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�To Sandra�
My wife, my muse, my beginning, my end. Te amo
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CHAPTER 1

Introduction: On the Axiology of Training and
Development—Is Training Value Neutral?

Recently, I watched a job training video produced by the
organization APAC. The 14-minute-plus orientation video
not only detailed what a new worker could expect on the
job, but also offered advice on topics such as how to
manage finances, job safety, and performance improvement.
Indeed, as a training professional and academic, I thought it
was a well-done, first-rate piece of asynchronous training;
however, what makes this training—parsimoniously defined
here as activities that engender new behaviors—notable is
not the training method itself, but the context of said train-
ing: APAC is the acronym for the Adult Performer
Advocacy Committee and their training video1 is entitled,
Porn 101.

That the pornography industry would even have a tradi-
tional employment training video is an example of the coun-
terintuitive collocations that this book explores, that is,
typical training juxtaposed against atypical context and vice

1© The Author(s) 2018
D.M. Kopp, Famous and (Infamous) Workplace and Community
Training, DOI 10.1057/978-1-137-59753-3_1



versa. Broadly speaking, this book examines how the ordi-
nary was situated within the extraordinary2 and, while this
book is not the first to explore such a dynamic,3 it is sui
generis in considering how common community-based and/or
workplace training systems were linked to certain events
or eras by contextualizing them as part of a social history of
training.

By exploring a social history of training in situ within its
socio-cultural context, we can also better position ourselves

2 1 INTRODUCTION: ON THE AXIOLOGY OF TRAINING AND. . .



to reflect upon another theme I proffer, specifically, one that
considers the axiology of training: is training amoral? Indeed,
similar to the concept of truth, there is also no capital T in
training; in other words, the construct of training, like with
food, water, and oxygen, is—prima facie—value neutral until
placed into a context.

As learning is often held within a specific setting (Tessmer
& Richey, 1997), I take the position that, often times,
training systems were, in practice, the means to facilitate
the ends of what might be stratified as the good, the bad,
and the dubious of society. So, for example, the value neutral
training propositions of “properly utilizing an individual’s
unused capabilities,” and “using small ratios of trainees to
trainers” seamlessly transmogrify to bad training after we
learn that these are excerpted from the al Qaeda training
manual (U.S. Department of Justice, 2000, pp. 15, 47).
And, in the same way, we may consider the good training
used by the not-for-profit Dress for Success organization that
empowers women by training them on life skills such as
interviewing techniques and résumé writing so as to promote
economic independence and self-sufficiency (Dress for Suc-
cess, 2006).

By anthropomorphizing training—treating training itself
as one of the human participants—and then ascribing
subjective morality to it, we can more effectively step back
and reflect on training’s fitness and virtue within a
social context. This tests Waytz, Epley, and Cacioppo’s
(2010) assertion that when something is anthropomor-
phized, it renders it worthy of moral care and consideration
and, for our purposes, it allows us to better understand

1 INTRODUCTION: ON THE AXIOLOGY OF TRAINING AND. . . 3



not only the processes of the training, but so, too, the
goals.

For example, consider a thought experiment where train-
ing is a scoundrel, aiding and abetting sexism and the objec-
tification of women as deliberately4 memorialized in the
Hooters™ restaurant’s training handbook with its directives
to the female servers:

Look wholesome, yet sexy . . . and, white bras only with make-up to
be worn at all times. Approved shorts are to be tight-fitting also but
should fit so that the buttocks of the server are not showing . . .
jewelry and body piercings are to be subtle, yet sexy. (Hooters,
1999, 2007, pp. 5–6)

Consider, too, training as the plotting facilitator of fervid
fundamentalism movements as documented in the Irish
Republican Army’s (IRAs) training booklet (Irish Republi-
can Army & Army, 1996) with its goal to unify all of Ireland
by overthrowing British rule of Northern Ireland, or, as will
be discussed, in the Hitler Youth training manual
(Brennecke, Childs, & Dodd, 1938) where there were not
only tips for recalling the working parts of a rifle and the
correct way to perform flag-based semaphore, but also train-
ing that supported the narratives of social Darwinism and
eugenics, the study of improving the qualities of the (Aryan)
population by discouraging reproduction by persons having
genetic defects or undesirable traits (e.g., Jews) (Childs &
Brennecke, 2007).

4 1 INTRODUCTION: ON THE AXIOLOGY OF TRAINING AND. . .
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However, one must take care when anthropomorphizing
historical training as there is a risk of waxing too nostalgic.
That is, it could be tempting to view even dysfunctional
training, by way of training manuals or films from by-gone
eras, with a certain amount of fondness; in fact, cultural
historian Ron Robin warns, “final documents are often eulo-
gies rather than autopsies” (Robin, 1995, p. 12). On the
other hand, we, too, must be mindful not to hold harmless
the actual human actors who carried out dysfunctional train-
ing solely because of a theoretical claim that there be no
judgment as they were just following the instructions of a
training manual (ala, The Banality of Evil, Arendt, 1963).
Thus, while we can anthropomorphize these artifacts, we
must remember that the training was created by humans
for humans, so the training manual could be viewed as an
actual proxy for the human trainer; as a result, we may
evaluate the performance of artifacts in reflecting on past
behavioral systems because the person/object boundaries
are blurred (Gilchrist, 2012; Schiffer, 2002). To be sure,
the historical record has documented training systems’ active
role in human events both in triumph and ignominy; this can
be both gratifying and anxiety-provoking.

Finally, as a tertiary theme, this book explores historical
examples of community-based and workplace training systems
from a critical theory perspective. That is to say, I keep in mind
the underlying contexts, assumptions, and frameworks of train-
ing programs from particular worldviews guided by the social,
economic, and political systems in place at the time (Ritchie,
Lewis, Lewis, Nicholls, & Ormston, 2013). By doing this, we
are able to question that status quo and “give voice” to aspects
of injustices, inherent power differentials, or oppressions that
may have existed at that time. Marcuse described this as the
dialectic of liberation and domination (Marcuse, 1971), and it

6 1 INTRODUCTION: ON THE AXIOLOGY OF TRAINING AND. . .



is what Gaventa (1982) referred to as the roles of power and
powerlessness.

We can also glean the norms of the day that may be hidden
within text using a critical hermeneutics and semiotics
approach. So, for example, in the training manual How to be
a flight stewardess; a handbook and training manual for airline
hostesses [emphasis added] (Smith, 1966),5 we quickly pick up
on the not-so-veiled point that in the 1960s and 1970s it was
understood that flight attendants were female, and females
were flight attendants [not pilots].

The essays presented in this book were chosen for their
instrumentality. That is, as instrumental cases they can

1 INTRODUCTION: ON THE AXIOLOGY OF TRAINING AND. . . 7



provide the reader insight into not only the specific proposi-
tion—the social history of training—but also facilitate an
understanding of the larger issues the cases themselves may
present (Yin, 2013). The review of the training and training
methods for each case was accomplished by an examination
of training manuals, handbooks, trade bulletins, films, as well
as other primary source documents relevant to the case; such
methodology is considered to be a reasonable framework for
qualitative research and inquiry (Armstrong & Jones, 1987;
Fisher, 2004). Historical artifacts such as training manuals
and training ephemera serve as their own individual histories
that provide important evidence about the way they were
used and, as a result, play a vital role in cultural heritages
(Pearson, 2008).

This book is meant to be analytical and explorative, not
prescriptive or programmatic (e.g., while I may comment on
the given training’s effectiveness or ineffectiveness, training
evaluation per se is not my focus in this book). And, while the
tactical purpose of this book is to raise awareness of the social
history of training practices, my strategic point is perhaps a
post-modern one; that is, exposing historical training prac-
tices from an inert historical footnote to a call-to-action for
practitioners to reflect—with a more critical lens—on the
hidden power imbalances and unintended consequences
that may be embedded within the training systems of
today. Lessons learned here include the recurring idea that
those who would train must be vigilant in ensuring that not
only are workplace and community training systems ethical,
but also the interventions. And, while modern-day labor and
civil rights laws make certain that today’s community and
workplace training are invariably uncontroversial and value
free6—present-day training manuals being predictably
generic and sanitized—surviving training manuals and

8 1 INTRODUCTION: ON THE AXIOLOGY OF TRAINING AND. . .



ephemera from by-gone days do give the opportunity to
glimpse into a less enlightened time, a time of famous and
infamous training.

Importantly, the reader should be aware that I only focus on
the training aspect of each historical case presented; that is,
while I did my best to give sufficient depth and breadth to
the context of each essay,7 explicitly including the social, eco-
nomic, and political forces in place at the time, it is only with
respect to the training practices vis-�a-vis the case; by no means
is this book and its essays meant to be a comprehensive and
thorough examination of the historical time periods discussed.
As a result, outside the training context, any additional assess-
ment as to the significance or consequence of the event or era is
necessarily beyond the scope of this research.8

To facilitate the breakdown of the cases presented in each
chapter, essays are organized around the five W’s and H struc-
ture (Detrani, 2016); that is, the reader will find each case study
generally addresses its context as follows:

• WHAT: Type of training method used
• WHERE/WHEN/WHY: Context of the training
• WHO: Audience for the training
• HOW: Examples of the specific training methods are

delineated within the given essay

So, let us begin our consideration of famous and infamous
training starting with a brief definition and history on training.

NOTES

1. https://www.youtube.com/watch?v¼5hCTVWoLE0A
2. Another example that fascinated me occurred when I was

reading the testimony from the Nuremberg Nazi trials

NOTES 9
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(Office of Military Government for Germany (US), 1946).
In the appendix was a pullout of Hitler’s administration; not
only was there the organizational chart, but amazingly one of
the position boxes was empty without any name, which
leaves us with the dubious proposition that Hitler was hiring
at the time.

3. Many good books detail extraordinary aspects of the ordinary,
from Jared Diamond’s, Guns, Germs, and Steel, and Thomas
Leddy’s, The Aesthetics of Everyday Life, to David Bodanis’, The
Secret House, to name a few. Jason Grote and Joshua Glenn
looked at the ordinary–extraordinary in their experiment, Sig-
nificant Objects, of making significance out of ordinary things
via narrative.

4. Hooters™ restaurant was the first so-called breastaurant, with
its raison d’être to utilize female sex appeal; as their chief
marketing office (CMO) Mike McNeil acknowledged, “sex
appeal is legal and it sells.” And, over the years, Hooters faced
investigations into discrimination with respect to its hiring
practices with the Equal Employment Opportunities Commis-
sion (EEOC) and, although it was found that Hooters did, in
fact, discriminate against men when hiring for servers, these
suits usually were dismissed or settled because it was deter-
mined that being a female server at Hooters was a bona-fide
occupational qualification (BFOQ) and, therefore, necessary to
perform the job as a Hooters girl. As a result, the overriding
female sex appeal concept has been upheld (Pirani & Varga,
2010).

5. The sexism and sex innuendo endemic to being a stewardess in
the 1960s were captured in the famed book Coffee, Tea or Me?
by Baker and Jones (1968) As an aside, years later, the book was
revealed to have been an elaborate fabrication ghost-written by
a male American Airlines public relations associate named
Donald Bain (Barry, 2007; Vantoch, 2013; Whitelegg, 2007).

6. Save perhaps the aforementioned Hooters™ training manual.
7. What Ragin referred to this as ensuring each “case was a case of”

(Ragin & Becker, 1992).
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8. In sum, I take a prosopographical approach in that without
having access to the actual trainees and trainers of a given era,
insight is gleaned into the typical trainee and trainer using the
training manuals of the day as eloquent proxies.
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CHAPTER 2

What Is Training?

In the introductory chapter of this book, I defined training as
activities that engender new behaviors and, while that idea is essen-
tially at its core, it will now serve us well to describe and explore the
concept of training in more depth, including a brief chronology.

At the outset, it is important to note that, while I use the term
“training” throughout, a unified definition for “training” remains
elusive—that is, meanings tend to vary depending upon the given
goals and objectives, and, as it relates to this book, the nature of
the training will be a function of the context and purpose of the
training itself. In fact, as of this writing, entering the word
training into the Google search engine rendered close to two
billion search results! Moreover, scanning those results, one sees
further synonymic subsets with meanings ranging from instruc-
tion, teaching, tutoring, and conditioning to human resource
development (HRD), mentoring, and coaching.

Some in the field contend that—semantics aside—training
means “training and development” (Stewart & Sambrook,
2012). Others in the field not only refuse to define training (Lee,
2001), but also claim that it defies definition entirely (Blake, 1995).
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Thus, in the spirit of a social science, when it comes to training
people, training’s definition does vary depending on who you ask.

However, here are three descriptions I culled from training
literature (Mayo & DuBois, 1987; Nadler & Nadler, 1990;
O’Toole, 2010) that generally incorporate the variations on
the theme with categories that are relatively immutable, which
is particularly valuable since I will be presenting case studies
from earlier decades. Therefore, for our purposes, training will
be considered and encompass:

• learning when it relates to a present job or activity;
• development when it facilitates growth within the individ-

ual; and,
• education when it is used to improve a person’s market-

able skills.

And, the training itself may vary on a continuum of formality;
some training will be certified, as seen in a diploma or certifi-
cate, and some training may be informal and incidental, as seen
in self-directed learning (SDL), modeling the behavior of
others or via any serendipitous event (Bray, 2009; Chiu,
Thompson, Mak, & Lo, 1999; King, 1964).1

Still, the technicalities and cardinality of training definitions
aside, ultimately, it is through the essays themselves within this
book where the reader will be able to inductively confirm the
presence of the training system within the specific case context,
whatever semantic used.

ON TRAINING MODALITIES

Generally speaking, training modality is with respect to two
domains: time and place. Specifically, is the training occurring
at the same time with the trainer (synchronous) or not
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(asynchronous)? Further, are the trainee and trainer in the same
place or not? So, for example, if the trainer is training the trainee
in real time together in the same place—as seen in a classroom
or at the shop floor of a warehouse—this is a same-same sce-
nario. On the other hand, let us say a trainer creates training
and then a trainee is sent the training protocols through, for
example, a correspondence course or, in using an example
from today’s workplace, via watching a previously recorded
YouTube video or a podcast where the trainee plans to study
the training in his own pace at his home, this would be a
different-different scenario.

Before we start with the actual case studies, however, it
might help the reader to better understand the concept of
training by reading how it was operationalized as described
below in a highlighted history.2

TRAINING’S BEGINNINGS

The concept of training can be traced back to antiquity.
Steinmetz (1976) concluded that as “primitive man invented
tools, weapons, clothing, shelter, and language, the need for
training became an essential ingredient in the march of civiliza-
tion” (p. 3). In ancient Babylonia, training processes between
artisan and apprentice were codified so that the artisan could
teach his crafts to the next generation; this also ensured that they
were able to maintain an adequate number of craftsmen, in
general (Usher, 1920).

The Code of Hammurabi—which, by the way, could easily
win the prize for largest training manual, measuring 70 400 by 60

9½00—had laws chiseled into its black diorite for all citizens to
read. Most of these laws dealt with strict moral and civil con-
duct in the eighteenth century BCE (e.g., in section 218, a
doctor could have his hands cut off following an unsuccessful
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surgery where the patient died!), but part of the code, partic-
ularly in sections 188–189, detailed the relationship between
the artisan and the unskilled novice that could be considered a
rudimentary apprenticeship system:

If an artisan take a son for adoption, and teaches him his
handicraft, one may not bring claim for him. If he does not
teach him his handicraft, that son may return to his father’s
house. (Code of Hammurabi; sections 188–189)

The Code of Hammurabi stands as a forerunner to the early
apprenticeship programs. In the apprenticeship systems that
followed centuries later, the unskilled protégé would train
under an experienced master in hopes of learning the craft
and developing from an apprentice to a journeyman and then
from a yeoman to a master (Bertolet, 2016; King, 1964;
Sleight, 1993). Even modern-day organizations like
Wikimedia, the non-profit foundation that operates Wikipedia,
use a similar classification system today to rank their editors
(Fig. 2.1).3

Direct instruction was essential in these early apprentice-
ship programs because the trainee was usually illiterate
(Fleming, Gallichan, & Lamonde, 2005); this direct instruc-
tional method gave rise to what is known as on-the-job
training or OJT for short (O’Leary, Straits, & Wandner,
2004; Steinmetz, 1976). In OJT, for example, a new
employee was paired up with an experienced co-worker who
trained the newcomer by demonstrating the proper way to
perform the tasks of the job. OJT is still the most common
and considered the most economical method used for train-
ing today (Werner & DeSimone, 2008).

As the Industrial Revolution took hold, the traditional
apprentice programs for unskilled workers were replaced by
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Fig. 2.1 Code of Hammurabi (Credit: Valugi)

TRAINING’S BEGINNINGS 19



more formal vocational education programs which were
located within factory premises (Kincheloe, 1999; Raggatt &
Unwin, 2013; Sharma, 1994). In 1872 one of the first factory
schools was opened by Hoe and Company, a manufacturer of
printing presses in New York City (Lancaster & Birmingham,
1922; Steinmetz, 1976). Similar factory schools followed and
were hosted by Western Electric, Ford Motor Company, Wes-
tinghouse, and Siemens. These so-called factory schools used
what is known as vestibule training or “near-the-job” training
(Naik, 2007; Rothwell & Kazanas, 2004; Sleight, 1993),
whereby the classroom or training room was located as close
as conditions permitted to the department for which the
worker was being trained and furnished with the same
machines as were used in production (Fig. 2.2).

