesthesia, sedation, and local anesthesia. General anesthesia is
a drug induced state characterized by unconsciousness, analgesia, amnesia, and akinesia, all
while maintaining the activity of the cardiovascular, respiratory, autonomic, and
thermoregulatory systems (Brown et al., 2010). General anesthesia is always given in a
multimodal approach, in the hopes that using smaller doses of a variety of drugs will cause
fewer adverse effects than the use of one drug alone in a large dose. The typical general
anesthesia cocktail is a mixture of antinociceptive and hypnotic agents. Antinociceptive
agents include opioids, ketamine, magnesium, dexmedetomidine, non-steroidal antiinflammatory drugs, and lidocaine. Common hypnotic agents include propofol and
sevoflurane. These drugs, in combination with one another, ensure that the patient is
unconscious, non-nociceptive, and in a state of amnesia, all of which are necessary for
general anesthesia to be effective (Brown et al., 2018).
Regional anesthesia is an excellent choice for procedures that require less sedation,
because the mortality rate and cost are lower than that of general anesthesia (Brull et al.,
2007). Regional anesthesia involves the injection of an anesthetic agent to a specific area of
the body meant to block neural transmission (Bugada et al., 2017). There are three types of
regional anesthesia; spinal, epidural, and nerve block.
Sedation involves the use of one or more drugs to depress the patient’s central nervous
system (CNS) and therefore create a sleep-like state. This type of anesthesia is most often
used along with regional or local anesthesia in the operating room, due to the anxiety that
comes with being aware during a surgical procedure. There are three tiers of sedation;
minimal, moderate and deep sedation. In minimal sedation, the patient is relieved of anxiety,
but still has the ability to respond to tactile and verbal commands. In moderate sedation, the
patient can still respond to stimuli, but they are significantly more cognitively impaired.
Patients under moderate sedation are typically able to breathe on their own and have no
cardiovascular effects. Deep sedation, however, may require the patient to be ventilated as
their ability to ventilate may be impaired. These patients are difficult to rouse and should
awaken with no memory of the procedure (Sheta, 2010). The most commonly used sedatives
for the perioperative patient are benzodiazepines, sedative hypnotics (propofol), and
dexmedetomidine. Outside of the operating room, patients having diagnostic procedures such
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as endoscopy are typically sedated, as well as most intensive care patients who are relying on
a ventilator (Frölich et al., 2013).
The CRNA in the Postoperative Setting
Postoperatively, the anesthetist is responsible for facilitating the patient’s emergence
from sedation, followed by a post-anesthesia assessment to determine the patient’s level of
consciousness. Emergence from anesthesia (AE) is characterized by the regaining of
consciousness after anesthesia administration is concluded. Emergence from anesthesia is not
the same as waking up from a long sleep, as there can be serious complications involved in
the process. Examples of these complications are coughing (which can increase intracranial
and intraocular pressures, resulting in possible hemorrhage), laryngospasm (resulting in a loss
of airway patency), hypertension, tachycardia, and cognitive impairments such as emergence
delirium (ED), anesthesia awareness with recall (AAWR), and a failure to regain consciousness
(Cascella et al., 2018). AARW, although rare, is a serious complication, as it can cause
emotional trauma and can hinder the patient’s recovery (Cascella et al, 2018).
The CRNA also orders analgesics and multimodal pain treatments for the postoperative
patient in the post anesthesia care unit and determines when the patient is ready to be
discharged from the PACU or outpatient surgical center (AANA, 2020). The CRNA must
perform a post-operative pain assessment to determine the patient’s pain level and need for
analgesic therapy. Pain scales, as discussed in chapter one, are the most reliable method of
pain assessment. The numerical rating scale (NRS) is the scale of choice for postoperative
patients who are conscious or easily roused. Patients are asked to rate their pain on a scale of
one to ten, one being no pain and ten being the worst pain imaginable, and their answer will
determine the type of analgesics used (Eriksson et al., 2014). If the patient is sedated or
unconscious, the behavioral pain scale (BPS) or the critical care pain observation tool (CPOT)
are recommended to measure pain in patients unable to communicate. Depending on the pain
scale rating, the patient will be given the appropriate analgesics to manage their pain. The
PACU nurse will monitor the patient’s pain level and vital signs every fifteen minutes to
determine whether the analgesics were effective and to assess the presence of complications.
These analgesic medications fall into three general categories; opioids, opioid adjuvants, and
anti-inflammatory drugs.