Fig. 2.2 Factory school (ca. 1920) (Credit: Siemmens AG)
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The objective of training in this era was efficiency using
scientific principles first established by Frederick Taylor in his
Scientific Management guidelines (Taylor, 1911). In Taylor’s
system the optimal way to perform a job was scientifically
determined via what was called time and motion studies. In
such studies, a stopwatch was used to time a worker’s sequence
of motions with the goal of benchmarking to determine the
best way to perform a job. In this perspective, the worker is
seen as but one cog in the organizational production machine;
as a result, aspects of job satisfaction and morale were margin-
alized. The quality management aspects of scientific manage-
ment are still seen today in organizations such as Toyota and its
Lean production system (Betsi, 2006).

As training techniques became more sophisticated in the
nineteenth and early twentieth centuries, there became, too,
an understanding that, in order to optimize job performance,
not only did job-task efficiency need to be managed as Taylor
first proposed (Taylor, 1911), but the human factor needed
consideration as well. This was confirmed by Elton Mayo
whose experiments at Western Electric Company gave rise to
the “Hawthorne effect,” a phenomenon in which employees’
performance was improved in response to just being observed
(Mayo, 1949; Roethlisberger & Dickson, 1939). As a result,
the Human Relations Movement began (Herman, 2002;
Sapru, 2008) and so, too, began the idea of development in
training.

The World Wars gave rise to training methods that are still
used today. In World War I, for example, there became an
urgent need to train shipyard workers so that the USA could
quickly assist in the war effort (Higham & Showalter, 2003).
To resolve this wartime training crisis, vocational director,
Charles Allen, introduced a Prepare, Present, Apply, and
Inspect method of job instruction (Allen, 1922; Allen &
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Klinefelter, 1938; McCord, 1976); this was also known as the
“show, tell, do, check” method. The system, expressly, pre-
pared the worker from not only an informational standpoint,
but a developmental one, as well. For example, in preparing the
plane assembly worker to rivet, the trainer would show the
trainee the rivets and use the following training questions
(Fig. 2.3):

1. Have you ever seen a rivet?
2. Can you tell a rivet from a bolt?
3. Did you ever see any riveting?

Fig. 2.3 The show, tell, do, check training method
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4. Is a rivet alike at both ends?
5. Is a rivet round or square?

During World War II, large numbers of trained industrial
workers left their jobs to enter the armed forces, severely limiting
the organizational support normally provided by co-workers in
training their replacements (Dodd&Rice, 1942;Dooley, 2001).
Because of these heavy demands placed on foremen and super-
visors, the trainingwithin industry (TWI) programwas formed to
train supervisors as instructors.

The TWI program was introduced to quickly fill the
demands for workers in the wartime industries, complex jobs
that formerly had been performed by highly skilled workers,
like machinists, were broken down into smaller tasks so that
they could be quickly learned by the new recruits (Dinero,
2016; Dodd & Rice, 1942; Dooley, 2001).4 This systematic,
on-the-job training method was introduced in Job Instruction
Training, a part of the TWI program. Under the TWI pro-
gram, there were four training specific programs:

1. Job Instruction Training, which was a systematic on-the-
job training method;

2. Job Relations Training, which was designed to assist in
solving personnel problems using human relations;

3. Job Methods Training, which was focused on improving
the effectiveness and efficiency in the way jobs were
performed; and,

4. Program Development where employees were trained to
solve production problems that were unique to their
organizations.

TWI’s premise of preserving value with less work (Dinero,
2016) was a precursor to what Peter Senge called the learning
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organization (Senge, 1990, 1998, 2010) because of TWI’s
focus on continuous improvement.

The post-World War II workplace training of the 1950s
included two significant developments. First, there was Ben-
jamin Bloom’s taxonomy that classified the depth and
breadth of learning objectives from a cognitive, psychomo-
tor, and affective standpoint (Bloom, 1956; Estep, 2008); it
is these learning outcomes that now serve as the basis of the
worker’s competency framework, often referred to today as
knowledge, skills, and attitudes (KSAs) (Biech, 2011; Kopp,
2006).

Another mid-century advancement in the training field was
the introduction of training evaluation. With Donald
Kirkpatrick’s Four-Level Training Evaluation Model
(Kirkpatrick, 2009), training could now be evaluated, and
therefore better managed, at any of four (4) levels:

• Level 1 Reaction—“Did the trainee like the training?”
• Level 2 Learning—“Did the trainee learn anything?”
• Level 3 Behavior—“Was the trainee able to apply the

training to the workplace?”
• Level 4 Results—“Did the training lead to positive orga-

nizational outcomes?5”

It is important to note that as jobs and tasks became more
sophisticated, the object of training changed too. Trainers
began to analyze jobs so to break them down into individual
task behaviors. Using the job characteristics model (Hackman
& Oldham, 1980), trainers began to break down job functions
into smaller parts; this enabled them not only to see the
requirements needed to perform at component levels, but
also to identify which part of the job may be responsible for
less-than-expected performance. Trainers began to break down

24 2 WHAT IS TRAINING?



task behaviors with consideration to skill variety—the degree to
which a job requires a variety of different activities or the use of
several different skills and talents to carry out the work. For
example, a car mechanic may fix flat tires, rebuild carburetors,
and check fluids, as well as interact with customers; task iden-
tity—the degree to which the job requires completion of a
whole and identifiable piece of work; that is, doing a job from
beginning to end with a visible outcome. An example here
could be of a cabinet maker who, prior to producing the
finished product, must select and refine raw wood, stain panels,
and install hardware; and, task significance—the degree to
which the job has a substantial impact on the lives or work of
other people, either in the immediate organization or the
external environment. A healthcare provider is an example of
someone whose every job task has an immediate impact on the
recipients. Also, trainers would start to consider aspects of
autonomy—the degree to which the job provides the employee
substantial freedom, independence, and discretion in schedul-
ing the work and determining the procedures to be used to
perform it, and feedback—the degree to which carrying out
job-required work activities causes the employee to obtain
direct and clear information about the effectiveness of his or
her personal performance. A massage therapist is a good exam-
ple of a worker who receives immediate feedback from clients
after the session.

Using the job characteristics model, we can see how certain
jobs over time have changed with respect to such things as skill
variety and task identity. For example, for most of us today,
going to a gas station involves little more than swiping our
debit or credit card at the pump. However, in the 1950s it was
much more of a “full-service experience,” with tasks and jobs
very specified and designated. The gas station attendants took
pride in giving customers the best service they could. Just look
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up “Men of Texaco,” on YouTube and see this example of how
the men sing about their skill variety.6

TRAINING IN THE MODERN DAY

By the 1960s, the American Society of Training Directors
changed its name to the American Society of Training &
Development (Craig, 1987; Estep, 2008). This semantic
change also portended the shift in focus from the training
to the trainee, which would set the early interest in
talent management and capacity-building—hallmarks of work-
place training and development in the twenty-first century
(Rothwell, 2005; Singh, 2013). It was late in this decade that
the discipline of HRD was founded where not only was there a
focus on individual training, but also on organizational devel-
opment and performance management (Kopp, 2014; Nadler &
Nadler, 1990; Werner & DeSimone, 2011).

However, the new discipline of HRD fueled debate as to what
the purpose of training was. For example, some advocated for a
performance-based view of training that took on a bottom-line
perspective. That is, the primary focus in having well-trained
employees (or citizens) was to increase their value to the orga-
nization (or community) with better productivity. And, like
other organizational resources, without investment—in the
form of training—human resources risk getting stale and out-
dated. This view of training underscored human capital theory
(Becker, 1962), which stated that an organization’s
(or community’s) competitive advantage is derived by leveraging
the intangible assets of well-trained human capital (Agbettor,
2013; Campbell, Coff, & Kryscynski, 2012; Hatch & Dyer,
2004; Weatherly, 2003). Improved human capital due to train-
ing was considered an intangible asset like other intangibles such
as intellectual capital, brand recognition, and excellent customer
service (Weatherly, 2003). Human capital theory is linked to the
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previously mentioned scientific management introduced by
Taylor (1911).

There also was a so-called developmental view of training.
Within this developmental view, not only was learning and
development underscored, but so, too, the aspects of fulfill-
ment, self-actualization, and the potentialities of the individ-
ual during the training process (Auluck, 2011; Dirkx, 2005;
Griffiths & Koukpaki, 2012; Khan & Saverall, 1993). It is
within the developmental view of training where aspects of
societal development and social responsibility began to be
discussed (Hatcher, 2003, 2010; Kim, 2012; Kopp &
Desiderio, 2009; Stolz, 2012), as well as linking training to
human development itself (Kuchinke, 2010). In this perspec-
tive, worthy performance outcomes were collateral, but an
intended consequence of the development; that is, whether
as a deliberate strategy or a fortunate by-product, as the
quality of the learning goes, so goes the performance of the
individual.

The training debate of performance-based or developmen-
tal view also drives the relationship between training and
other related domains; for example, training as part of
human resource management (HRM). Where training is
part of HRM, more of a performance-based view exists, and
where training is part of adult education, more alignment
exists with the developmental perspective (Garavan,
Gunnigle, & Morley, 2000). In the final analysis, it is perhaps
different sides of the same coin and not an either–or, but a
both–and proposition, what Gorelick and others called per-
formance through learning (Gorelick, Milton, & April, 2004;
Kopp, 2014).

Because in the 1960s and 1970s there began a major shift
from a goods-producing to a service-providing economy
(Joseph, 1998), there also became a requirement on speed
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and information. As a result, computer-based training (CBT)
was introduced for the first time (Bedwell, 2010; Guile &
Brooks, 1987). Consider, that not only did the introduction
of computers make individualized employee training possi-
ble, but also began to make knowledge about computers
necessary versus desirable for many workers and adult
learners, in general (Goldstein, 1989). Significant, too, was
that training via computer also now opened up the possibil-
ities and promise of self-directed instruction (Guglielmino,
1977; Knowles, 1975).

While the late 1960s and 1970s were about training
employees for the service sector, the 1980s began “the era of
the knowledge worker in the knowledge society” (Meier &
Stormer, 2009, p. 191). In this setting, intellectual capital
became crucial and, as a result, workplace and community-
based training systems not only sought to improve the worker’s
and citizen’s skill sets, respectively, but also now had to be
learning systems, too. Specifically, whether for-profit, non--
profit, government or private sector, organizations had to
manage and memorialize job knowledge because the work
processes had grown more sophisticated and job-task proce-
dures were chronically revised and improved (Aswathappa,
2006; Drucker, 1999; Meier & Stormer, 2009).

The 1980s and 1990s also saw major social, economic, and
geo-political changes in the form of new economic constraints
and increasing international competition (Robinson, 2002;
United Nations, 2007). This environment would have an
acute effect on how organizations did business—and, there-
fore, the way organizations trained their employees (Malonis,
2000); training and development programs needed to respond
more quickly and effectively (Herman, 2002; Malonis, 2000)
just so organizations could maintain their competitive advan-
tage (Porter, 2008). The mission of training a worker also
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would be altered due to the erosion of the so-called social
contract, which previously gave workers a sense of long-term
job security (Herman, 2002). Now, with the emergence of
“boundary-less” organizations (Blundell, 1990) and new occu-
pational mobility for workers (Rytina, 1982; Tolbert, 1980),
there was a shift away from extensive training and toward “just-
in-time” training; that is, training on what employees needed
when they needed it, so they could immediately apply it (Schil-
ler, Miller-Kovach, & Miller, 1994).

In May 2014 Association for Talent Development (ASTD),
the world’s largest professional association dedicated to the
practice of training and development, renamed itself as ATD.
This rebranding of ASTD no doubt had to do with the need for
targeted development of today’s employees. Many agree that
the current and future health of America’s twenty-first-century
economy depends directly on how broadly and deeply workers
reach a new level of literacy—a “Twenty-First-Century Liter-
acy” that includes strong academic skills, thinking, reasoning,
teamwork skills, and proficiency in using technology (NCREL,
2011). With the ever-changing and competitive organizational
environment of today, there seems to be a continued trend
toward organizational impatience about training. According to
Peter Cappelli, author of Why Good People Can’t Find Jobs,
organizations today want their new recruits to “hit the ground
running” and do not want to spend the time with in-depth,
formal training programs (Cappelli, 2012). An Accenture Con-
sulting survey from late 2011 bears out this observation: 85% of
employees responding said OJT (63%) and shadowing of other
employees (12%) were the main methods of how they acquired
their new skills, versus only 21% due to formal company
training.

While this book explores historical training, training today
faces formidable challenges, including globalization, an aging
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and retiring workforce that threatens a skills gap, ever-changing
technology engendering workplace security and privacy issues,
as well as, the differing learning styles of Gen X and the mil-
lennial generation, those born between 1980 and 2000.
Wlodkowski (2008) described a need to be “culturally respon-
sive” when training and developing adults given these new
variables. However, there are opportunities, too, such as
increased ethnic diversity, use of social media (Bingham &
Conner, 2010; Remtulla, 2008), and the emergence not only
of new technologies, but also technology that drives new nor-
mative behavior within today’s organization and society, in
general (Esposito, Kraenzel, Pepin, & Stein, 2011).

But, alas, this book is not about the emergence of new
training technologies and considerations, but about past train-
ing systems that are now part of history. And, while not all of
the training systems are represented in the cases that follow,
each essay will begin by letting the reader know which type of
training system is being utilized in the given context. So, let us
begin exploring some famous and infamous training of bygone
eras.

NOTES

1. Formal learning is a learning activity that is structured and
sequentially organized in which learners follow a program of
study or a series of experiences planned and directed by a
teacher or trainer and generally leading to some formal recog-
nition of educational performance, such as a certificate, license,
diploma, or degree. Formal adult learning is provided in the
system of schools, colleges, universities, and other formal edu-
cational institutions that constitute a continuous “ladder” of
full-time education.
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Non-formal learning is structured learning that includes
activities such as: participation in courses that are not part of a
formal educational program; workshops; seminars; private les-
sons, and guided/organized workplace training. Non-formal
learning may take place both within and outside educational
institutions. It may cover educational programs to impart adult
literacy, adult basic education, life-skills, work-skills, and gen-
eral culture. Non-formal learning does not usually follow the
“ladder” system that is characteristic of formal learning.

Informal learning is learning that is less organized and less
structured than either formal or non-formal learning. It
involves no (or very little) reliance on pre-determined guide-
lines for its organization, delivery, and assessment, although it
must be undertaken with the specific intention to develop some
skills or knowledge. Informal learning may include such activ-
ities as those that occur in the workplace (e.g., on-the-job
training), and any other unstructured learning activities that
may occur on a self-directed, family-directed, work-directed, or
other basis.

Incidental learning happens randomly and is not inten-
tional or planned. It may occur anywhere at any time. While
we recognize that incidental learning may affect outcomes, it is
difficult to capture empirically and difficult to influence
through policy levers. Incidental learning is thus excluded
from our definition (Kopp, 2014).

2. This is similar to the mathematician Benno Kerry’s recommenda-
tion on how best to explain the color red to someone; that is,
rather than explain the physics of color and light where objects fall
under certain wave length, just show the person a red object and
then say, “What you see here is red,” as cited by Rollinger (2013).

3. Wikipedia Editorial Classifications include Novice Editor,
Apprentice Editor, Journeyman Editor, and Yeoman Editor
(https://en.wikipedia.org/wiki/Wikipedia:Service_awards).

4. In a subsequent essay, I will discuss how the female worker was
recruited to fill labor gaps via Rosie the Riveter.
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5. Phillips (1991) introduced a Level 5—Return on Training
Investment.

6. http://www.youtube.com/watch?v¼6BML01zMlqQ
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CHAPTER 3

Physiognomy: Training’s Woeful Countenance

• Type of training modality: Asynchronous correspondence
course method

• Context of the training: United States, late nineteenth,
early twentieth centuries

• Audience for the training: Salesmen

In the 1920s, light heavyweight boxing champion Louis
“Battling Siki” Fall from Senegal, Africa, was one of the
most recognizable black men in the world (Benson, 2006;
Pantalone, 2016). So, it was not surprising when Battling
Siki’s photograph was used in character analyst and salesman
extraordinaire, Gordon J. A. Hargrave’s, popular 1927 sales
correspondence course training manual, Secrets of Selling
(Fig. 3.1). However, Hargrave used Louis Fall’s picture not
to lionize the boxing legend, but rather to train would-be
salesmen on the differences between the emotional and the
logical buyer. Hargrave instructed his sales trainees as follows:

Your buyer’s lips give you a true indication of his desires and
appetites. The thick lipped, open mouthed, loose jawed buyer is
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very broad in his animal desires and very loose in his moral
makeup. Talk emotions to the thick lipped or you will kill
your sale. Do not ever waste your time trying to sell this type
unless you are prepared to indulge in the coarsest, smuttiest
stories and jokes . . . everything that denotes crudeness and a
strong animal nature is accentuated in this type. (1927,
unpaginated)

While undoubtedly racist, it was not gratuitous racism, but a
racism utilizing the folk science of the day, and the so-called
secret in Hargrave’s Secrets of Selling training manual (Fig. 3.2):
it was, physiognomy, the idea that a person’s outer appearance,
especially the face, could provide insight into his true character
or personality. In this essay, I explore how the folk science of

Fig. 3.1 “The emotional and the logical buyers” (Source: Training
manual, Secrets of Selling (Hargrave, 1927))
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physiognomy was operationalized into the training methods
provided to salesmen in the early twentieth century.

Although physiognomy was practiced in ancient eras, as well
as during the Renaissance of the Middle Ages—Leonardo da
Vinci believed that “the features of the face display a part of
men’s nature, their vices and complexions” (da Vinci, 2012,
p. 144)—physiognomy was revived in the modern era by
the Swiss Pastor Johann Lavater in the eighteenth century

Fig. 3.2 The cover of Hargave’s Secrets of Selling training manual
(ca. 1927)
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following his essays on the subject, most significantly his
work, Physiognomischen Fragmente zur Bef €orderung der
Menschenkenntnis und Menschenliebe (Physiognomic Frag-
ments for the Promotion of the Knowledge of Man and Love
of Man), which included 100 physiognomic rules (Lavater &
Siegrist, 1999). In sum, according to Lavater, physiognomy,
among other benefits, could help differentiate the man of
business from the rogue (Ewen & Ewen, 2006; Lavater, 2016).

And, in the early twentieth century, physiognomy was swiftly
plucked up as a method to crack the code of increased sales and,
as a result, personal prosperity; a blueprint consistent with
the new commercial climate memorialized by then-President
Calvin Coolidge’s famed quote, “the chief business of the American
people is business”1 (Peters & Woolley, 1999; Piga & Treumer,
2013). Such was this call to action as was reflected in the
apparent increase in the number of books registered in the
Library of Congress cataloged under the subject heading
“salesmanship.” In 1925 there were listed only 10 published
books before 1900, nearly 40 books between 1900 and 1910,
over 200 from 1910 until 1920, and 150 from 1920 to 1923
(Spears, 1993).

Hargrave and others would utilize physiognomy as the basis
of their training programs for budding salesmen. And, while
Hargrave took his physiognomic gospel on the road, frequently
speaking at business luncheons and giving lectures throughout
the northeast of the United States (Marketing Communica-
tions, 1922; National Association of Credit Men, 1922),
Hargrave’s and others in the physiognomic sales game chief
training modality was the correspondence course, where stu-
dents would be mailed out new sections of the selling tech-
niques each month to his subscribers (Fig. 3.3).2
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Sales training manuals that relied on physiognomy were at
best, by today’s standards, politically incorrect and, at worst,
blatantly bigoted, exploiting historical stereotypes. Yet, sales-
men were trained to be aware, among other things, that fat
buyers were always jolly and affable; blonds were headline readers
only; Japanese had a great ability to copy; Germans were scientific
and industrious; and the Irish were given to fighting, for

Fig. 3.3 From Secrets of Selling, the How to Sell the Blond and
Brunet Buyers
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example (Atkinson, 1910; Balkin, 1919; Blackford, 1916;
Blackford & Newcomb, 1916; Brewster, 1917; Flint, 1923).
Such notions also reflected the leanings in social theory of the
time, including eugenics and Social Darwinism (Brown, 2005;
Hofstadter, 1944). In The Science of Judging Men (Morrell,
1917), Morrell proffers advice to would-be salesmen regarding
Jewish customers, particularly. First portraying the Jew’s nose
as “acquisitive,” Morrell declares,

For the salesman to make a proper approach and influence his
customer to buy his goods he must take the key which race and
national types offer. . . . The Jew is always Jewish; he is a born
trader and he will have to be shown bargains. (p. 56)

Training manuals in physiognomy became popular with
salesmen fundamentally because it was posited that the good
salesman was the one who could read faces (Friedman, 2004;
Spears, 1993). F. B. Goddard’s The Art of Selling (Goddard,
1889) was one of the earliest examples of manuals that explic-
itly used physiognomy (as well as phrenology, the study of the
shape of the skull) to train salesmen on the principles of selling.
Specifically, the salesman needed to pay attention to the cus-
tomer’s face, to the forehead, eyes, teeth, hair, and chin; for
example, very large, clear blue eyes were said to denote a good
and ready capacity versus small, sparkling black eyes signifying
cunningness. Additionally, “the pointed chin signifies acute-
ness or craft. The soft, fat double chin marks the epicure; the
round chin with a dimple speaks to benevolence” (Goddard,
1889, p. 109).

Physiognomy not only informed the training of the insular
world of the traveling salesman (receiving their new tips and
techniques monthly via the correspondence courses), but also
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was memorialized in mainstream organizations as well. This
was seen, for example, in automaker Henry Ford’s 1923 train-
ing manual, Ford Products and Their Sale (Book 6), which
contained instructions on how to vary selling techniques with
prospective buyers by evaluating the customer’s forehead
(Friedman, 2004), proportion of the head was one of the
nine elements of human nature. From page 743 of the Ford
Training Manual, Ford Products and Their Sale (Prentiss,
1923), Number 7: PROPORTIONATE SHAPE OF HEAD
(Fig. 3.4):

Fig. 3.4 Ford Motor Company’s 1923 training manual for
salesmen and dealers
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By this is meant the proportionate shape the head, from neck
up, takes; not its size. That means the entire head. Heads may
be high or low, wide or narrow, long or short, round or square.

Judge height using an imaginary line drawn from center of
ear to center of ear through the head. Do not consider propor-
tion in the sense of size. High head leaves room for a larger
development at the very top. This is the idealistic area of the
brain. Thus we find the high headed man comparatively ideal-
istic and should be appealed to with that thought in mind. The
medium height of head is more commercial and must be
reached accordingly. The extreme low head has its widest
build just over the eyes and at the base of the brain, but with
little above that, meaning a purely physical type, and he must be
reached through the sense of the physical, through seeing it,
and through a grosser appeal. Henry Ford is a wonderful exam-
ple of the head ideally high plus the broad commercial belt.
Hence, his great success in combining the ideal with the prac-
tical. Criminals may be found with high heads, but one look at
Texture, Consistency and Expression on face reveals their real
natures.

CAREER DEVELOPMENT AND THE LOW-HANGING SEPTUM

Physiognomy was also used as rudimentary career development
advice. Specifically, the vocational counseling and employee
selection manuals of the late nineteenth and early twentieth
centuries were influenced by Holmes W. Merton’s so-called
Merton Method, which used a person’s face to align with a
suitable job, so one could “choose the kind of life and voca-
tion that is best suited to your natural talents and interests”
(Merton, 1920, p. 3). For example, if one wanted to be an
accountant, it was important to evaluate the facial region of
influence for judgment and quantity as found in the side of the
face at the brow and in the temple region. Indeed, “the lower

46 3 PHYSIOGNOMY: TRAINING’S WOEFUL COUNTENANCE



line should be level with the corner of the eye-socket being
about three-eighths of an inch back of the curved crest of the
brow” (Merton, 1920, p. 97) (Fig. 3.5).

Using physiognomic principles, Merton highlighted a
unique set of traits that he claimed were relevant to a trainee’s
job performance and satisfaction. Particularly, Merton divided
the face into four general areas—intellect, will, social affecta-
tions, and physical strength—and then each general area was
subdivided into dozens of other subcategories such as reason,
imagination, and integrity (Fig. 3.3). The face of Socrates, for
example, was shown to demonstrate the quality of reason, as
seen in “the full upper cheek area and low-hanging septum of
the nose” (Merton, 1920, p. 33).

The notion of discrete vocational aptitudes still exists within
vocational counseling today (Henderson & Chan, 2005;
Riemer-Reiss, 2000), up to and including the idea of how facial
maturity (e.g., the baby face versus the tough-guy face) affects
the perceptions of job candidates (Copley & Brownlow, 1995;
Keating, 1985) as well as organizational performance metrics
(The Economist, 2004); still, few modern-day vocational
counselors would subscribe to the detailed relationships
described in the Merton Method. One modern exception was
Margaret Buck’s text titled The Face, What It Means: The
Merton Method of Character Analysis (Buck, 1979). Buck

Fig. 3.5 Physiognomic help wanted ad placed in the October 11th,
1917 issue of Printer’s Ink (“Printer’s ink.” 1917)
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applied the Merton Method to celebrity faces; interestingly,
Buck’s assessment included that of O. J. Simpson’s face, and in
1979 she wrote, “the brow indicates keen visual perception; the
broad chin denotes muscular flexibility and strength; the full
mouth is the sign of the social affections and emotions” (Buck,
1979, p. 105). The present-day reader is left to contemplate
the accuracy of Buck’s Simpson analysis.

PHYSIOGNOMY AND THE CRITICAL HERMENEUTICS

OF TRAINING

To be sure, the training and vocational counseling manuals can
be interpreted only by situating them in the totality of their
historical and cultural contexts; that is, “the meaning of a text
always goes beyond its author” (Gadamer, 1975, p. 264). In
reviewing training and vocational counseling manuals from the
past and using them as cultural artifacts, it is essential to reflect
on the relationship between text and context (Lee & Poynton,
2000; Prasad & Mir, 2002) (Fig. 3.6).

With the lens of critical hermeneutics, we are able to con-
template the (not always) hidden power imbalances within the
training manuals and question the status quo of the day (as in
“the Broad-Nosed buyer is uncouth” or “the Receding Fore-
head has a more practical intellect”), especially as it relates to
propagating racism and anti-Semitism within training
schemes.

It is also important to reflect on the difference between what
we term passive and active physiognomy; that is, using physi-
ognomy to “make the sale” as opposed to using physiognomy
to perpetuate oppression. For example, in the United States
physiognomy was used and propagated almost exclusively as a
performance driver; capitalist authors wrote on physiognomy in
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the context of how it could enrich one’s bottom line, whether
as a salesman or advertising as a vocational counselor. This
differed from European physiognomy, which embedded itself
into the culture at a much deeper level. According to Brown
(2005), European physiognomy was a response to the displace-
ments that accompanied the transition to modernity; it offered
a “scientific”methodology to distinguish the “sincere from the
sycophantic, the authentic from the arriviste” (p. 34).

At its most perverse, Nazi Germany used physiognomy as
part of its eugenics racial purity agenda set out by fascist
intellectuals. Here physiognomy gave meaning to the Nazi’s
central theme (as famously portrayed in the Nazi propaganda

Fig. 3.6 TheMertonMethod: Aligning the face with a suitable job
(Source: Merton (1920))
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film, The Eternal Jew) (Hippler, 1940) of the Jew as a “wan-
dering cultural parasite via immutable racial and personality
traits” (Browning, 2000; Goldhagen, 1997; Gray, 2004).
This was operationalized in the Nazi’s forced Jewish labor
and vocational training policies (Nabb & Armstrong, 2005)
discussed in the Nazi Germany: Training Forced Labor chap-
ter. Many Germans felt that the Jews needed to be taught a
lesson because it was thought that historically the Jew shirked
physical work; Jews were vilified as “middlemen” who lived
off the physical labor of the German working class
(Goldhagen, 1997; Klemperer, 2001). Physiognomic princi-
ples gave meaning to this assertion; it was said that “the Jewish
nose with its nostrility along with the cold calculation of
[Jewish] eyes rendered the Jew more a dreamer . . . than a
[hard-working] merchant” (Ewen & Ewen, 2006, p. 219).

There were early calls to reject physiognomic principles in
employment and training context, Gowin (1918) being the
most notable,

So far as physiognomy and phrenology are concerned, they
should be regarded not, as some employment managers mis-
takenly view them today, as sciences in their infancy, but as
pseudo-sciences, hoary with age and in the main, due to their
high percentage of error, neglected because untrustworthy . . .
claims have been made for them but their results are at best
questionable. (p. 73)

The onset of the Great Depression hastened abandonment of
the “science” of physiognomy as an accepted practice in Amer-
ican salesmanship—in no small part because its principles also
collapsed under empirical scientific scrutiny. Legitimately
applied psychological methods that could affect job perfor-
mance soon filled the void in training design (Friedman,
2004; Spears, 1993).
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Indeed, we need to reflect in the present day how future
scholars and practitioners will evaluate our current training
techniques 80 years from now.

NOTES

1. What Coolidge actually said is often misquoted, as well as not
given proper context; his remarks were part of his speech to the
Society of American Newspaper Editors (today known as Amer-
ican Society of News Editors), entitled The Press Under a Free
Government. It focused on the role of the press in free market
democracies and Coolidge noted that the press was far more
likely to publish propaganda “wherever despotism abounds.”
Coolidge wondered whether business considerations could
affect editorial positions and news reporting in a society like
the United States—“After all, the chief business of the Amer-
ican people is business. They are profoundly concerned with
producing, buying, selling, investing and prospering in the
world. I am strongly of the opinion that the great majority of
people will always find these the moving impulses of our life.
Of course, the accumulation of wealth cannot be justified as
the chief end of existence, but we are compelled to recognize it
as a means to well-nigh every desirable achievement. So long
as wealth is made the means and not the end, we need not
greatly fear it. . . . But it calls for additional effort to avoid even
the appearance of the evil of selfishness.” [. . .]. Calvin
Coolidge, Address to the American Society of Newspaper Edi-
tors, Washington, D.C., January 17, 1925 (Peters & Woolley,
1999).

2. Wayland J. Chase, Associate Professor of History at University
of Wisconsin, extolled the correspondence course modality and
pointed out that “there are still those in high places and in low
who remained unconvinced” of the value of teaching by mail
whom we must convert (NUEA Proceedings, 1916, p. 33 as
cited by Edelson (1990)).
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CHAPTER 4

Rosie the Riveter

• Type of training modality: On-the-job training
• Context of the training: United States, World War II
• Audience for the training: Women

In this essay, I explore training in connection with the historical
icon Rosie the Riveter, the fictional female symbol created by
the US government as a propaganda campaign to entice
women into working for the war industries (Baxandall, Gor-
don, & Reverby, 1976; Gluck, 1988; Honey, 1984). For mil-
lions of women of the 1940s, Rosie the Riveter represented
empowerment and advancement in what was up to that time a
male-dominated labor world. Hence, an antecedent proposi-
tion may be that a well-trained Rosie helped lead to a liberated
Rosie.

In June 1937, three out of four women voters surveyed did
not approve of a married woman earning money in business or
industry if she had a husband capable of supporting her (Cantril
& Strunk, 1951). Two years later, in July 1939, a bill was
introduced in the Illinois State Legislature prohibiting married
women from working in business or industry if their husbands
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earned more than $1600 a year, and 67% of the nation said they
favored such a law (Cantril & Strunk, 1951; Gallup, 1939).
Legislatures in 25 other states also considered laws limiting
married women’s work (Gluck, 1988). Although these laws
were never enacted, the “apron lobby” underscored the ruling
prewar zeitgeist regarding women in the workplace, especially
married women. However, the need for and value of women
workers was to be forever changed over a Sunday in December
1941 (Dodd & Rice, 1942).

With the bombing of Pearl Harbor on December 7, 1941,
the United States entered World War II; consequently, the
country had to move quickly into a war production mode.
Auto factories were hastily converted and retro-fitted into air-
craft plants, shipyards were expanded, and construction of new
factories began in earnest (Dinero, 2005; Dodd & Rice, 1942;
Gluck, 1988). The subsequent mass of men enlisting in the
armed services left vacancies in crucial war industries such as
airplane, ship, and munitions production (Dodd & Rice,
1942).

Many employers who had been indifferent or opposed to
employment of women suddenly reconsidered their positions
(Dodd & Rice, 1942), and the federal government began to
encourage women, especially housewives, to join the work
force, emphasizing their patriotic duty. Training of women
for war industries would take on new priority when President
Franklin Roosevelt signed Executive Order 9247, which trans-
ferred government employment and training functions to the
War Manpower Commission (Baker, 1942).

However, the influx of would-be female factory workers was
initially slow and there came a need for a government-
sponsored propaganda campaign (Rupp, 1978). This campaign
centered on a fictional character, Rosie the Riveter. Rosie was
portrayed as the ideal woman worker: loyal, efficient, patriotic,
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and [even] pretty (Baxandall et al., 1976; Rupp, 1978;
U.S. Department Education and Training, 1942) (Fig. 4.1).

The song, “Rosie the Riveter,” became very popular in
1942, and by 1943 depictions by Norman Rockwell and
J. Howard Miller had widely publicized Rosie’s image
(Honey, 1984; Rosie the Riveter Trust, 2006).

Work in the war industries would be glamorously portrayed
in newspapers and magazines. In fact, the training manual for
Aircraft Riveting devoted a page showing a womanmodeling as
a “well-dressed rivetress wearing a Nellie Don design”
(U.S. Department of Education and Training, 1942, p. 68).
At Lockheed Aircraft, victory fashion shows were held during

Fig. 4.1 Rosie the Riveter propaganda poster (ca. 1942 by
J. Howard Miller)
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the lunch hour, where “[female] workers would model coor-
dinated two piece outfits” (Gluck, 1988, p. 11).

The propaganda campaign appeared to be effective in that—
by 1943—more than three million women had answered the
call to serve in defense-related work (Baxandall et al., 1976;
Cantril & Strunk, 1951; Dinero, 2005; Gluck, 1988; Honey,
1984), including jobs in assembly optical grinding and
polishing, band-sawing press operating, crane operation turn-
ing, drilling, welding, grinding, inspecting, and lathe work
(Baker, 1942; Dodd & Rice, 1942). Training manuals con-
firmed the ongoing transformation, as can be seen on the first
page of the Aircraft Riveting training manual, which reads,
“Rosie used to be a clerk, a secretary, a coed, or a housewife,
but now she’s part of the assembly line!” (U.S. Department of
Education and Training, 1942, p. 1). Specifically, the number
of employed women would grow from 14 million in 1940 to
19 million by 1945, rising from 26% to 36% of the work force
(Baxandall et al., 1976) (Fig. 4.2).