Opioids
There are many treatment options for somatic nociceptive pain, the first of which is opioid
analgesia therapy. Opioids can be used for both somatic and visceral nociceptive pain (Kim et
al., 2020). The pathway of action for these medications is by way of opiate receptors, which
are scattered throughout the peripheral nervous system (PNS) and the central nervous system
(CNS) (Rosenblum et al., 2008). The mechanism of action of opioid analgesics, which allows
them to be effective pain relievers, can cause undesirable side effects as well. These side
effects can oftentimes outweigh their positive effects. Respiratory depression, hypotension,
constipation, hormonal changes and addiction are all common adverse effects of opioid use
(Dhawali & Gupta, 2020). Given the immediate nature of acute post-operative pain, and the
short half-life profile of intravenous opioids, they remain the first line of defense for acute
post-operative pain.
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Opioid Adjuvants
Ketamine, an anesthetic, is oftentimes used alongside opioids and other methods of acute
pain management. Ketamine is often indicated for use in the preoperative setting to sedate
patients and maintain sedation. Recent research suggests that it can affect a patient’s pain
levels postoperatively when used in a patient controlled analgesia pump (PCA) alongside
opioids. Because patients tend to use fewer opioids when combining opioids with anesthetics
such as ketamine, this can lower the overall risk for adverse affects of all drugs involved.
Research has also shown that dosing a patient with ketamine preoperatively for analgesic
purposes decreases the patient’s risk for severe pain in the immediate postoperative period
(Jonkman et al., 2017).
Magnesium sulfate can also be used to affect the patient’s pain experience in the
postoperative period. When administered systemically, patients experienced less pain at rest
in both the early period and late period, and less pain in motion in the late period. Because of
this, fewer opioids are needed to manage a patient’s pain, which will be beneficial to the
patient in the long run (De Oliviera et al., 2013). Magnesium sulfate is a calcium antagonist,
which regulates calcium’s entry into cells by disrupting N-methyl-d-aspartate (NMDA)
receptors. This is the same mechanism of action of ketamine, which makes them both
excellent adjuvants to opioid therapy (Shin et al., 2020).
Anti-Inflammatory Drugs
Because nociceptive pain is oftentimes caused by inflammation, non-steroidal antiinflammatory drugs, aka NSAIDs, are effective in treating mild to moderate pain and reducing
fevers in the case of infection. (Kim et al., 2020). When it comes to NSAIDs, the effects of the
drug are far more subdued than that of opioid medications, have fewer adverse effects, and
are non-addictive, thus making them a good choice for mild to moderate nociceptive pain.
Steroids, much like NSAIDs, are quite effective at reducing inflammation, and therefore can
be useful when treating postoperative pain (Vyvey, 2010). “Generally, inhibition of
[prostaglandin] and [leukotriene] synthesis by steroids leads to reducing pain, inflammation,
and vascular permeability (edema)” (Kim et al., pg 111, 2020). Corticosteroids are the most
effective type of steroids for inflammation relief.
Multimodal methods of pain management can be useful when treating postoperative
pain as well. Multimodal analgesia is the practice of combining different anesthetics in order
to optimize pain relief while minimizing the side effects caused by using one method alone
Buvanendran (& Kroin, 2009). NSAIDs and COX-2 inhibitors are oftentimes ordered for the
postoperative patient along with opioid analgesia. In a double-blind placebo study, Ketorolac,
an NSAID, was tested alongside a patient controlled analgesia (PCA) pump to determine
whether or not it had an effect on opioid consumption for patients undergoing abdominal or
orthopedic surgery. In one group, patients received 30mg of Ketorolac along with morphine
delivered by the PCA pump. The next group received 10mg Ketorolac along with the morphine
PCA pump, and the control group only received morphine via PCA pump. The study revealed
that patients who were given Ketorolac were more likely to use less morphine than those in
the control group. In the first 24 hours, mean morphine consumption for the 30mg group was
37.8mg, which was much lower than the control group and the 10mg group, who used an
average of 56.5mg and 54.3mg of morphine to control their pain (Moodie et al., 2008).
Corticosteroid use also has an affect on postoperative pain when used alongside morphine. In
a study involving patients undergoing a hip arthroplasty, patients who received
dexamethasone, a corticosteroid, had a much lower pain rating (2.6/10) upon standing after
24 hours than the placebo group (6.9/10) (Kardash et al., 2008).
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Non-pharmacological interventions can also benefit the postoperative patient. Nonpharmacological interventions are interventions that can aid in the management of pain
without the use of medications. Examples of these interventions include but are not limited
to music therapy, aroma therapy, heat application, cold application, acupuncture and
hypnosis. Although these interventions alone would not be enough to manage postoperative
pain, they can be used alongside medication therapy to reduce the patient’s discomfort
(Yaban, 2019). For example, massage therapy has shown a clear efficacy as an alternative
pain management strategy and can be effective in reducing pain experienced by patients
when used alongside other treatments (Boyd et al., 2016).
In the next chapter, implicit biases in the pain management field will be discussed, as well as
the CRNA’s role in perpetuating the effects of gender bias in postoperative pain management.
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Gender Bias in the Management of Postoperative Pain
When discussing implicit bias, it is important to acknowledge that it is a societal construct,
not a tangible barrier or intentional form of discrimination. However, this does not mean that
the affects of bias do not have an effect on everyday life. An implicit bias occurs when
someone associates a group of people or circumstances with a negative evaluation of that
group or set of circumstances, therefore affecting the way they view the individual. For
example, a common bias in the United States implies that immigrants (the group) are
unlawful or dangerous (the negative evaluation) (FitzGerald & Hurst, 2017). Biases almost
always occur when interacting with an individual or topic that the is seen as other. Explicit
bias is a deliberate choice by an individual to allow stereotypes to affect their behavior. This
form of bias is typically recognized by the individual, whereas implicit biases are
subconscious. In general, implicit biases are a set of unmovable, layered beliefs, whereas
explicit biases are more reflective of the individual’s currant worldview and is therefore more
flexible than implicit biases (Gawroski & Bodenhausen, 2006). In American society, explicit
biases have become less and less common as society becomes more accepting of others, but
implicit biases are much harder to shake (Hirsh et al., 2015). Self-bias is a bias in favor of
oneself. For example, most people think that they are smarter, better looking, and more
honest than the majority of other people. This type of bias is less selective than implicit bias,
because the negative evaluation can be made of anyone other than the individual (Humphreys
& Sui, 2015).
The difference between biases and stereotypes is important when discussing this topic. A
stereotype is a certain trait or set of traits that are assigned to a group resulting from
widespread beliefs about the group. These stereotypes are often more concrete and definable
than the implicit biases. Without stereotypes, the easy categorization of groups afforded by
implicit bias would not exist. These stereotypes lead to expectations of the group in question,
which will lead to the formation of implicit biases (Koch et al., 2014). Under the umbrella of
gender stereotypes are two main categories; communal stereotypes and agentic stereotypes.
Communal traits are considered to be feminine in nature. Examples of communal traits
include caring for others, being generous, kindness, and being affectionate. Oppositely,
agentic traits are masculine in nature. These traits include bravery, industriousness, stoicism,
aggressiveness, and assertiveness (Koch et al., 2014).
Bias is not inherently evil and can serve a purpose in the right context. Bias, no matter the
type, is a tool that humans use when making complex decisions (Croskerry et al., 2012). This
is because at its core, implicit biases are imbedded in pattern recognition, which people use
for everything from language to risk assessment (Edgoose et al., 2019). For example, it is
typical to teach children not to talk to strangers. Whether intentional or unintentional, the
stranger danger message is typically directed towards adult males, not women or other
children. Because the child has been taught that an unknown adult male should not be
trusted, they are much more likely to avoid unknown adult males. This bias allows the child
to quickly make the decision to avoid or reject contact with an adult male. If an unknown
adult female or an unknown child were to approach, however, the child would have a more
difficult decision to make, as they are not necessarily biased towards those individuals. In the
real world, biases are often layered, making the situation more complicated. Say the child is
Caucasian, with an implicit bias towards people of color. This bias, layered on top of the
stranger danger bias, can change the whole scenario. The child would possibly be more
comfortable talking with an unknown Caucasian male, than an unknown African American
female, depending on the child’s worldview. Biases are not limited to gender and race. Biases
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towards the disabled, immigrants, lower income individuals, prisoners, are common examples
of implicit bias in American society and are often layered upon one another.
Implicit biases are not formed overnight, and are the product of constant reinforcement of an
idea or set of ideas. This reinforcement can either be a purposeful message the child receives
from those in authority, such as the stranger danger example, or by way of subconscious
actions and attitudes that the authority figure is not purposefully modeling for the child
(Chapman et al., 2013). For example, if a male child feels that his father is more enthusiastic
about playing with him outside than playing dress-up indoors, the child will form the idea that
it is good for boys to play outside, but boys should not play dress-up.
Biases in Healthcare
Healthcare professionals are not immune to these biases, which allows them to interfere with
patient care. In fact, studies have shown that healthcare professionals have the same level of
bias as the rest of the public (Edgoose et al., 2019). A high cognitive load, which is the
amount of mental activity that is imposed on working memory while completing tasks, can
make this decision-making process harder (Burgess et al., 2014). When making decisions, both
controlled cognitive processes and automatic cognitive processes are in use. Controlled
cognitive processes are intensional, conscious evaluations of the issue at hand. Automatic
cognitive processes, however, are unconscious evaluations that are not necessarily recognized
by the decision maker. When an individual is making a decision under a high level of cognitive
load, the controlled cognitive process of decision making is impaired, allowing the automatic
cognitive process to take over. This is relevant because in the clinical setting, a high cognitive
load is expected. This causes the provider to not only make rash judgements and decisions,
but to also incorporate the provider’s implicit biases into the decision-making process. When
the decisions being made are crucial to the wellbeing of the patient, this can become a
hazard to patient care (Burgess et al., 2014). A study published in 2007 found that when
physicians are under a high cognitive load, they were more likely to diagnose female patients
with depression, because depression is considered to be a characteristically female disease
(Muroff et al., 2007).