Rosie the Riveter was largely manifest in two groups: house-
wives and the previously employed, but unskilled female labor.
Most of the female factory workers had, in fact, prewar experi-
ence in the labor force, with only 25% having less than two
years’ work experience (Honey, 1984). Additionally, only 10%
of new women workers even had husbands in the service
(Gluck, 1988).

Each woman experienced her Rosie period uniquely, and
fortunately there exists a rich historical record from this era;
indeed, in a June 2017 Google search there were no less than
500,000 web links about Rosie the Riveter on the Internet as
well as a Facebook page dedicated to them. In addition to
Gluck’s (1988) seminal research on female workers during
World War II where, between 1979 and 1981, she conducted
44 in-depth interviews of former “Rosies”, many former
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Rosies have articulated their wartime employment experiences
in oral histories now posted on the website www.
rosietheriveter.net. Also, there is a Rosie the Riveter National
Historical Park in Richmond, California (Rosie the Riveter
Trust, 2006).

What one gleans from the historical records on Rosie the
Riveter is that monolithic metaphors can be problematic. That
is, although the predominant media portrayal of female war
workers was of young, white, middle-class housewives (Baker,
1942; Gluck, 1988; Honey, 1984; Rupp, 1978), in actuality

Fig. 4.2 Front cover of Aircraft Riveting training manual tailored
to female workers (U.S. Department of Education and Training
(ca. 1942))
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the women who entered war production were not primarily
middle-class housewives, but rather working-class wives,
widows, divorcées, and students as well as women of color
who needed the money to achieve a reasonable standard of
living (Baxandall et al., 1976; Gluck, 1988; Rosie the Riveter
Trust Fund, 2006; Rupp, 1978).

Although scholars debate the representative demographics
of Rosie the Riveter, what is clear is that following December
7, 1941, given the new female recruits, it would not be train-
ing as usual in the war industries. Even union leaders, who
historically were reluctant in hiring women—lest they take jobs
away from men—were revising their attitudes as the supply of
labor became scarce; “the union leadership accepted as inevi-
table some use of women in jobs ordinarily held by men”
(Baker, 1942, p. 20).

Because training the new women workers was a priority,
governmental leaders such as J. W. Studebaker, the US
commissioner of education, promulgated edicts urging
that women be given full training opportunities (Dodd &
Rice, 1942). As well, director C. R. Dooley of the training
within industry (TWI) program, an advisory service formed
by the National Defense Advisory Commission, set the
government tone by noting that new women needed train-
ing in the same fashion as would new men, and although
the women were entering a new environment so, too, were
farmhands who took factory jobs (Dooley, 2001). Dooley
famously opined that the only difference between men and
women in industry was “in the toilet facilities” (Dinero,
2005, p. 29).

As a practical matter, to quickly fill the demands for
workers in these new or expanding industries, complex jobs
that formerly had been performed by highly skilled workers
such as machinists were broken down into smaller tasks so
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that they could be quickly learned by the new female recruits
(Dinero, 2005; Gluck, 1988). This systematic, on-the-job
training method was introduced in Job Instruction Training,
a part of the TWI program. Much of the general framework
for training wartime women workers fell under TWI, which
developed four training-specific programs between 1940 and
1945:

1. Job Instruction Training, which was a systematic on-the-
job training method

2. Job Relations Training, which was designed to assist in
solving personnel problems using human relations

3. Job Methods Training, which was focused on improving
the effectiveness and efficiency of how jobs are performed

4. Program Development, where employees were trained
to solve production problems that were unique to
their organization (Dinero, 2005; Dodd & Rice, 1942;
Dooley, 2001).

Many now see these training programs as a precursor to today’s
learning organization, with TWI’s focus on continuous learn-
ing and learning how to learn (Dinero, 2005).

However, with the induction and subsequent training of
new female factory workers, there was also recognition by
government and organizations that special consideration
should be given to the workplace vis-�a-vis these new female
workers, especially when it came to training. There were special
advisory bulletins and reports produced and sent out to support
war industry employers, as seen in the War Production Board’s
Increasing War Production Through Employment of Women,
Bulletin No. 7 (Dinero, 2005; Dooley, 2001) and the Women
in War Industries report (Baker, 1942) put out by Princeton
University. These bulletins memorialized the new and unique
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situation of the female factory workers, especially from a train-
ing perspective.

Many of the advisories were sensible: “Find a cap which will
insure that the hair will not catch in a machine” (Dinero,
2005, p. 30). Riveter Betty Jeanne Boggs recalled (Gluck,
1988):

We had to wear our hair in a certain way . . . if you had long hair;
it was in this thing they used to call the snood; they had that net
in the back. I used to think I looked dopey in that and I hated to
wear it. (p. 111)

Some advisories were subtly sexist: “A common opinion is that
women have no mechanical ability, but it is more accurate to
say that they have little mechanical familiarity” (Dinero, 2005,
p. 30). Under the TWI program, war industries were asked to
contemplate employment and training of women under this
cautionary advice (Baker, 1942):

Employers who think that the employment of women intro-
duces some mysterious element into the factory situation need
to be reminded that they have known women all their lives—
secretaries, nurses, waitresses, saleswomen—and that women
from all these groups will inevitably become part of the war
production effort. (p. 20)

Also, it is worth noting that only about a fourth of companies
surveyed in late 1941 stated that they had adopted a practice of
equal pay for equal work (Baker, 1942); issues of wage rates for
women had to be contemplated, this being a full 20 years
before the 1963 Equal Pay Act (Crampton, Hodge, & Mishra,
1997).

The Women in War Industries report in particular gave
suggestions to employers for training venues; these included
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classroom training, vestibule training, and on-the-job training.
The decision would be based on the factory’s situation; for
example, if any part of the instruction “could be given satisfac-
torily to groups or if there was a requirement for preliminary
technical training before the employee is assigned to regular
work, classroom training was to be utilized” (Baker, 1942,
p. 22). In a number of communities, industries cooperated
closely with vocational schools, and the training was offered
at the vocational schools themselves. Riveter Helen Studer
recollected her classroom training at such a vocational school
(Gluck, 1988):

We didn’t train in the plant; we trained somewhere else. You
had classes and somebody’d be talking and get you familiar with
what the process was going to be. We didn’t get right down to
basic working for, oh, probably three weeks or more. Then we
went to the plant. (p. 187)

Likewise, vestibule training was recommended for new female
workers whenever the supervisor believed that the first instruc-
tion on the use of a machine should be efficient in that the new
employees are “segregated where they are not under the pres-
sure of work in the regular department and where they can
receive the full attention of an expert instructor” (Baker, 1942,
p. 23). Regarding the vestibule training’s expert instructor, the
Women in War Industries report advised that “a few companies
have expressed the opinion that women new to industry may
develop self-confidence and learn the job more quickly if their
instructor is a woman” (p. 23).

Also, on-the-job training was offered when the employee
was already trained in a learners’ group or someone in the
regular department was going to be responsible for teaching
the new employee. Here again, via Gluck’s oral histories of
Rosies (1988), we can get further first-person insight about

4 ROSIE THE RIVETER 63



on-the-job training through the experiences of riveter Juanita
Loveless:

What we did was to learn to buck and learn to rivet. I sat there
for three or four hours that first day and I picked up the rivet
gun. “You show me once and I’ll do it for you.” I was working
with real seasoned workable men and it was so easy. We did strip
by strip, the whole hull. (p. 136)

There was a progressive aspect to the training programs
offered to female workers in that there was also training
targeted toward upgrading women’s skill sets for supervisory
as well as technical roles. In fact, Women in War Industries
created a template for employers to track continuous develop-
ment of their women workers. As part of the skills template,
these questions were used as a guide:

• Does the plant provide training to increase skills?
• Are there public vocational courses available?
• Are women being moved on to more difficult jobs as

they show ability, in order to make maximum use of the
best skills? (Baker, 1942; Dinero, 2005; Dodd & Rice,
1942)

Here, too, an excerpt from another oral history of a Rosie,
Bernice Morales Clifton, articulates how she advanced through
the plant as her skill sets were regularly being upgraded (Gluck,
1988):

As time went on, I started getting a little bit better. . . . I learned
my job so well that then they put me to the next operation. . . . I
got to the point where I was very good. I don’t know why I got
a chance to learn all the other jobs, but I learned the whole
operation until I got up to the front, the last step. (p. 211)
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For millions of women, Rosie the Riveter represented a
launch to empowerment, both socially and economically in
what had been up to that point a male-dominated labor
world. Examining the historical documents associated with
Women in War Industries confirms that, at the very least, the
status quo regarding female labor was altered beginning with
the Rosie the Riveter era.

However, though many believe that Rosie the Riveter
heralded a new era for the women’s labor movement (Baker,
1942; Dinero, 2005; Honey, 1984; Rosie the Riveter Trust,
2006), ushering in “a critical change in social arrangements
that would forever open up the workforce to women” (Baker,
1942, p. 3), others disagree, pointing to the fact that many
women were discharged after the war and their jobs were given
to returning servicemen (Baxandall et al., 1976; Gluck, 1988;
Honey, 1984; Rupp, 1978).

Clearly, the true legacy of Rosie the Riveter is better left to
feminist scholars and historians and is beyond the scope of this
essay. What is clear, however, is that—although the degree of
change is debated—the role of training, albeit reactive and
dispassionate, abetted this societal change.
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CHAPTER 5

Nazi Germany: Training Forced Labor

• Type of training method used: On-the-job training
(compulsory)

• Context of the training: German-occupied lands during
World War II

• Audience for the training: Foreign labor and POWs)

There is a considerable amount of information on Anna
Jaresko’s worker registration card,1 including her fingerprints,
her religion (Catholic), year of birth (born in 1918), where she
lived (the Trylisy village in Kiev, Ukraine)2; and, her grim
countenance against the wooden fence confirms that Anna
Jaresko was no volunteer laborer (Fig. 5.1).

Germany first utilized forced foreign labor in World War I
and, by 1916, 600,000 prisoners of war (POWs) were work-
ing for the Second Reich (Fried, 1945; Homze, 2015). Once
again, in World War II, manpower shortages became Germany’s
most pressing problem (Fried, 1945). A forced labor strategy
was put into place following Hilter’s appointment of Fritz
Sauckel (Fig. 5.2) in 1942 as the General Plenipotentiary for
Labor Deployment (Herbert, 1997; Homze, 2015; Hopmann
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et al., 1993). Germany’s forced labor primarily not only
came from Poland, Yugoslavia, the Soviet Union,
Czechoslovakia, France, Belgium, but also included neutral
countries and those allied with the Third Reich (Beyer &
Schneider, 1999; Herbert, 1997; Homze, 2015). At the
peak of the war, one of every five workers in the economy
of the Third Reich was a forced laborer and, by 1944, the
Third Reich was relying on 10 million forced laborers
(Buggeln, 2015; Fried, 1945).

Forced labor was primarily utilized in three sectors of the
Third Reich economy: agriculture, mining, and manufacturing.
The mining industry in Germany, which produced essential
coal and iron ore, was especially dependent on forced laborers

Fig. 5.1 Anna Jaresko’s forced labor card
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from German-occupied countries (Allen, 2005; Buggeln,
2015; Helm, 2015; Herbert, 1997; Homze, 2015).

There were different classifications of foreign worker labor
and, depending on the demographic of the worker, their

Fig. 5.2 Fritz Sauckel, General Plenipotentiary for Nazi Labor
Deployment program
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treatment varied from reasonable remuneration for piece
work to the maltreatment and humiliation reserved especially
for the Jews, who were considered to be Untermensch (“sub
human”) (Beyer & Schneider, 1999; Herbert, 1997; Homze,
2015).

To underscore the compulsory nature of the labor, there
were methods of enforcement compelling foreign workers to
comply; this included threats and measures against the
conscripted worker’s immediate family and relatives (Buggeln,
2015; Herbert, 1997). The classifications of foreign labor were
as follows3:

• Guest workers—Workers from Germanic and Scandina-
vian countries, France, Italy, otherGerman allies (Romania,
Bulgaria, Hungary), and friendly neutrals (e.g., Spain and
Switzerland). This was a very small group, only about
1% of foreign workers in Germany came from countries
that were neutral or allied to Germany (Trunk, 1972).

• Forced workers—Forced laborers from countries not
allied with Germany. This class of workers included mili-
tary internees and POWs. Geneva Conventions allowed
captor nations to force non-officer POWs to )work within
certain restrictions.

• Civilian workers—Ethnic Poles who were regulated by
strict decrees. These workers received much lower wages
and could not use conveniences such as public transport,
or visit many public spaces and businesses (e.g., they could
not visit German church services, swimming pools, or
restaurants); they had to work longer hours and were
assigned smaller food rations; they were subject to a cur-
few (Beyer & Schneider, 1999).

• Eastern workers—Soviet and Polish civil workers rounded
up primarily in Ukraine. They were marked with a sign
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OST (“East”), had to live in camps that were fenced with
barbed wire and under guard, and were particularly
exposed to the arbitrariness of the Gestapo and the indus-
trial plant guards. Estimates put the number of Eastern
workers between 3 million and 5.5 million (Fried, 1945;
Herbert, 1997) Fig. 5.3.

• The Jews—Jews were part of a special, dehumanizing
classification, the Untermensch (“sub human”); this class
of workers not only included Jews but also Roma and Sinti
(Gypsies), homosexuals and some Slavic peoples such as
Poles, Serbs, and Russians. For this class of POW, the
objective was extermination of the Jews especially targeted
for systematic extermination by working them to death as
part of Hitler’s Final Solution (Trunk, 1972).4 Living and

Fig. 5.3 One of the million of eastern workers (OST) forced into
labor by the Nazis
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working conditions were also appalling. Jewish workers
were starved; one of the differences between the treatment
of Jews and that of other foreign workers was that neither
the German authorities nor German employers made any
provision for their feeding (Nabb & Armstrong, 2005).

ON THE TRAINING OF FOREIGN LABOR

An essential part of training forced foreign labor was testing. It
aimed at utilizing POWs according )to their former training
and talents. Within Germany’s Zehlendorf Institute for Indus-
trial Psychology and Industrial Training in 1942, standardized
tests for foreign workers were available to most German firms
(Homze, 2015). The Zehlendorf Institute administered a bat-
tery of tests to determine the capabilities of foreign workers
(Ansbacher, 1950).

The tests were of three types:

• Psycho-technical tests: mainly concerned with intelligence
and mechanical comprehension, with manual ability and,
as important auxiliary functions, with willpower, atten-
tion, and memory; examination of character: consisting,
in line with German military psychology, of expression
analysis, analysis of life history, thought analysis and will-
power and action analysis;

• Aptitude tests: in relation to vocational demands (psycho-
logical job analysis). On the basis of job analysis tables, the
psychological requirements of various jobs in a given
industry were rated by indicating on a 7-point standard
scale, 28 standardized principal psychological factors,
such as motivation, intelligence, willpower and character,
special intelligence patterns, motor abilities, and so on,
required for performing specific types of work.
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With the assistance of industrial psychologists, plant physicians,
and motion-and-time-study specialists (Taylor, 1911), the effi-
ciency experts used the findings of psychological tests to deter-
mine whether individual workers were suited to their tasks or
might not be otherwise employed where they could be of
better use. The training program designed by the Zehlendorf
Institute included not only training for the foreign workers, but
also for the German supervisors of foreign workers. “The
emphasis in the supervisor’s training course was on attitude
rather than technique” (Homze, 2015, p. 243).

A report on the skills and performance of Eastern Workers
concluded that there should be not only an emphasis on the
quality of the training program, but also a recognition of the
direct connection between performance and the working and
living conditions of the foreign labor. As a result, in 1943, the
German Labor Front (DAF) launched “a campaign to improve
performance by effective deployment and proper treatment”
(Herbert, 1997, p. 288). There was an effort on upgrading the
skills of the foreign workers by means of systematic instruction
and comprehensive training methods. The (then) modern
approach of industrial psycho-technology,5 a branch of psy-
chology that dealt with the application of psychology to the
solution of practical problems, was endorsed.

In addition to the Zehlendorf Institute, the DAF, headed
by Robert Ley, Committee for Work Studies also engaged in
the training programs for foreign workers (Wood & Wood,
2002). Prior to the war, this agency was primarily involved in
training experts in time and motion studies. Now, during the
war, one of the major tactics to train foreign workers was to
“break down jobs that were formerly accomplished by skilled
workers into a number of simple manipulations which could
be readily taught to unskilled or foreign workers” (Homze,
2015, p. 244). This was a precursor of Hackman and
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Oldham’s training model where they recommended breaking
down jobs into their individual task behaviors (Hackman &
Oldham, 1980) so that the process could be better learned;
this enabled the trainer not only to see the requirements
needed to perform at component levels, but also to identify
which part of the job may be responsible for less-than-
expected performance. Another method used to increase out-
put was to cluster the forced laborers into work groups. These
work groups or work gangs, as they were called, were often led
by an able and intelligent worker of the same nationality
(Jaskot, 1993).