Biases in healthcare typically manifest in four different areas; patient-provider interactions,
treatment decisions, treatment adherence, and patient health outcomes (Edgoose et al.,
2019). These biases can have unexpected effects in areas that are surprising. For instance,
according to a study by Greenwood et al., the infant mortality rate among black infants who
are treated by white doctors is almost triple the infant mortality rate of black infants who are
treated by black doctors (2020). Even though black infants are more likely to suffer
complications from maternal illnesses such as preeclampsia and gestational diabetes, this
does not explain the discrepancy based on provider race. This is significant when considering
the different possible biases at play in the scenario (Greenwood e al., 2020). As a species,
humans are predisposed to protect their offspring, and this often carries over to another
person’s offspring as well. Because of this, the effect that possible racial bias has on the
situation is evidence of the amount that bias truly affects the medical field.
Gender bias, in particular, can be a serious threat to patient care. This particular type
of bias has the ability to become very complex, incorporating implicit bias, self bias, and
societal constructs all at once. There is also the possibility for gender bias to affect how a
provider treats patients with different genders, as well as how providers of different genders
treat patients. It is important to recognize the distinction between the terms sex and gender,
as they are often seen as interchangeable. An individual’s sex represents the biological
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structures and processes that make that individual either a male or a female. Examples of
these biological factors include genitalia, hormones, and chromosomes. On the other hand,
gender is a societal construct that determines what society deems masculine and feminine
(Hamberg, 2008). Even though gender norms are a societal construct, they have a major
impact on how individuals within that society live their lives. In the United States, gender
norms vary greatly, and are influenced by factors such as age, religion, and region. Examples
of behavioral traits that are affected by gender norms include risk taking, occupation, family
dynamics, social dynamics, interests, and hobbies.
Although gender norms are oftentimes considered to be inflexible, individuals vary greatly in
their conformity with either masculinity or femininity. If gender is considered to be a
spectrum from exclusively male traits to exclusively female traits, a more complete picture
of the individual’s gender expression can be understood. The many variables that make an
individual more masculine or feminine can then be taken into account, therefore presenting a
more accurate depiction of an individual’s conformity with gender norms (Greenspan et al.,
2007). There is also a spectrum to which people respect gender norms, and therefore interact
with them differently. Those who view gender as a moral issue are typically more inflexible to
changes in gender norms than those who see gender as a form of expression. Because people
can vary on this spectrum, these ideas can influence someone’s biases towards gender
expression (Conry-Murray & Turiel, 2012). This can become an issue if an individual falls on
either extreme. Many hate crimes against homosexual men are related to the perpetrator’s
inflexibility towards gender norms, and therefore see “feminine” qualities in men as a danger
to society. The same can be said of women who do not conform to what society deems as a
feminine identity. This leads to stereotypes like women who advocate for themselves are
bossy or rude, whereas the same quality in men is an expected behavior. On the contrary, an
individual who has extreme views on the flexible side of the spectrum can run the risk of
judging and disrespecting those who strictly follow gender norms and allow them to define
their sense of self.
Gender Bias in Pain Management
It is important to note that there have been many studies that have concluded that the
biological factors of men and women do affect pain perception. Genetic and hormonal factors
in particular can affect women’s perception of pain, as well as its prevalence. Hormonal
contraceptives, pregnancy and menstruation have all proven to affect pain perception, and
differences between male and female pain mediators can also affect pain perception. Women
are also affected by chronic pain at higher rates than men, indicating a possible difference in
pain reception processes. It has also been speculated that analgesics, specifically opioid
analgesics, may have different effects on women than they have in men (Samulowitz et al.,
2018). The issue of “gender blindness” may also have an affect on patient outcomes related
to pain. Gender blindness refers to the lack of awareness of the fact that most medical
experimental research is performed on biological males (Greenspan et al., 2007). According
to the Sex, Gender and Pain Special Interest Group of the International Association for the
Study of Pain, females are underrepresented in research both in human and animal trials,
which can lead to inconsistencies between male and female care (Greenspan et al., 2007).
This especially true in regard to the diagnosing of conditions, as many disease process signs
and symptoms are based off of the typical male diagnosed with the disease. This can lead to
the misdiagnosing or overlooking of disease processes such as coronary artery disease and
autism in women.
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Because the patient’s pain reporting is subjective in nature, implicit biases as well as societal
constructs related to gender can play a part in both the reporting of pain and the provider’s
response to the patient’s pain (Samulowitz et al., 2018). Gender norms have a substantial
effect on an individual’s sense of self and health, which can affect pain reporting. On one
hand, you have the stereotypical male identifying individual within American society. Within
this culture, it is common for masculine individuals to be expected to be stoic and strong
(Koch et al., 2014). This can get in the way of pain reporting if a masculine individual feels
ashamed of their weakness and need for help, and therefore under-reports their pain levels.
Masculine individuals are also considered to be more responsible and industrious, which can
lead to providers being more likely to discharge men earlier or give them quicker fixes so that
they can once again fulfill the role of the provider for the family (Hunt et al., 2011). On the
other hand, women are typically socialized to be more sensitive and willing to express both
emotions and weaknesses. Because of this, women seek medical care for both acute and
chronic health conditions more frequently than men. Even though women are more likely to
seek medical help, women are more likely to have their conditions overlooked or
misdiagnosed as well, which is likely influenced by gender blindness (Greenspan et al., 2007).
Gender bias is prevalent in nursing care, especially related to pain management. A study that
was developed in 1991 posited that when nurses were given a patient scenario that involved
pain, emotional fragility, and a need for psychosocial support, the gender of the patient in
the scenario drastically affected the nurses plan of care. Female patients were given fewer
PRN analgesics, were encouraged less to ambulate, and were given less psychosocial support
than male patients (McDonald & Bridge, 1991). Because women are perceived to be frailer,
whinier, and emotionally weaker than men, these differences in care may have been due to
the nurses assumption that the female patient was acting within their stereotype, while the
male patient was exhibiting behavior that was not within their stereotype. This could lead the
nurse to believe that the male patient is in more distress than the female patient, and
therefore needs more attention (Foss, 2002). A similar study from 1990 assessed the
estimated amount of time that nurses felt was necessary for patients of different genders,
memory loads, and conditions (stable/unstable). It was found in this study that men received
more analgesics, ambulating time, and emotional support time than female patients
(McDonald & Bridge, 1991).
Other studies have found evidence that women receive more treatment than men in certain
areas. In the inpatient hospital setting, it was found that women received more analgesic
therapy than men overall, according to a study performed in 2007 (Vallano et al., 2007). It is
also more common for women to be recommended for surgical interventions than men. This
could be due to women’s general willingness to seek treatment, as well as the stereotype
that men need to be on their feet to provide, whereas women are more likely to be
recommended to rest (Fillingim et al., 2009). Even with the inconsistencies in data, there is
evidence that gender bias does affect patient care, especially in the field of pain
management.
Postoperative pain is not unaffected by gender bias, and just like any other area of
healthcare, gender bias has the potential to negatively affect patient outcomes. In a study
conducted in 1990, researchers discovered that women were more likely to be treated with
sedatives for postoperative pain, whereas men were more likely to receive analgesic therapy
(Calderone, 1990). Nurse Anesthetists are a part of the postoperative pain management team,
as well as having a role in preoperative and perioperative pain interventions. There is
virtually no research conducted thus far on the possible presence of gender bias affecting the
CRNAs treatment of acute pain, which is concerning when considering that the role of the
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CRNA has been growing steadily over the last 20 years. Because nurse anesthetists have an
ever-expanding scope of practice, the presence of gender bias within the profession must be
determined in order to enhance patient outcomes and possibly add bias training to the
curriculum of study for the CRNA. Criste 2003 explored the possibility of gender bias affecting
the CRNAs management of postoperative pain. The study used an implicit bias measuring tool
called the assumption method, which will be discussed further in the next section, to assess
whether or not CRNAs treated male and female patients differently when managing their
postoperative pain. Although her study concluded that gender bias did not have a major
effect on the participant’s answers to her survey, she did discover some differences in the
way that benzodiazepines were ordered for male and female patients, and by male and
female CRNAs. Because her study was the first to explore gender bias in the CRNAs practice,
the conclusion to the research was that more research must be conducted in the field. She
also listed the limitations of the study as having a small sample of participants and low
response rate, which may not reflect the national group (Criste, 2003).