An official Four-Year Plan publication printed a report from
the DAF), described an increased performance scheme (United
States Government, Office of War Information, 1944).
According to this report, over 1200 training centers were
engaged in the training of men and women workers, either in
the plants in which they were employed or outside the plants, in
afternoon and evening sessions. The staff consisted of 19,200
instructors. For foreign workers, 600–800 special training groups
were being started every month; each training group contained
workers of only one nationality. The German press reported that
the training of French and Czech workers proved particularly
successful (International Labour Office, 1975). “The magnitude
and the novel character of the scheme make it difficult to predict
its ultimate effects in the post-war era” (International Labour
Office, 1975, p. 242). However, it seems that an important result
increased the proportion of skilled and semi-skilled workers,
particularly among the less industrialized European nations.

The Institute’s training courses for the foreign workers
consisted of actual demonstrations and the experiential training
method of “learn by doing” (Bandura, 1977). In addition to
the testing and training programs for foreign workers, there
also was a change in attitude among some ranking Nazi officials
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toward the foreign workers. Sauckel and others realized that if
they expected effective work from the foreigners, many of the
earlier Nazi policies would have to be relaxed, living conditions
improved, and more time and energy expended in training,
placing, and utilizing the foreigners (Homze, 2015, p. 307).
The Germans began experimenting with a variety of incentive
programs, including increases in wages and food rations, and
awards of medals and rewards; the Jews were excluded from
these programs.

Books and vocational training manuals were also used as part
of the training of foreign labor. Sauckel encouraged labor
offices to distribute foreign-language technical books as a part
of the training program, “but very little was done to translate
German manuals because of the cost and the shortage of pro-
fessional translators” (Homze, 2015, p. 290). Critical man-
power shortages meant that the German labor administration
brought on foreign workers into the war economy regardless of
their skills, abilities, or even capacity to learn. At the same time
they were compelled to ensure fuller use of the skilled workers
available and to encourage the training of unskilled foreigners.
At first, semi-skilled foreigners were put in the places of skilled
German workers who could be more usefully employed in
other jobs. This, however, was not enough; in 1942 the admin-
istration’s most urgent task was to increase the number of
metal workers, a task that had to be carried out by training
workers who were unskilled or who were skilled in other occu-
pations. Official orders emphasized the considerable expense
and effort incurred by undertakings in training unskilled for-
eigners. In a report of November 1942, the economic section
of the Frankfurter Zeitung6 pointed out that younger workers
from the East can, if they show willingness, be trained for semi-
skilled work in three to four months, a recognition that the
trainees had to be both willing and able.
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During 1944, as the available manpower diminished,
increased efforts were made to improve the output of foreign
workers by means of free training courses. Sauckel announced
in April 1943 “that it was necessary to train the greatest possi-
ble number of specialists (assistant locksmiths, assistant turnta-
ble workers, assistant hole cutters, assistant electricians) and
stressed the necessity of making “most careful ability tests”
(International Labour Office, 1942, p. 240); further, Sauckel
declared that “if the training of foreigners, who so far have been
used only for simpler work, promises better results than the
training of Germans then foreigners must be given opportuni-
ties of special training” (International Labour Office, 1942,
p. 240). This policy entailed the training of agricultural or
unskilled laborers for semi-skilled or skilled industrial jobs.
For example, it was determined that necessary steps be taken
for training so as to ensure “the highest possible efficiency
among the many foreigners who previously were not employed
as workers or who are not acquainted with machinery and
industrial work.” The difficulties encountered in this program
were considerable.

The training is particularly successful if the teacher masters
the elementary expressions of the trainees’ native language. In
particular, he must himself have a good knowledge of the
machinery, tools, danger points, and safety measures. If some
plants lack technically trained interpreters they should ask for
assistance from the Gau7 office of the DAF (Fried, 1945,
p. 240). A German business leader, Wilhelm Zangen (Martin,
Simpson, Miller, & Albarelli, 2016), stated at the end of 1944
that Germany had by that time trained hundreds of thousands
of specialized European workers and that Germany had
become the “apprentice workshop of Europe, Germany”
(Ansbacher, 1950, p. 45).
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LEGACY OF THE FORCED LABOR SYSTEM

The Third Reich’s strategy of using and training of forced labor
to satisfy its wartime needs arose out of necessity. During
World War II, forced labor would once again sustain the Ger-
man economy of the Third Reich. These workers came from
every part of Europe, and their numbers ran into many mil-
lions. Their conditions and treatment varied considerably,
according to place and type of employment, phase of the war,
and, particularly, nationality (Beyer & Schneider, 1999). The
Jews did not fare well; however, they were part of Hitler’s
extermination through labor policy as part of the Final Solution
established at the Wannsee Conference in 1942:

Under proper leadership, the Jews shall now in the course of the
Final Solution be suitably brought to their work assignments in the
East. Able-bodied Jews are to be led to these areas to build roads in
large work columns separated by sex, during which a large part
will undoubtedly drop out through a process of natural reduction.
As it will undoubtedly represent the most robust portion, the
possible final remainder will have to be handled appropriately,
as it would constitute a group of naturally-selected individuals,
and would form the seed of a new Jewish resistance.8

At the Nuremberg trials, Fritz Sauckel was accused of con-
spiracy to commit crimes against peace and crimes against
humanity. Sauckel defended himself saying that his actions
had nothing to do with exploitation, but was just an economic
process for supplying labor. Sauckel was found guilty of war
crimes and crimes against humanity and, together with a num-
ber of colleagues, was hanged on October 16, 1946
(Goldensohn, 2004; U.S. Government, 1950).

Indeed, many private companies benefited from forced labor
duringWorldWar II; they include IG Farben, BASF, Bayer and
Hoechst, IBM, ThyssenKrupp, Ford, BMW, Daimler
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(Mercedes), Bosch, Audi, and Volkswagen (Billstein, 2004). In
2000, the German government and thousands of German
companies paid a one-time payment of just over €5 billion to
forced labor victims of the Nazi regime.9 The organization
Nathan and Associates, led by Dr. John Beyer and
Dr. Stephen Schneider, has led the way in seeking reparations
for the remaining survivors of forced labor and their families.
Beyer and Schneider were experts in creating a framework that
estimated the total number of foreign forced laborers during
World War II and of the number of survivors of this labor. As
well, they were able to estimate the economic value of the
forced labor brought up to the present day.

If Anna Jaresko is still alive today, she would be close to
100 years old.

NOTES

1. From the author’s personal archives.
2. Ukraine was occupied by Nazi Germany from September 1941

to November 1943 (Herbert, 1997).
3. There was a distinction between compulsory labor and forced

labor. Forced labor emphasized the penal character of the mea-
sure. Whereas those foreign workers who were classified as
compulsory labor were entitled to “equitable” pay, the regula-
tions for the forced labor of the Jews contained no reference to
payment (Beyer & Schneider, 1999; Homze, 2015).

4. Jewish councils established on German orders in the Jewish
Communities of Nazi occupied Europe called Judenrat, in
Eastern Europe under Nazi occupation were involved in man-
datory training courses to enhance the labor skills of Jewish
workers (Trunk, 1972). Such training courses were run so that
workers could qualify for labor certificates in German industry
because in their desperation many Jews (erroneously) believed
that if they could demonstrate their usefulness to German
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industry this would reduce their chances of being exterminated
(Buggeln, 2015; Trunk, 1972).

5. Psychotechnology originated in the early twentieth century;
the term itself was proposed in 1903 by the German psychol-
ogist W. Stern. Psychotechnology sought to resolve various
problems, including vocational selection, consultation, and
training. It also dealt with industrial efficiency, measures to
combat fatigue and accidents.

6. The Frankfurter Zeitung was a German language newspaper
that appeared from 1856 to 1943. It emerged from a market
letter that was published in Frankfurt. In Nazi Germany it was
considered the only mass publication not completely controlled
by the Propaganda Minister Joseph Goebbels.

7. Gaue or Gau were the administrative subdivisions of Nazi
Germany.

8. Wannsee Protocol, January 20, 1942. The official US govern-
ment translation prepared for evidence in trials at Nuremberg.

9. http://www.nytimes.com/1999/02/17/world/german-
companies-adopt-fund-for-slave-laborers-under-nazis.html
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CHAPTER 6

Self-Directed Training: John Lennon
and Paul McCartney

• Trainers as Trainees
• Training Modality: Self-directed Learning
• Trainees: John Lennon and Paul McCartney within the

Beatles

To this point, what has been presented were contextual train-
ing systems where the training program was more or less
formalized, the trainee was passive and dependent, and the
training itself was made available by a trainer to a trainee. In
the following case, I explore a training system where the trainee
diagnosed his learning needs, formulated learning goals, iden-
tified resources, chose and implemented appropriate strategies,
and then assessed the outcomes. Such a method of self-training
is known as self-directed learning (SDL), and I explore one of
the most successful examples of a SDL system, that of John
Lennon and Paul McCartney within the Beatles.1 But, first a
discussion of the SDL is in order (Fig. 6.1).
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SDL is generally thought to be a learning process whereby
individuals take the initiative in diagnosing their learning
needs, formulate learning goals, identify resources for learn-
ing, choose and implement appropriate strategies, and evalu-
ate outcomes (Brookfield, 1984; Collin & Hammond, 2016;
Guglielmino, 1977; Guglielmino, Guglielmino, & Long,
1987). The contemporary notion of SDL was an outgrowth
of Houle’s (1961) seminal work, The Inquiring Mind, which
first described the nature of the continuing adult learner—one
who pursued learning without support or assistance. In his
research, Houle interviewed 22 adult learners and classified
them into three categories based on reasons for participation
in learning: (a) goal-oriented, who participated mainly to

Fig. 6.1 The Beatles (from left to right: John Lennon, Ringo Starr,
Paul McCartney and George Harrison) (ca. 1965)
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achieve some end goal; (b) activity-oriented, who participated
for social or fellowship reasons; and (c) learning-oriented,
who perceived learning as an end in itself. According to
Candy (1991), SDL emerged from a concept associated pri-
marily with individual development to one that includes the
impact of the social and cultural environments. Indeed, Houle
(1961) suggested early on that an individual’s learning was
experienced in the social context, asserting that continuous
learners were assisted by “peer stimulators.” Houle also
warned that these same intimates could be a major obstacle
to the adult’s continued learning. Likewise, Tough (1971)
spoke of fellow learners, among others, who would be of
assistance to the self-directed learner during an SDL project,
and Knowles’ (1975) archetype for the self-directed learner
was one who needed an ability in relating to his or her peers
collaboratively.

In examining highly deliberate efforts in SDL by individ-
uals, Tough (1971) originated the term “SDL project.”
Tough asserted that 90% of people will, at one time in their
lives, be involved in an SDL project in which one persists with
a learning endeavor at least seven hours to gain and retain
specific knowledge and skills. Tough used the seven-hour
parameter because he felt it approximated a typical working
day and separated brief learning activities from more major
endeavors.

Many adult learning and education scholars have posited
that the motivation for a learner entering into a given SDL
project was a function of the emotional significance placed on
it by the learner, as well as the level of curiosity in the subject
(Brookfield, 1984; Candy, 1991; Collin & Hammond, 2016).
An implication of this latter point is that an individual may
possess high SDL competence in one subject, but not
another.
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SDL most often has been operationalized as a quality par-
ticular to the individual, and Confessore (1992) considered
SDL to be the essence of what defined the individual. Brook-
field (1984) and others adopted the notion that SDL is the
defining characteristic of the adult learner and could vary
between individuals as a trait that is sensitive to environmental
influences.

When I taught myself piano, I liked to see how far I could go . . .
I saw life like that, too. (Paul McCartney 1988 as quoted by
Miles)

It is widely held that the cornerstone of Beatles’ success was the
synergy between John Lennon and Paul McCartney; many
music critics and scholars agree that their dyad was the most
successful and influential that popular music has ever seen
(Everett, 1999; Mellers, 1973; Miles, 1998). Indeed, much
has been written regarding the Lennon–McCartney partner-
ship and the ostensive reasons for its termination. What is
clear, even to a casual Beatles admirer, was that the final state
of the Lennon–McCartney dyad was profoundly different from
its beginnings in 1957.

By 1969, the individual conditions of the actors were
different. McCartney was flourishing from his limitless
self-education as a musician, songwriter, and producer
and, by then, the de facto group leader, while Lennon
was fundamentally withdrawn and apathetic regarding his
partnership with McCartney, as well as the Beatles as
a band.

After analyzing the document and archival data from 1957
to 1969, I drew conclusions as to what, if any, SDL character-
istics manifested themselves in the words and behaviors
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of Lennon and McCartney. I purposely documented episodes
of McCartney’s and Lennon’s SDL projects from 1957 to
1969.

FINDINGS: PAUL MCCARTNEY

What emerged from theMcCartney data was that there was not
only a presence, but also a depth of traits and characteristics
associated with high self-direction in learning. Specifically,
McCartney displayed the SDL competency and readiness con-
structs as the initiative and independence of learning, self-
concept as an effective learner, and ability to use basic study
and problem-solving skills. Depth of these SDL constructs was
evident as early as his childhood. For example, McCartney
recalled that when he did not know what a word meant, his
father would say, “look it up.”McCartney opined that this was
a good attitude to take with kids because it steered them in
the right direction (Miles, 1998). I interpreted this and other
like examples as an informed acceptance of his learning respon-
sibility. Likewise, when McCartney taught himself piano he
recalled how he liked to see how far he could go, citing that
he saw life like that, as well (Miles, 1998); I interpreted this and
other like examples as a love of learning and a positive future
orientation.

As it relates to the SDL literature, McCartney was in that
range of high self-instruction that Candy (1991) referred to as
“autodidaxy.” The autodidact is that level of self-directed
learner who is single-minded in his or her commitment to
learning tasks, achieves high levels of expertise in his or her
chosen area of inquiry (Candy, 1991), and thrives on personal
autonomy (Grow, 1991). Candy (1991) underscored that
such an autonomous person would “conceive of goals and

FINDINGS: PAUL MCCARTNEY 87



plans, and has the will power to follow through, and exercise
self-discipline” (p. 125). Kasworm (1983) considered that
SDL competencies were inherently interwoven within a foun-
dation of cognitive and contextual characteristics. What
emerges is that, similar to Long’s (1988) findings in his case
study of Dr. Wilder Penfield, McCartney proceeded into life
on a system of SDL with attendant goal orientation, self-
confidence, and autonomy.

FINDINGS: JOHN LENNON

As I reduced and analyzed the archival record regarding
Lennon, two fundamental findings emerged. First, key SDL
constructs that could be associated with high self-direction
were materially absent and/or lacked frequency. Specifically,
what is accentuated within Lennon’s childhood, are deficien-
cies in SDL competency constructs such as non-dependence,
ability to translate learning needs into learning objectives,
the initiative and independence in learning, the ability to
select effective learning strategies, and a positive future
orientation. For example, Lennon never made any plans for
the future, and lived on the spur of the moment (Coleman,
1992).

Within the data, however, there were examples of Lennon
portraying such SDL competencies as an ability to relate to
peers collaboratively in seeking and providing help pertaining
to learning activities and such Self-directed Learning Readiness
Scale (SDLRS) constructs usually associated with self-direction
in learning such as openness to learning opportunities, love of
learning, and creativity. Candy (1991) assigned such learners to
the “assisted autodidaxy” domain. Hence, Lennon could be
considered a self-directed learner, but of a significantly lesser
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degree thanMcCartney. A second critical finding was Lennon’s
consistent need for a facilitator or “peer stimulator” (Houle,
1961) during his learning experiences. In fact, such facilitators
and peer stimulators would emerge or present themselves
throughout Lennon’s life from his boyhood friend Pete
Shotton to Paul McCartney and, ultimately, to Yoko Ono.
Here is an acute example within a Lennon interview where
Lennon (unwittingly) discussed his dependence on a facilitator
with Jann Wenner in 1971 (Roylance, Quance, Craske, &
Milisic, 2000):

Wenner: Do You Think You’re a Genius?
Lennon: Yes, if there is such a thing as one, I am one. People like

me are aware of their so-called genius at ten, eight, nine.
. . . I always wondered, “Why has nobody discovered
me?” In school, didn’t they see that I’m cleverer than
anybody in this school? It was obvious to me. Why didn’t
they train me? I was different, I was always different. Why
didn’t anybody notice me? (p. 9)

The specific lamentations—Why has nobody discovered me?
Why didn’t they train me? Why didn’t anybody notice me?—
are particularly penetrating because they show a need for
a facilitator as well as manifest an external locus of control
(Rotter, 1966). Thus, what fundamentally emerged from a
self-education standpoint was that Lennon was more depen-
dent on his environment—by way of a facilitator—for his learn-
ing experiences than was McCartney. That is, Lennon’s
need for a facilitator or stimulator (low autonomy–high
dependence) versus McCartney’s autodidaxy (high autonomy–
low dependence).
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SUMMARY ANALYSIS OF SELF-DIRECTED DYAD’S
CHRONOLOGY

Accommodation: July 6, 1957

A fundamental finding that emerges and defines the beginning
of the Lennon–McCartney dyad is that John Lennon was
“conflicted” as to whether or not to invite Paul McCartney
into his band. The archival record confirmed that Lennon
carefully thought about the implications with respect to
McCartney’s panoply of self-directed talent. With McCartney,
the band would undoubtedly become stronger; however, Len-
non also realized that his leadership role might be threatened
by McCartney’s formidable abilities, rendering Lennon sec-
ondary status. What was significant was that not only was
McCartney reaping the rewards of such SDL projects of teach-
ing himself how to play and tune a guitar as well as learning the
words and music to the most popular songs, but these also were
the skills and abilities to which Lennon reacted. As the creator
and leader of the band, Lennon’s ultimate decision to admit
McCartney into the band was manifest behavior that Lennon
was choosing the greater good of developing a stronger band
(by way of McCartney) and subjugating his own need to secure
his leadership role. Such behavior is consistent with a conflict-
handling mode of accommodation.

For his part, McCartney was ready to work with his new
partner, hoping to derive artistic benefits from Lennon’s liter-
ary facility (Sullivan, 1995). However, with respect to Lennon,
what emerges is that this was the first of many episodes
throughout the life of the dyad where Lennon utilized a
conflict-handling mode as a function of McCartney’s high
SDL competency. I have concluded that Lennon’s conflict-
handling modes were consistent with how the structure creates
the context from which the process occurs (Strauss & Corbin,
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1998). That is, even at the onset of the dyad, Lennon was being
affected by and reacting to the differences in his SDL to that of
McCartney’s (the structure) as manifested by conflict-handling
modes (the process).

Collaboration: 1957 to 1963

Following Lennon’s accommodation of McCartney, the period
from 1957 through 1963 was characterized by intense collab-
oration and synergy between Lennon and McCartney (Sulli-
van, 1995). The dyad was also at its most functional because of
Lennon’s and McCartney’s free-flowing dialogue and sharing
with one another. For example, they discussed and strategized
their mutual goal of taking the band to great heights, which
Lennon called the “toppermost of the poppermost” (Coleman,
1992, p. 215). Furthermore, they shared a cherished ambition
of a record contract and, as eager musicians, they engaged in
dialogue focused on solving musical problems, learned new
chord structures, and collectively attempted the art form of
playwriting together (Sullivan, 1995).

The dimensions of Lennon’s and McCartney’s collaboration
during this phase are consistent with Senge’s (2010) view of
dialogue, which had as its process “individuals communicating
to one other in such a way that new realities can be produced
and new realities brought to action” (p. 35). Because individ-
uals in collaborative relationships are likely to vary in their
respective knowledge, they need to enter into a dialogue and
share resources and negotiate their differences to accomplish
tasks (e.g. Brooks, 1994). In fact, during this period, Lennon
and McCartney “wrote more than 80 percent together”
(Miles, 1998, p. 11).

It is worth underscoring that Lennon’s and McCartney’s
collaboration took place in the context of each trying to perfect
the craft of songwriting and music making. This is consistent
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with Candy’s (1991) assertion that learners confronted with a
new area of knowledge or skill would begin to attain indepen-
dence with respect to a particular subject developmentally.
Likewise, it is important to consider the depth of the Lennon–
McCartney collaboration period from late 1957 to 1963 by
way of more subtle aspects of collaboration. This was demon-
strated when Lennon or McCartney worked in relative isola-
tion. Consider, Sullivan’s (1995) observation that the other’s
judgment continued to have a powerful effect “as a kind of
inner, aesthetic superego function” (p. 69). So we might ima-
gine that Lennon or McCartney quickly discarded many poten-
tial solutions for melody, harmony, and lyrics in anticipation of
the other’s criticism.

Competition: 1964 to 1965

By 1964, the Lennon–McCartney era of collaboration was
effectively concluded and displaced by a phase of robust com-
petition for who would get the A-sides (Roylance et al., 2000;
Wenner, 1971); it unwittingly had become a competition for
control of the band. A by-product of this competitive stage
between Lennon and McCartney was some of the best music
from the Beatles. During this competitive period, the Beatles
produced more gold records, number one hits, and singles than
any other period (Schaffner, 1977). The Beatles producer,
George Martin, believed that this competition phase was key
to their success as a musical dyad: “There was tension, each
wondering what the other would do or say next; it gave them
both a thrusting edge . . . like a tug of war” (Martin, 1979,
p. 63).

A-sides (versus B-sides) of records are generally thought to
be songs that would be more commercially successful. In the
beginning of their competition, Lennon was, in fact, more
successful than McCartney in securing A-sides. According to
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Lennon, “there was always a competition between me and Paul
as to who got the A-side. But if you notice in the early days the
majority of them were mine” (Wenner, 1971, p. 34). Table 6.1
depicts the distribution of A-sides between Lennon and
McCartney in 1964–1965 (Lewisohn, 1992).

A consequence of this competition, however, was that
Lennon was now “on his own” regarding any further learning
the music-making craft, which was quickly becoming more
sophisticated (Martin, 1979). McCartney no longer facilitated
Lennon as he was in their earlier collaborative period. That
point is fundamental because, during this competitive period,
McCartney was independently augmenting his musical self-
education by discovering classical music (Miles, 1998), and
this started to have an influence on the complexity and course
of McCartney’s music.

Table 6.1 1964–1965 distribution of A-sides between Lennon and
McCartney

A-side record Composer Release date

Can’t Buy Me Love McCartney March 1964
A Hard Day’s Night Lennon July 1964
I’ll Cry Instead Lennon July 1964
And I Love Her McCartney July 1964
I Should Have Known Better Lennon November 1964
Anytime at All Lennon November 1964
I Feel Fine Lennon November 1964
No Reply Lennon December 1964
Help Lennon April 1965
Ticket to Ride Lennon April 1965
Yesterday McCartney June 1965
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According to Coleman (1992) and Miles (1998),
McCartney continuously sought self-improvement and con-
stantly worked toward it. Said McCartney of this period, “I
tried to cram everything in . . . people are saying things, paint-
ing things, and writing and composing things that are great
and I must know what people are doing” (Roylance et al.,
2000). McCartney’s learning strategy was consistent with
other high self-directed learners. Bonham’s (1991) study on
author Louis L’Amour confirmed that he, like McCartney,
“pulled from many sources in his drive to know everything”
(p. 114).

Lennon’s inevitable floundering can be traced back to
Foucher and Tremblay’s (1993) study, which posited that a
self-directed learner with low autonomy could not thrive with-
out facilitation. During their earlier collaborative period, the
data show that McCartney facilitated Lennon in such things as
learning chord structures, harmonies, and even how the Beatles
were to be marketed. By the competitive stage, however, Len-
non no longer had McCartney’s facilitation and therefore
lacked the augmented base of technical skills and abilities that
McCartney had acquired through SDL. As a result, Lennon
could not complement McCartney’s output.

Competition Lost: 1966 to 1967

The year of 1966 was significant because, not only was it the
year the Beatles retired from public performing (Lefcowitz,
1987), but also McCartney emerged as the creative leader of
the dyad. This was primarily due to the fact that, by the end of
1965, McCartney had pushed the Beatles’ music toward a
more artistic and progressive sound (Mellers, 1973) that
required more production savvy (Martin, 1979).
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Although during this “competition lost” period, there were
still arguments between Lennon and McCartney as to whose
songs should get priority for A-sides (Miles, 1998), the reality
was that McCartney could now turn out a song in a few hours,
while Lennon needed weeks to come up with one (Coleman,
1992; Miles, 1998). As a result, the differences in output
between Lennon and McCartney were becoming more pro-
nounced. Fundamentally, McCartney was dominating Lennon
because of the skills needed for the requirements of the music,
and his system of SDL was directly responsible for acquiring
these necessary skills. Table 6.2 depicts McCartney’s A-side
dominance during this “competition lost” period (Lewisohn,
1992).

What is clear from the data is that, by 1966, Lennon’s
insecurity was juxtaposed in time with McCartney’s growing
output and completed SDL projects. It must be pointed out
here that, by 1966, each of the Beatles was using marijuana
regularly (Coleman, 1992; Miles, 1998). However, beginning
with the “competition lost” period of 1966–1967, Lennon
began to abuse harder drugs such as LSD (Coleman, 1992).
What emerges from the data is the possibility that Lennon’s
drug abuse was a response to his growing insecurity regarding

Table 6.2 1966–1967 distribution of A-sides between Lennon and
McCartney

A-side record Composer Release date

Paperback Writer McCartney April 1966
Eleanor Rigby McCartney August 1966
Penny Lane McCartney January 1967
All You Need Is Love Lennon June 1967
Hello Goodbye McCartney November 1967
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McCartney. This inference is consistent with Ward’s (1998)
study on onset substance abuse that asserted that an individ-
ual’s insecurity could act as a catalyst to substance abuse.

What Lennon had worried about almost ten years earlier
when he asked the “precocious McCartney” to join the Quarry
Men had materialized—McCartney, by way of his superior
talents, was now leading the dyad and the group. What is
more is that McCartney sometimes led in an “overly assertive”
manner (Sullivan, 1995).

Avoidance: 1968 to 1969

By 1968, Lennon—lubricated by drugs—migrated to an
avoidant mode with regard to McCartney and the Beatles
as a growing concern. In this final period of the Beatles,
Lennon withdrew and gave up fighting for A-sides, as well
as studio time; he lacked the creative energy and gradually
submerged (Fawcett, 1976). As displayed in Table 6.3,
McCartney’s A-dominance was complete. Interestingly,
even George Harrison’s song Something won A-side status
over Lennon’s Come Together for one of the final singles
released by the Beatles (Lewisohn, 1992).

Table 6.3 1968–1969 distribution of A-sides between Lennon and
McCartney

A-side record Composer Release date

Lady Madonna McCartney February 1968
Hey Jude McCartney June 1968
Let It Be McCartney January 1969
Get Back McCartney January 1969
Ballad of John and Yoko Lennon April 1969
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Table 6.4 Paul McCartney: pattern of early high self-direction in
learning

Self-directed learning
activity

Year or era SDLRS construct References

“if I didn’t know what
word meant my dad
would say look it up. I
think that’s a good
attitude take with kids it
steers you in the right
direction”

Childhood Informed acceptance
of his learning
responsibility

Beatles
(1969),
Sulpy
(1997)

“school really turned
my head from being a
somewhat limited to
being expansive. I
realized that ‘wait a
minute there are guys
who wrote those poems.’
I felt there were no limits
no restrictions”

Childhood Openness to learning
opportunities

Beatles
(1969),
Sulpy
(1997)

McCartney utilizes
crossword puzzles to
improve his verbal
capacities

Adolescence Informed acceptance
of responsibility for
one’s own learning

Miles
(1998)

“When I taught myself
piano, I liked to see how
far I could go. I saw life
like that, too”

Childhood Love of learning;
positive future
orientation

Miles
(1998)

“I rode the bus on my
own at the age of eleven.
I was pretty independent
and soon learned how to
explore. I know it was
something the other
Beatles didn’t really feel
too much”

1953 Initiative and
independence of
learning

Beatles
(1969),
Sulpy
(1997)

(continued )
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Clearly, the Beatles consisted of four unique and talented
individuals; however, the group’s longevity was strictly a func-
tion of Lennon and McCartney’s membership. Consider that
both George Harrison and Ringo Starr “quit” the group dur-
ing different periods only to return (Roylance et al., 2000).
What is clear is that once Lennon or McCartney quit, the
Beatles would discontinue and in late September of 1969,
Lennon asked for a “divorce” and the most influential pop
dyad and group ended.

The end of the Lennon–McCartney dyad can be traced to
Lennon’s frustration regarding McCartney’s superior apti-
tude in popular music making and production, an aptitude
that was a function of his robust system of self-direction in
learning. As a consequence, the final state of the Lennon–
McCartney dyad—profoundly different from its beginnings
in 1957—was irreparably breached by the two varying degrees
of the SDL competency of the respective dyadic members.
McCartney’s self-directed training autodidaxy as a musician,
songwriter, producer, and project leader flourished. Lennon,
lacking any further facilitation fromMcCartney in the Beatles’

Table 6.4 (continued)

Self-directed learning
activity

Year or era SDLRS construct References

“I then turned the guitar
upside-down and shaved
down a match to make a
little block of wood to
put onto the top string.”

1956 Creativity; ability to
use basic study and
problem-solving
skills

Beatles
(1969),
Sulpy
(1997)
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subject matter, migrated to an avoidant conflict-handling
mode and became withdrawn and apathetic regarding his
partnership with McCartney and the Beatles.

In sum, what emerged from the analysis of the chronology
of the Lennon–McCartney leadership dyad was that it was
consequential to have one actor with high self-direction in
learning and one not vis-�a-vis conflict-handling. By explaining
the construct of SDL within a social context, this study con-
tributes to our knowledge and understanding on how specific
differences and idiosyncrasies within human capital can influ-
ence the processes of social collectives, and raises awareness of
the potentially destructive consequences of differing SDL
competency within self-directed leadership dyads (Tables 6.4,
6.5, 6.6, and 6.7).

Table 6.5 John Lennon: instances of self-direction in learning

Self-directed
learning activity

Year or era SDLRS
construct

References

Creation of Daily
Howl diary

Childhood Creativity Coleman (1998)

Learning harmonica
“I started playing
mouth organ”

Adolescence Openness to
learning
opportunities

Beatles (1969),
Sulpy (1997)

“so I started my
own rock band”

Adolescence Openness to
learning
opportunities

Beatles (1969),
Sulpy (1997)

Voracious reader Childhood Love of
learning

Miles (1998)
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Table 6.6 Paul McCartney: coded events and projects stemming
from high SDL

Event stemming from SDL Year References

McCartney starts playing bass
in Beatles because no one else
would

1960 Roylance (2001),
Sulpy (1997)

McCartney designs first
prototype of Beatles logo

1960 McCartney (1982)

McCartney designs prototypes
for Beatles’ guitars and suits

1960 McCartney (1982)

McCartney makes little films
on his own “I’d take the visuals
and put any soundtrack on
them to experiment”

1964 Roylance (2001)

McCartney begins arranging of
the timing of the song releases,
usually working with Rolling
Stone Mick Jagger to prevent
groups canceling each other
out in sales

1964 Miles (1998)

McCartney broadens his cul-
tural self-education by discov-
ering classical music via
Brahms, Mozart, and
Beethoven

1964 Miles (1998)

McCartney is first to hear Bob
Dylan, and gets Dylan’s record
from a French DJ

1964 Miles (1998),
McCartney (1982)

While touring Spain,
McCartney introduces each
song in Spanish

1965 Miles (1998)

McCartney decides to add
cello to his song, Yesterday

1965 Miles (1998)

McCartney writes and pro-
duces soundtrack for feature
film, Family Way

1966 Miles (1998)

(continued )
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Table 6.6 (continued)

Event stemming from SDL Year References

McCartney helps open Indica
Art Gallery

1966 Miles (1998)

McCartney writes music and
lyrics to Peter and Gordon
song, Woman

1966 Miles (1998)

McCartney comes up with the
idea of Sgt. Pepper’s Lonely
Hearts Club Band

1966 Miles (1998)

McCartney suggests exceeding
the natural top key of the
French Horn for his song, For
No One

1966 McCartney (1982)

McCartney creates backward
tape loops for Lennon’s song,
Tomorrow Never Knows

1966 Miles (1998)

McCartney directs promo-
tional film for his song, Hello,
Goodbye

1967 McCartney
(1982), Miles
(1998), Roylance
et al. (2000)

McCartney comes up with the
idea of a Beatles movie, Magi-
cal Mystery Tour

1967 McCartney
(1982), Miles
(1998), Roylance
et al. (2000)

McCartney sketches out scenes
and directs portions ofMagical
Mystery Tour

1967 McCartney
(1982), Miles
(1998), Roylance
et al. (2000)

McCartney seeks out orches-
tral setting for his song, She’s
Leaving Home

1967 McCartney
(1982), Miles
(1998), Roylance
et al. (2000)

McCartney writes experimen-
tal music for Carnival of Light
Raves

1967 McCartney
(1982), Miles
(1998), Roylance
et al. (2000)

(continued )
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Table 6.6 (continued)

Event stemming from SDL Year References

McCartney suggests exceeding
the natural top key of the
trumpet for his song, Penny
Lane

1967 McCartney
(1982); Miles
(1998); Roylance
et al. (2000)

McCartney conceives album
cover for Sgt. Pepper

1967 McCartney
(1982), Miles
(1998), Roylance
et al. (2000)

McCartney produces the band
Scaffold

1968 Miles (1998)

McCartney conducts brass
band, Black Dykes Mill

1968 Beatles (1969),
Sulpy (1997)

McCartney experiments with
his tape machine at home. He
explained to the other Beatles
how he had done this

1966 Martin (1979)

McCartney produces Bonzo
Dog Doo-Dah Band

1968 McCartney
(1982); Miles
(1998), Roylance
et al. (2000)

McCartney produces artist,
Cilla Black

1968 Beatles (1969),
Sulpy (1997)

Creates Apple logo 1968 DiLello (1972)
McCartney writes a new
“middle eight” for Mary
Hopkin remake of Que Sera
Sera

1969 Beatles (1969),
Sulpy (1997)

McCartney produces artist,
Mary Hopkin

1969 Beatles (1969),
Sulpy (1997)

McCartney produces and
writes for new Apple band,
Badfinger

1969 Beatles (1969),
Sulpy (1997)

McCartney comes up with the
idea for the Beatles movie, Let
It Be

1969 Beatles (1969),
Sulpy (1997)
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Table 6.7 John Lennon: coded avoidant activity within the Dyad
1967–1969

Avoidant demeanor or behavior Year Project involved References

“we’ll get to a peak, then we’ll
split.” Then upon hearing
McCartney (and Harrison) dis-
cuss the future of the band, Len-
non ceases his participation in the
conversation and begins playing
the organ

1969 Get Back Sessions
studio dialog;
January 3

Beatles
(1969),
Sulpy (1997)

Lennon withdrawn regarding
various ideas for improving his
own composition, Don’t Let Me
Down. McCartney and Harrison
are left to work out the final
arrangements for Lennon’s song

1969 Get Back Sessions
studio dialog;
January 6

Beatles
(1969),
Sulpy (1997)

Lennon acknowledges his
non-participation in the rehearsals
toMcCartney; Lennon goes on to
declare that he has no suggestions
to make. This to McCartney’s
frustration that he alone is having
to lead the rehearsals “for a couple
of years now” (CD #2, Track 19)

1969 Get Back Sessions
studio dialog;
January 6

Beatles
(1969),
Sulpy (1997)

“because I was feeling guilty
because I was with Yoko, and I
knew I was finally high and dry. In
a perverse way, I was sort of saying
to Paul, ‘Here, have this crumb,
have this illusion, have this
stroke—because I0m leaving
you’”

1968 White Album Schaffner
(1977)

Lennon expresses that the band
now lacks any incentive to
continue

1969 Get Back Sessions
studio dialog;
January 7

Beatles
(1969),
Sulpy (1997)

(continued )
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Table 6.7 (continued)

Avoidant demeanor or behavior Year Project involved References

“I was stoned all the time. . . . I
didn’t give a shit”

1969 Get Back Sessions Roylance
et al. (2000)

“[Paul and I] haven’t written
together for years. I do what I
like, and Paul does what he likes”

1969 Not specific Roylance
et al. (2000)

“You’d come up with a Magical
Mystery Tour. You had already
come up with five or six songs, so
I’d think, f*** it, I can’t keep up
with that!”