Measuring Bias
Due to the large amount of research regarding gender bias affecting pain management and
reporting, it is necessary to expand this body of research to include CRNAs. In order to do so,
methods of accurately measuring the existence of gender bias as well as its affects on patient
care must be selected. Implicit biases are one of the most researched topics in social
psychology to date. While scientists and philosophers have always recognized the existence of
bias, it was not until 1995 that the implicit association test (IAT) was introduced as a tool to
accurately assess the implicit biases of individuals. The IA is commonly used in three different
ways ways; to measure attitude, identity, and stereotype implicit biases. All standard implicit
associations tests work by assessing the test taker’s reaction to four identifiers (Sriram &
Greenwald, 2009). For example, if the test is meant to measure someone’s opinion on gender
and career, the test may have the categories male or female and family or career. The test
taker would then start by characterizing a list of male or female oriented words as either
male or female by quickly hitting a button that represents either male or female traits. Next,
the test will do the same with the categories career and family by responding to words
associated with each category. Once these two phases are over, the categories are combined
with the same gender and occupation traits being offered in the first two sections of the test.
On one side, the test may give the choices of male or career, with female or family on the
opposite side. In the subsequent section, these will be reversed, with female paired with
career and male paired with family. Because the “masculine” associated terms have been
mixed with the “feminine” associated terms, this makes placing the words in their categories
a more difficult choice. The test measures the individual’s beliefs by assessing how quickly
and accurately the individual chooses the correct option in this final stage. The IAT can be
used to test a myriad of different biases, such as racial prejudice, ageism, ableism, and even
preferences for different objects such as weapons vs. musical instruments (Karpinski & Hilton,
2001).
Before the implicit association test was created, individuals’ self-reporting was considered to
be the most accurate way to measure biases in research. Upon further investigation into the
nature of biases, researchers determined that because implicit biases are subconscious and
therefore automatic, the reactions of the participant would be a more accurate way to assess
bias (Houben et al., 2004). One of the most revolutionary findings that the implicit
associations test produced was the duality of implicit and explicit attitudes. When study
participants are given the opportunity to express their explicit, or conscious, attitudes prior
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to taking an implicit association test, oftentimes the individual’s self-report differs greatly
from the data from their implicit association test. This can reveal the individual’s beliefs both
on the topic at hand, but also of what society deems acceptable. These explicit attitudes can
be thought of as the edited version of an individual’s worldview, whereas the implicit
associations test removes the filter and give researchers a chance to gather more accurate
data (Payne et al., 2008).
Another common way that researchers in the medical field measure provider bias is through
the use of the assumption method, which uses patient scenarios to assess the participant for
implicit biases (Alspach, 2018). The main idea behind these scenarios is to provide
participants with the exact same scenario, with one variable that will be manipulated by the
researchers. For example, a study executed by Seymour and colleagues in 2006 used a patient
scenario paired with an open-ended survey to determine the existence of weight bias among
healthcare providers. After collecting the demographics of the providers, they were given a
patient scenario in which a patient was recently diagnosed with hypercholesterolemia. Within
the scenario, two variables were manipulated; patient gender and BMI. The providers were
tasked with answering open-ended questions within a survey about the care that they would
recommend for the individuals in the scenarios. Upon completion of the survey, the
respondents were given the Attitude Towards Obese Person’s scale (ATOP), which is a 20-item
tool used to assess an individual for weight bias (Seymour et al., 2006). Studies such as these
are excellent when determining if previously confirmed biases affect patient care. In the case
of the above study, minimal differences in patient care were found between the two groups,
and most inconsistencies were associated with the participant’s ATOP score. While the
implicit association test is excellent for determining the presence of an implicit bias towards
a group, the use of an open-ended survey is better able to determine the affects of these
biases.
Another way to assess the affects of bias on decision making is to employ a high cognitive
load. Using the assumption method from above, the participant would be given a patient
scenario to answer an open-ended survey about. The control group would be given the
scenario alone. The experimental group, however, would be given the same task but with the
influence of a high cognitive load on their decision making. Because cognitive load interferes
with the controlled cognitive processes of decision making, the participant is more likely to
rely on their implicit biases to make the decision (Burgess et al., 2014). This can also help
differentiate the differences between explicit and implicit biases held by the participant.
When filling out the questionnaire without distractions, the participant would be more likely
to rely on their official training to answer the questions, i.e. their explicit biases. When a
high cognitive load is thrown into the mix, the automatic decision making takes over, which
puts the implicit biases of the individual in charge of the decision.
Unlearning Bias
Because implicit biases are deeply incorporated into an individual’s psyche and worldview,
unlearning bias can be an extremely difficult task. Because of the social and political climate
in American society today, there has been a lot of emphasis put on combating the implicit
biases of the individual in order to change the outcomes of the future. This has bled into
healthcare, as evidenced by the extensive research that has been conducted on the subject
within the last 20 years. While the idea is simple enough, the execution of the idea is
anything but. In recent years, diversity training has become increasingly popular in schools,
police forces, corporate offices, and healthcare fields. These courses are typically designed
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to expose the participants to different cultures and therefore increase the amount of
familiarity an individual has with groups they see as other (Rudman et al., 2001). The contact
hypothesis has been used to assist individuals and groups to unlearn their biases, but there
are critiques of this method. The hypothesis states that introducing individuals from different
groups and helping them come together in a specific goal or task will decrease the amount of
implicit bias that the two groups have against one another. When testing this theory,
however, it has been shown that it is almost completely ineffective at best. This is because
the two groups have grown to know and appreciate the members of the other group, but their
implicit biases against members of the community outside of the group is unaffected (Rudman
et al., 2001).