1969 Not specific Fawcett
(1976),
Miles (1998)

“Somehow we should use what
we have to do the album . . . I
mean, we spend a month on this
. . . we’ll get to a peak, then we
split.”

1969

Paul observes that he’s been
responsible for leading the band
for “a couple of years now.” John
admits his non-participation, but
states that he has no suggestions
to make.

1969 [Get Back
Journals II, Disk
2, #19] January
6

Sulpy (1997)

“There isn’t enough outlet for me
in the Beatles”

1969 Not specific Miles
(1998),
Coleman
(1992)

“I gave up fighting for an A-side
and fighting for studio time. I
don’t have the energy and gradu-
ally I submerged”

1969 Not specific Fawcett
(1976),
Miles (1998)

“Paul had this idea that we were
going to rehearse looking for
perfection, of course, we were
lazy f***ers we couldn’t get into
it. I not going to sit around
rehearsing”

1969 Get Back Sessions Roylance
et al. (2000)
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NOTE

1. This instrumental case study was taken from my dissertation
research. Because I had no access to the actors themselves, Paul
McCartney and John Lennon (deceased), the case drew chiefly
from two types of data—documents and archival records. Doc-
uments included biographies, discographies, personal accounts,
and reference material on Lennon and/or McCartney, as well
as autobiographical material from Lennon and/or McCartney.
Archival data included over 250 hours of historical audio and
video media with over 1300 transcript pages of conversations.
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CHAPTER 7

“Pregnant Mothers Should Avoid Thinking
of Ugly People”: Parenting Education

and Child-Rearing Advice of the Nineteenth
and Early Twentieth Centuries

• Trainers: Subject matter experts (SMEs) in child rearing
• Training Modality: Asynchronous utilizing prescriptive

books, pamphlets, and periodicals
• Trainees/Target Audience: Mothers of the nineteenth and

early twentieth centuries

By the late nineteenth and early twentieth centuries, new
mothers began to be influenced by and operationalize the
epistemic authority of the child-rearing gurus of the day. The
notion that parents needed to be educated and trained in
child-rearing was described in Winch’s (1963) research
where he concluded that there was a perceived lack of confi-
dence and uncertainty among parents as how to raise children
(Furedi, 2009; Hulbert, 2003; Smith & Relations, 1978). As a
result, a gamut of advice arose ranging from folklore to
so-called expert syndicated columnists, government pamphlets

Jeffries & Nichols (1904), A Complete Sexual Science and a Guide to Purity and
Physical Manhood, p. 288.
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to popular literature publications (Bigner, 1972; Croake &
Glover, 1977).

Such expert child-rearing advice gradually began to over-
take what, heretofore, had been the mainstay for training
new mothers: grandmother’s folksy wisdom (Collins &
Evans, 2008; Pierson, 1994; Winch, 1963). As Hulbert
(2003) wrote,

women who had once relied on uncertain instinct and religious
dogma in guiding the growth of their progeny were now to
aspire to unhesitating insight and would now consult empirical
data (p. 26) [. . .] and, there is an adversarial edge built into
even the warmest advisory relationship which is why American
mothers opened the doors to the experts in the first place.
(p. 368)

As mothers gradually yielded to subject matter experts
(Hayes-Roth, Klahr, & Mostow, 1980; Walton, 2010), orga-
nized material in parent education1 began to be collected and
disseminated. This material ranged from practical advice on
infant care to elaborate theories on the moral training of
children (Sunley, 1955).2 In 1950, Stendler compiled the
most popular parent education topics from 1890 to 1948; it
demonstrated that education on child physical development
usually was the popular topic followed by character develop-
ment of the child. (Stendler, 1950)

Examples of parent education material dissemination could
be found in Whipple’s Preschool and Parent Education. Each
year, Whipple would come out with his yearbook from the
National Society for the Study of Education, which was made
available to mothers as a valuable resource for parent education
and child-rearing advice (U.S. Department Education and
Training, 1932; Whipple, 1929) (Fig. 7.1).
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Fig. 7.1 Cover of the National Society for the Study of Education
Yearbook
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The first organization to provide parent education programs
was the Child Study Association of America, formerly the
Society for the Study of Child Nature, which was founded in
1888, and was still in operation up until the 1980s (Warnat,
1980). The training methods and modalities used in parent
education reported in 1932 included

(a) teaching of parents in groups; (b) teaching of parents singly
through interview or conference; (c) teaching parents by means
of participation in the nursery school; (d) teaching by means
of directed observation of children; and (e) use of special
devices such as reading assignments and reports. (White
House Conference on Child Health and Protection, 1932)

And, while the modality for parent education and training
remained relatively invariant—learning by advice taking
(Anderson, 2013; Hayes-Roth et al., 1980; Ohsuga, 1992;
Sperling, 2013)3—the recommendations (and presumably the
training outcomes) expounded by the experts were subject to
the pendulum effect in the decades between the late nineteenth
and early twentieth centuries. Child-rearing advice swung back
and forth from permissive and laissez faire—a forerunner to
pediatrician Dr. Benjamin Spock’s mid-twentieth-century
approach to child-rearing (Spock, 1946)—to authoritarian,
and from child-centered to parent-centered.4 For example,
proponents of methodological behaviorist theory, pediatrician
Dr. Luther Emmett Holt and behavioral psychiatrist John
B. Watson,5 preached that children should be strictly raised
and never coddled (Holt, 1894; Watson, 1928), what was
known as the “hardening school” of child-rearing (Smith,
2006). New mothers were admonished not to pick up their
crying infants, as it was believed that if this were done the infant
would be reinforced by crying and would continue this behav-
ior. Further, because of the late nineteenth-century reaction to
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Charles Darwin’s evolutionary theory, the ideas of nurturing
the child were sidelined as early adopters of Darwin considered
children to be little more than symbols of barbarity and
savagery; many concluding that children were merely “unholy
young apes” (Hardyment, 1983, p. 92).

So-called expert advice was also grounded in the science of
the day, which ranged from formal to folk science, and from
charlatanism to outright quackery (Hardyment, 2007;
Hulbert, 2003; Stern & Markel, 2009). And, indeed, some
of the expert advice from the late nineteenth century holds
up even today. Consider, this excerpt found in P. Henry
Chavasse’s 1868 Manual, Advice to a Mother on the Manage-
ment of Her Children (Chavasse, 1868) (Fig. 7.2):

The infant ought to be put to the bosom soon after birth, the
interest, both of the mother and of the child demands it. It will
be advisable to wait three or four hours, that the mother may
recover from her fatigue, and, then, the babe must be put to the
breast. If this be done, he will generally take the nipple with avidity.
But, provided there be no milk at first, the very act of sucking not
only gives the child a notion, but, at the same time, causes a
draught (as it is usually called) in the breast, and enables the
milk to flow easily. Of course, if there be no milk in the bosom—the
babe having been applied once or twice to determine the fact—then
you must wait for a few hours before applying him again to the
nipple, that is to say, until the milk be secreted. (p. 238)

Yet, a few years later, in his book, Advice to a Wife on the
Management of Her Own Health and on the Treatment of
Some of the Complaints Incidental to Pregnancy, Labor, and
Suckling, Chavasse curiously advises, “it is generally recog-
nized that the healthiest children are those weaned at nine
months complete. Prolonged nursing hurts both child and
mother; in the child, causing a tendency to brain disease,
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Fig. 7.2 1877’s Advice to a Wife
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probably through disordered digestion and nutrition”
(Chavasse, 1877, p. 293).

And, while it is not my intent to paint the shibboleth of
experts from this era with a broad brush of flimflam, there
was much in the way of dubious directives to which new
mothers and parents were exposed to without having to nec-
essarily cherry-pick the literature.6 For example, in their 1916
manual, The Mother and Her Child, Drs. Lena and William
Sadler give new parents a perspective on dealing with their
children’s masturbation. Drs. Sadler proffer that if parents
end up having insane offspring, it was not due to the mastur-
bation (Fig. 7.3):

And just here let us add that while masturbation is an unclean
habit, an impure habit, and a thing altogether to be shunned, we
would not be honest to ourselves and to our readers if we did not
explain that under no circumstances does it make foolish minds out
of sound minds or insane minds out of sane minds. If your boy or
your girl is going to grow up to be foolish or insane he had a through
ticket for the feebleminded institution or the insane asylum when
he was born into the world. (Sadler & Sadler, 1916, p. 64)

In James Abbott’s 1871 child-rearing manual, Gentle Mea-
sures in the Management and Training of the Young (Abbott,
1871), Abbott discusses aspects and recommends the so-called
use of gentle measures in disciplining children. Abbott then
contrasts gentle measures with that of the three degrees of
violence: bodily punishment, frightening systems, and harsh
reproofs and threatening, “there seem to be three grades or
forms of violence to which a mother may resort in controlling
her children, or, perhaps, rather three classes of measures which
are more or less violent in their effects” (p. 6). In giving
examples of frightening systems, Abbott used the following
yarn entitled The Black Man and the Policeman (Fig. 7.4):
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Fig. 7.3 Parent Education via GentleMeasures in theManagement
and Training of the Young (1904)
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There are many mothers among us who—though not quite
prepared to call in the aid of ghosts, giants, and hobgoblins
. . . still, sometimes try to eke out their failing authority by
threatening them with the “black man,” or the “policeman,”
or some other less supernatural terror. (p. 10)

The Civil War had ended less than a decade earlier, yet,
Abbott’s example used in his child-rearing manual confirmed
that there were still deeply held racist attitudes. And, these ideas
still persisted in parent education as seen in Sadler and Sadler’s
1916 manual, The Mother and Her Child,

It is unfortunate that this very time of a child’s life, when we can
do practically anything we choose with him, is the very time
when so many parents fill the child’s mind with the unhealthful
fear-thoughts. “The bogie man’ll get you if you don’t mind

Fig. 7.4 The Black Man and the Policeman (Abbott’s Frightening
System 1871, p. 10)
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Mamma,” or, “I’ll get the ‘black man to cut your ears off [italics
added],’” are familiar threats which are so frequently made to
the little folks. (Sadler & Sadler, 1916, p. 64)

Found, too, in the parent education material was an explicit
class stratification vis-�a-vis the hired help: nursemaids, nannies,
or wet nurses.7 Upper-class women were informed that the
lower-class women helping with their child care brought all
manner of diseases and bad habits into their homes. “Mothers
cannot be too watchful of nursemaids,” advised Mrs. Max
West, “these vicious women might leave babies in wet diapers
or feed them candy” (Stern & Markel, 2009; West, 1914).
Certainly the end of the nineteenth century and progressing
past the early twentieth century did not halt dubious parenting
and child-rearing advice. In 1962, Dr. Walter Sackett wrote,
Bringing Up Babies: A Family Doctor’s Practical Approach to
Child Care (Apple, 2006; Sackett, 1962) where he seemed to
suggest that not raising an independent child risked no less
than our democracy!: “If we teach our offspring to expect
everything to be provided on demand, we must admit the
possibility of sowing the seeds of socialism” (Sackett, 1962,
p. 18). Even in the present day, controversial preacher, Michael
Pearl and his wife, Debi, wrote a book, To Train Up a Child
(Pearl & Pearl, 1994) that has been linked to deaths of children
through neglect or abuse.8 The title of Pearl’s book comes
from a stanza in the book of Proverbs: Train up a child in the
way he should go, and when he is old he will not depart from it.
Here is an excerpt from, To Train Up a Child, from the section,
Obedience Training, Biting Babies:

One particularly painful experience of nursing mothers is the
biting baby. My wife did not waste time finding a cure. When
the baby bit, she pulled hair (an alternative has to be sought
for baldheaded babies). Understand, the baby is not being
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punished, just conditioned. A baby learns not to stick his finger
in his eyes or bite his tongue through the negative associations
accompanying it. It requires no understanding or reasoning.
Somewhere in the brain that information is unconsciously
stored. After two or three times of biting, with the accompany-
ing head hurting, the child programs that information away for
his own comfort. The biting habit is cured before it starts. This
is not discipline. It is obedience training. (Pearl & Pearl, 1994,
p. 7)

How parents were trained via the experts of the day provides
us with useful historical testimony to ponder. The changing
conceptions of the child many times dictated the advice given
by the experts with an objective on what parents could do to
develop the child into a productive citizen (Hulbert, 2003;
Stearns, 2003). And, as the source of expertise and trainers
changed per era—family and friends to religious leaders to
physicians to psychologists—and back again, so too does the
child-rearing methods, shifting from more permissive child-
rearing practices to more rigid discipline and control. What is
clear is that child-rearing advice, dubious or otherwise, will
continue to carry ideological weight (Fass, 2004). Only
because of the opportunities of 20–20 hindsight can we now
judge the fidelity of such expert advice of pregnant mothers
avoiding thoughts of ugly people.9

NOTES

1. The term parent only came into widespread usage in the 1920s,
at which point it was associated with the “parent education
movement” (Sperling, 2013).

2. It is important to note, however, that child-rearing manuals
were intended primarily for white, middle-, and upper-class
families; poorer and working-class families were less likely to
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purchase and have access to child-rearing materials (Bloom,
1976).

3. Collins and Evans ask us to be wary of expertise (see: Rethink-
ing expertise (Collins & Evans, 2008)), and I am reminded of a
personal example that supports this notion: I went for a haircut
one day and the barber asked how I was doing. I replied that I
was, in fact, feeling a bit under the weather, that perhaps a cold
was coming on. “Well,” he replied, “you can’t be that sick; I
mean, you’re here for a haircut, and everybody knows that hair
growth is a sign of good health!” “Hey, that’s right!” I fired
back, and I actually felt better for the rest of the haircut. Two
weeks later, in the throes of a full-blown flu, I read in a mag-
azine how hair and nail growth continue on cadavers, even
months after death.

4. The period 1935–1945 is described as “baby’s decade” since
mothers were urged to make their interests and authority sec-
ondary to the baby’s demands. Likewise, the period from 1950
to 1970 can be described as the parent’s era, a time during
which the parent was urged to recognize his own individuality
within his role in shaping a child’s development (R. M. Smith
& Relations, 1978).

5. Actress Mariette Hartley’s maternal grandfather was the behav-
ioral psychologist John B. Watson. Hartley believes Watson’s
rigid child-rearing doctrine had dire consequences and left its
marks on her mother who was at an emotional distance from
Hartley as she grew up; Hartley’s mother made several suicide
attempts and struggled with alcoholism her whole life
(Champlin, 1990).

6. Examples of dubious child-rearing advice were mockingly
captured in James Lileks’s book, Mommy Knows Worst: High-
lights from the Golden Age of Bad Parenting Advice (Lileks,
2005).

7. In his book, Advice to a Mother on the Management of Her
Children (Chavasse, 1868), Chavasse recommends that the
best wet nurse is the one who “has good nipples, sufficiently
long for the baby to hold; that they be not sore; and if her own
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child be of the same, or nearly of the same age, as the one you
wish her to nurse” (p. 464).

8. http://www.christianitytoday.com/women/2011/october/
when-child-discipline-becomes-abuse.html

9. Jeffries & Nichols (1904), A Complete Sexual Science and a
Guide to Purity and Physical Manhood, p. 288.

REFERENCES

Abbott, J. (1871). Gentle measures in the management and training
of the young. New York: Harper and Brothers.

Anderson, J. R. (2013). Cognitive skills and their acquisition. Lon-
don: Taylor & Francis.

Apple, R. (2006). Perfect motherhood: Science and childrearing in
America. New Brunswick, NJ: Rutgers University Press.