When discussing the best method for individuals to unlearn implicit bias, it is important to
remember that multiple strategies can be effective. One of these strategies that has proven
to be effective in increasing chances of decreased bias is awareness training. Awareness
training makes the individual aware of their personal implicit biases, and when paired with
education on biases in healthcare, can improve the providers likelihood of change. Usage of
the implicit association test is a great example of a strategy used in awareness training. This
is only effective if the individual does not feel that they are being called out in a judgmental
way. It is important to emphasize the fact that everyone has implicit biases, which is why it is
important for individuals to make themselves aware of them in the hopes that this awareness
will lead to understanding (Zestcott et al., 2016). Control strategies can also be effective in
reducing implicit biases. Examples of these strategies include recognizing egalitarian goals,
looking for common ground when interacting with a patient who is outside of the individual’s
group, perspective taking, and counter stereotyping. Combining multiple strategies has shown
positive results when reducing bias in both the short-term and long-term (Zestcott et al.,
2016).
Another very important factor to consider when unlearning biases is the participant’s
willingness to do so. Multiple studies have proven that when diversity training is mandatory,
the participants are less likely to reduce their implicit biases. In some cases, such as diversity
training in schools, it has been documented that implicit biases have actually increased after
mandatory training. There are many factors that can play into this, including disdain for the
training itself, or the increased awareness in the differences between the individual and the
group in question (Rudman et al., 2001). When the group receiving the training is made up of
volunteers, however, it is more likely that the participants are coming into the situation with
the knowledge that they have implicit biases, and the intention to reduce them.
Recommendations
Based on the research conducted in this paper revolving around pain processes, the
role of the nurse anesthetist, and the prevalence of gender bias in healthcare, it is obvious
that there is a need for further research into how gender bias may affect the CRNA’s
management of postoperative pain. In order to do so, it is important to first assess the extent
to which CRNAs exhibit implicit biases towards male and female patients. The implicit
associations test is the perfect way to do so. When designing the test, categories such as
“male,” “female,” “strong,” and “weak” could be used to assess the CRNA’s views on how
gender affects pain perception and expression. Other identifiers that could be useful include
“sensitive,” “stoic,” “emotional,” “needy,” “reserved,” and “stubborn,” to name a few.
Testing the CRNA’s implicit biases about gender norms using the implicit associations test
would also be useful when determining a set of baseline data to assess whether or not the
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CRNA exhibits a higher or lower amount of implicit bias level compared to the date from
other healthcare professionals. Even though implicit bias is the subject of interest, assessing
explicit biases related to gender could also be helpful when determining the existence of
gender bias. This would be accomplished by encouraging the participant’s to self-report their
personal biases. As stated previously, self-reporting is an ineffective way to measure implicit
bias, but it can provide insight into the duality of the explicit and implicit biases of the
participant.
While evaluating the existence of gender bias among CRNAs is important, assessing the impact
that it has on patient care and pain management is crucial when trying to understand the big
picture. This can be achieved by employing the assumption method. As stated before, the
assumption method incorporates a patient scenario with open ended questions, with the only
variable being the gender of the patient. This scenario should include the gender, age, race,
initial diagnosis, surgical procedure, postoperative time, interventions, subjective data such
as patient behavior and pain rating, and objective data such as vital signs. The CRNA would
then be asked open-ended questions about the plan of care, to include opioid analgesics,
sedatives, NSAIDs, multimodal treatments, and non-pharmacological interventions. The CRNA
could also be asked an open-ended question about their evaluation of the patient’s pain level
and what the priorities of care would be for the patient. Any discrepancies in data gathered
from the male and female patient scenarios would be considered when determining if the
gender of the patient affected the CRNA’s responses.
Assessing the CRNA’s responses to the assumption method, while under a high cognitive load,
could also provide important data to determine the affect that gender might have on
postoperative pain management. In order to simulate the stress a CRNA experiences, a high
cognitive load should be employed. The researcher could use tactics such as creating a noisy
environment, asking the CRNA to complete a task while answering the questions, or asking
the CRNA to memorize a set of words or data provided to them while answering the
questions, to name a few. The group given the patient scenario alone would be considered
the control group, while the group given the task or distraction would be the experimental
group. If compared with the data from the assumption method without high cognitive load,
this could give more insight into the affect that gender bias has on patient care. Any
discrepancies would allow the researcher to assess the differences that a high cognitive load
can make on when making decisions in the field.
If the research concludes that gender bias does impact patient care by the CRNA,
interventions must be implemented to begin the process of unlearning these implicit biases.
Because implicit biases are built on layers and layers of education and life experiences, the
unlearning process is quite challenging. Using multiple strategies to decrease the severity of
implicit biases in this case is recommended, as it has been proven to encourage long term
change. It is also important for these interventions to be met with willingness for change. In
order to facilitate interest in unlearning biases, SRNAs (student registered nurse anesthetists)
and CRNAs alike need to receive education on the effects of gender bias on patient outcomes.
This could garner interest in the issue, as well as cause participants to question their role in
the problem. Interventions should also be brought forward in a nonjudgmental way,
emphasizing that all healthcare workers can benefit from these interventions.
Due to the lack of research regarding the affect that gender bias has on the CRNA’s
management of postoperative pain, more research needs to be done in the future to fill the
gap in research. This paper has been produced in order to set the stage for this research, in
the hopes that it will have a positive affect on patient outcomes as well as the CRNA
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profession as a whole. Even though the issue is complex, implicit biases must be addressed
and reduced in order to move forward into a healthier healthcare environment.
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Glossary of Terms
AAWR: anesthesia awareness with recall
AE: emergence from anesthesia
Acute Pain: Pain that us usually temporary and results from something specific, such as a
surgery, an injury or an infection.
Analgesia: absence of sensibility to pain, particularly the relief of pain without loss of
consciousness; absence of pain or noxious stimulation.
Anesthesia: lack of feeling or sensation.
Antinociceptive Agents: Compounds capable of diminishing pain without negative
effects on consciousness or without producing anesthesia.
ATOP: attitude towards obese persons
Bias: prejudice in favor of or against one thing, person, or group compared with another,
usually in a way considered to be unfair.
BPS: behavioral pain scale
CNS: central nervous system
Controlled Substance: A controlled substance is generally a drug or chemical whose
manufacture, possession, or use is regulated by a government, such as illicitly
used drugs or prescription medications that are designated by law.
Corticosteroids: any of a group of steroid hormones produced in the adrenal cortex or
made synthetically.
CPOT: critical care pain observation tool
CRNA: certified registered nurse anesthetist
FACES Pain Scale: self-report measure of pain intensity developed for children.
General Anesthesia: anesthesia that affects the whole body and usually induces a loss of
consciousness.
IAT: implicit association test
Inflammatory Markers: a disparate set of biomarkers that are used clinically to assess a
patient for: presence/absence of an active inflammatory disease process.
Intraoperative: occurring or performed during the course of a surgical operation.
Ion Channels: Ion channels are pore-forming membrane proteins that allow ions to pass
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through the channel pore.
Local Anesthesia: Local anesthesia is any technique to induce the absence of sensation in
a specific part of the body.
Modulation: an increase or decrease in the sensation of pain.
Multimodal Analgesia: combines analgesics from two or more drug classes
or analgesic techniques that employ different mechanisms of action, targeting
different (peripheral or central) pain pathways, thus achieving a synergistic effect
at lower analgesic doses.
Neuropathic Pain: pain resulting from injury to the nervous system.
Nociceptors: a sensory receptor for painful stimuli.
Nociceptive Pain: a type of pain caused by damage to body tissue.
Non-pharmacological Interventions: the management of pain without medications.
Noxious Stimuli: an actually or potentially tissue damaging event.
NRS: numeric rating scale
NSAIDs: non-steroidal anti inflammatory drugs
PACU: post anesthesia care unit
PAE: preanesthesia evaluation
Pain: physical suffering or discomfort caused by illness or injury.
PCA: patient controlled analgesia pump
PNS: peripheral nervous system
Preoperative: occurring in the period before a surgical operation.
Postoperative: during, relating to, or denoting the period following a surgical operation.
Regional Anesthesia: the use of local anesthetics to block sensations of pain from a large
area of the body, such as an arm or leg or the abdomen.
Sedation: the administering of a sedative drug to produce a state of calm or sleep.
Sensory Neurons: transmits impulses from a receptor, such as those in the eye or ear, to a
more central location in the nervous system, such as the spinal cord or brain.
Somatic Pain: occurs when pain receptors in tissues (including the skin, muscles,
skeleton, joints, and connective tissues) are activated.
Transduction: the process by which a painful physical or chemical stimulus is
transformed into a signal that can be carried (via transmission) to the central
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nervous system and perceived as pain.
Transmission: the process of transferring pain information from the peripheral to the
central nervous system.
Visceral Pain: pain that arises from, in, or around internal organs.
VAS: visual analogue scale