Bigner, J. J. (1972). Parent education in popular literature:
1950–1970. The Family Coordinator, 21(3), 313–319. doi:10.
2307/582876

Bloom, L. Z. (1976). “It’s all for your own good:” Parent-child
relationships in popular American child rearing literature,
1820–1970. The Journal of Popular Culture, X(1), 191–198.
doi:10.1111/j.0022-3840.1976.1001_191.x

Champlin, C. (1990, October 30). Mariette Hartley breaks the
silence on her legacy. Los Angeles Times. Tribune Publishing.

Chavasse, P. H. (1868).Advice to a mother on the management of her
children. Philadelphia: Standard Publications.

Chavasse, P. H. (1877). Advice to a wife on the management of her
own health and on the treatment of some of the complaints incidental
to pregnancy, labor, and suckling. Philadelphia: J.B. Lippincott &
Company.

Collins, H., & Evans, R. (2008). Rethinking expertise. Chicago:
University of Chicago Press.

Croake, J. W., & Glover, K. E. (1977). A history and evaluation of
parent education. Family Coordinator, 26(2), 151.

REFERENCES 121

http://www.christianitytoday.com/women/2011/october/when-child-discipline-becomes-abuse.html
http://www.christianitytoday.com/women/2011/october/when-child-discipline-becomes-abuse.html
http://dx.doi.org/10.2307/582876
http://dx.doi.org/10.2307/582876
http://dx.doi.org/10.1111/j.0022-3840.1976.1001_191.x


Fass, P. S. (2004). Encyclopedia of children and childhood: In history
and society. Detriot, MI: Macmillan Reference USA.

Furedi, F. (2009). Socialisation as behaviour management and the
ascendancy of expert authority. Amsterdam: Vossiuspers UvA.

Hardyment, C. (1983). Three centuries of good advice on child care.
New York: Harper and Row.

Hardyment, C. (2007). Dream babies: Childcare advice from John
Locke to Gina Ford. London: Francis Lincoln.

Hayes-Roth, F., Klahr, P., & Mostow, D. J. (1980). Knowledge
acquisition, knowledge programming, and knowledge refinement.
Santa Monica, CA: Rand.

Holt, L. (1894). The care and feeding of children. New York:
D. Appleton & Co.

Hulbert, A. (2003).Raising America: Experts, parents, and a century
of advice about children. New York: Knopf Doubleday.

Lileks, J. (2005).Mommy knows worst: Highlights from the golden age
of bad parenting advice. New York: Three River Press.

Ohsuga, S. (1992). Information modelling and knowledge bases III:
Foundations, theory and applications. Amsterdam: IOS Press.

Pearl, M., & Pearl, D. (1994). To train up a child. Pleasantville, TN:
No Greater Joy Ministries, Incorporated.

Pierson, R. (1994). The epistemic authority of expertise. PSA: Pro-
ceedings of the Biennial Meeting of the Philosophy of Science Associ-
ation, 1994, 398–405.

Sackett, W. W. (1962). Bringing up babies: A family doctor’s practi-
cal approach to child care. New York: Harper & Row.

Sadler, L. K., & Sadler, W. S. (1916). The mother and her child.
Chicago: Dodo Press.

Smith, R. M., & National Council on Family Relations. (1978).
Resources for teaching about family life education. Minneapolis,
MN: National Council on Family Relations.

Smith, S. F. (2006). “She moves the hands that move the world”:
Antebellum child-rearing. Images of mother and child in nine-
teenth-century periodicals for mothers. Minneapolis, MN: Univer-
sity of Minnesota.

122 7 “PREGNANT MOTHERS SHOULD AVOID THINKING OF UGLY. . .



Sperling, J. (2013). Reframing the work-family conflict debate by
rejecting the ideal parent norm. Journal of Gender Social Policy &
the Law, 22(1), 47–90.

Spock, B. (1946). The common sense book of baby and child care (2nd
ed.). New York: Duell, Sloan and Pearce.

Stearns, P. (2003).Anxious parents: A history of modern child-rearing
in America. New York: New York University Press.

Stendler, C. (1950). Sixty years of child training practice. Journal of
Pediatrics, 36, 134.

Stern, A. M., & Markel, H. (2009). Formative years: Children’s
health in the United States, 1880–2000. Ann Arbor, MI: University
of Michigan Press.

Sunley, R. (1955). Early nineteenth-century American literature on
child rearing. In M. Mead & M. Wolfenstein (Eds.), Childhood
in contemporary cultures (pp. 150–167). Chicago: University of
Chicago Press.

U.S. Department Education and Training. (1932). Parent education.
Paper presented at the White House conference on child health
protection, Washington, DC.

Walton, D. (2010). Appeal to expert opinion: Arguments from
authority. St. College: Pennsylvania State University Press.

Warnat, W. (1980). Guide to parent involvement: Parents as adult
learners. Washington, DC: Teacher Corps, U.S. Department of
Education.

Watson, J. (1928). Psychological care of infant and child. New York:
W. W. Norton & Co.

West, M. (1914). Infant care. Washington, DC: U.S. Government
Printing Office.

Whipple, G. M. (1929). The twenty-first yearbook of the national
society for the study of education – Intelligence tests and their use.
Detroit, MI: Read Books.

White House Conference on Child Health and Protection. (1932).
Parent education and training. New York: Century.

Winch, R. (1963). The modern family. New York: Holt, Rinehart &
Winston.

REFERENCES 123



CHAPTER 8

When Job Aids Attack

• Type of training method used: Asynchronous behavior
modeling

• Context of the training: United States, late nineteenth and
early twentieth centuries

• Audience for the training: Adults and Teens

Training, training everywhere, but not a prop to think.

In the summer of 1905, an exasperated mother retrieved a
box of Kopp’s Baby’s Friend from the washroom cabinet.
Inside the box was a small bottle of the elixir she had purchased
through mail order. This “King of Baby Soothers” offered the
promise of putting crying babies to sleep (Adams, 1912).
Indeed, the young mother must have thought that it would
make her crying, colicky, nine-month-old baby feel better. She
was unclear on the dosing instructions and read the directions
from the box to assist her (Fig. 8.1).

A few hours after the infant was given half a teaspoon—per
the dosing instructions—of the Kopp’s Baby’s Friend, “the
baby went into a stupor, his pupils were pin-pointed, skin
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cool and clammy, heart and respiration slowed” (“Poisoned a
child,” 1905). Minutes later the baby was dead. An autopsy
later revealed the cause of death to be an overdose of
morphine—the elixir’s main ingredient.

However, my focus here surrounds not on malevolent elixirs
per se, but in this essay, I reflect generally on the actual instruc-
tions that aided and abetted the performance—the job aid.
Specifically, I consider job aids that assisted in questionable
and sometimes lethal performance.

Fig. 8.1 The wonder elixir—Kopp’s baby friend
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The job aid also serves as a cultural artifact that provides a
snapshot of the culture from which it operates. Fletcher and
Light (2007) defined a cultural artifact as any meaning-laden
“thing.” This notion undergirds our theoretical framework
because by viewing job aids as cultural artifacts of social
history we can understand them in situ, therefore embracing
their social context as well (Fletcher & Light, 2007; Miller,
1998). A similar framework was employed by Moshenska
(2008), who considered shrapnel as a cultural artifact socially
constructed by children in England during World War II and
Jaffe’s (1999) inquiry on the social meanings of greeting
cards.

Performing such a review of job aids as historical documents
is considered to be a reasonable framework for inquiry
(Armstrong & Jones, 1987; Press, 2014). This inquiry is a
continuation of our interest in the critical hermeneutics of
training manuals (Kopp, 2014; Kopp & Desiderio, 2009).

In the course of my broader research on the social history of
training, I examined various job aids while collecting training
and adult education ephemera. One particular item acquired,
Kopp’s Baby’s Friend, was an old medicine bottle from the
turn of the twentieth century that shared the same last name as
the author (no relation). As part of its labeling, the medicine
bottle included the dosing instructions, as is common with
present-day medication (Polak, 2016). Such instructions meet
the requirements for what would be considered in training as
job aids, as they are created to assist adults in medication recall,
comprehension, and adherence (Katz, Kripalani, & Weiss,
2006).

However, further historical research into this particular
medicine bottle, and then the patent medicine industry, in
general, I learned that those same dosing instructions were
assisting adults—either at first use or subsequent uses after
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the adult had memorized the job aid—in facilitating death and
injury to children, other adults, and sometimes themselves.1

Inquiry that considers adult learning systems in social
context is a common modality (e.g., Barker, 2001; Desjardins,
2017; Scheid, 1995).

ON JOB AIDS

Job aids, sometimes called performance support aids2 (Rossett
& Schafer, 2006) are non-instructive interventions to improve
performance. That is, according to Rossett and Gautier-Downes
(1991), the distinction between instruction (or training) and job
aids is found in depth and timing. Training, for example, usually
occurs before the need arises, with the goal of developing human
capital and building capacity (e.g., learning) built in as part of the
process. Job aids, however, are for more immediate perfor-
mance, when the need arises, and there is no intent to develop
the individual.

Job aids can take on many different forms: checklists, how-to
instructions, laminated cards with phone extensions, scale
models, and to-do lists (Lawson, 2015; Willmore, 2006).
They may be part of adult performance within or without the
workplace. According to Rossett and Schafer (2006), job aids
are “helpers in life and work . . . a repository for information,
processes, and perspectives that inform and guide planning and
action” (p. 2).

It is worth noting what job aids are not. Job aids should not
be confused with tools of a job, specifically, items such as
screwdrivers, laptop computers, and office chairs. Although
these items support work, “the support of work is necessary,
but not sufficient to make something a job aid” (Rossett &
Gautier-Downes, 1991, p. 6). Unlike a job aid, which is a
repository for information, a tool enables the adult to do
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something that would otherwise be undoable (Willmore,
2006).

Job aids are not only repositories of information to support
life and work activities, but are also external to the individual.
According to Bullock (1982), job aids are ubiquitous and
can be found as “labels on items in the refrigerator, traffic
lights, numbers on buildings, telephone directories and step-
by-step directions” (p. 36). Further, they can be located
“on shelves above employees’ desks, on walls beside equip-
ment and chemicals, in drawers beneath computer keyboards,
and on matchbook covers” (Rossett & Gautier-Downes,
1991, p. 4).

Notably, the utilization of job aids may be ultimately attrib-
utable to the fact that they are traditionally less expensive than
formal training interventions and by saving the organization
(or individual) time, they save money (Harless, 1986; Rossett
& Schafer, 2006; Rothwell et al., 2010).

ON DUBIOUS JOB AIDS

Patent Medicines: Use Only as Directed

Patent medicines of the nineteenth and early twentieth
centuries were consumer health products peddled as quick
and safe panaceas for a panoply of human maladies from colic
to impotence (Adams, 1912; Fowler, 1997; Young, 1967).
Patent medicines were sometimes referred to as “nostrums”
from Latin nostrum remedium (our remedy) (Fowler, 1997).
However, these products were frequently of questionable
effectiveness and, as briefly described in the vignette above,
could be lethal (Adams, 1912; Young, 1967). Following his
investigation of such nostrums, Adams (1912) labeled the
industry as a whole as well as entitled his exposé, The Great
American Fraud (Fig. 8.2).3
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Patent medicines were unabashedly advertised with false
claims of being safe. For example, makers of Mrs. Winslow’s
Soothing Syrup asserted, “Mothers need not fear giving this
medicine to their babes, as no bad results have come from the
continued use of it. Many children have taken two and three
dozen bottles and today are hearty boys and girls” (Kober,
1908, p. 194). Further, the label read, “a sure remedy for all
ailments for babes one day old to two or three years. It contains
nothing injurious to the youngest babe and if given in proper
dose [italics added] will always relieve” (p. 198).

Even prior to Adams’s (1912) exposé on the patent medicine
industry, Kober (1908) detailed how in December of 1905 a
coroner’s jury in Baltimore, Maryland, warned the public not
to use Kopp’s Baby’s Friend following the death of a “white
infant, aged 3 months and 14 days, who had been given this
preparation by his mother while suffering from indigestion”

Fig. 8.2 Mrs. Winslow’s Soothing Syrup for Children Teething
(ca. 1903)
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(p. 196). The Journal of the American Medical Association
(JAMA) reported the death of twin children six weeks old in
New Castle, Pennsylvania, caused by Kopp’s Baby’s Friend.
“The parents gave it according to the directions accompanying
the bottle [italics added]; six drops every two or three hours to
keep the infant from crying” (“Opium poisoning,” 1907,
p. 447). In the same issue of the journal, several more deaths
were reported, namely, one of a child aged ten months from
Mrs. Winslow’s Soothing Syrup, another one of a child from
the effects of Monell’s Teething Syrup, and still another one
from the effects of Rex Cough Syrup. According to Adams
(1912), patent medicines contributed to the rising mortality
rates of adults as well:

Recent years have added to the mortality records of our cities a
surprising and alarming number of sudden deaths from heart
failure. In the year 1902, New York City alone reported a death
rate from this cause of 1.34 per thousand of population; that is
about six times as great as the typhoid fever death record. It was
about that time that the headache powders were being widely
advertised, and there is every reason to believe that the increased
mortality, which is still in evidence, is due largely to the secret
weakening of the heart by acetanilide [an ingredient in many
patent medicines]. (p. 32)

Adams (1912) went on to publish a lengthy list of fatalities
collected from obituaries printed in the newspapers. In every
case the person who died had taken a patent medicine
containing acetanilide for headache relief without a doctor’s
prescription.

In addition to Kopp’s Baby’s Friend and Mrs. Winslow’s
Soothing Syrup, patent medicine had other colorful names
like Dr. Bull’s Cough Syrup, Pink Pills for Pale People,
Dr. Fahrney’s Teething Syrup, Orangine Powder, and
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Dr. Davis’s Headache Phenalgin, to name but a few of the
hundreds that existed and caused harm in the early twentieth
century (Pliley, Kramm, & Fischer-Tiné, 2016).

In 1906, the Pure Food and Drugs Act ushered in the Food
and Drug Administration (FDA). The new FDA regulations
and policies ultimately would put an end to medical quackery
of the so-called patent medicine industry (Adams, 1912;
Fowler, 1997; Young, 1967).

Each of the now-historic patent medicines had in common a
job aid as dosing instructions that informed the adult on how
much and when to take the nostrum. As a result, it is reasonable
to assert and sobering to consider that the job aid in this social
context aided and abetted death and injury.

It was the intervention by a governmental agency that finally
put an end to the dangerous nostrums industry.

Nazi Job Aids

Vocational training and labor methods used within the Third
Reich have been researched and written about as part of the
literature in social history (e.g., Allen, 2005; Gillingham, 1986;
Trunk, 1972) and, specifically, within the context of training
(Ferencz, 1979; Kopp, 2007; Nabb & Armstrong, 2005).

As discussed in the introduction to the book, I reviewed the
Hitler Youth organization’s 1934 and 1938 training manuals
(Brennecke, Childs, & Dodd, 1938; Reichsjugendfusshrung,
1934),4 which serve as interesting case studies with respect to
the job aids within said handbooks.

The Hitler Youth (Hitler Jungend, HJ) was founded in
1926. However, its origins can be traced to 1922 (Kater,
2004; Lepage, 2008; Rempel, 1989). With its promise of
generational transition, the HJ facilitated Hitler’s dream of
the Reich reigning for 1000 years (Newman & Erber, 2002;
Pridham, 1973). The HJ was divided into two sections, one for
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members aging 10–14 and the other for members 14–18. It
was organized as a paramilitary structure with squads, platoons,
and companies (Rempel, 1989). The HJ has been compared
and contrasted as the German equivalent to the Boy Scouts of
America (Cupers, 2008; Lewin, 1947). By 1939, HJ’s member-
ship was approaching eight million strong (Office of Military
Government for Germany (US), 1946). The HJ was led by
Baldur von Schirach, a Reich youth leader of the Nazi Party
(Goldensohn, 2004). Von Schirach also oversaw the content of
the Hitler Youth handbooks and would later write his own book
entitled Revolution der Erziehung [“Revolution in Education”]
(von Schirach, 1938), explaining his views on the Hitler Youth
movement. The first page of the Hitler Youth handbook
(Reichsjugendfusshrung, 1934) includes a personal greeting
from von Schirach himself that opened with Mein lieber Pimpf!
(“My dear boy”), and concluded with Heil Hitler, Baldur von
Schirach (a facsimile of von Schirach’s signature).

Vocational training was emphasized in the HJ. Von
Schirach, along with Nazi labor leader Robert Ley, initiated
the annual National Vocational Competition for Hitler (Kater,
2004; Lepage, 2008). Every year a new theme was developed
at the national level for the Hitler Youth. For example, in 1934
it was the “Year of Training” and in 1935 the “Year of Appren-
ticeship.” The youngsters learned various trades that were
judged, and the winners would get to meet Hitler (Lepage,
2008).

However, the raison d’etre of those handbooks was not just
vocational education. What can be gleaned from the HJ hand-
books is how the job aid shifts in and out from seemingly value-
free repositories of information for vocational education to job
aids that were overtly value laden with ideological indoctrina-
tion of National Socialism and anti-Semitism. Indeed, von
Schirach declared that he wanted to “imbue the youth with
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Nazi ideology and prepare them for membership in the Party
and its formations” (Office of Military Government for
Germany (US), 1946).

Hence, although there were dispassionate job aids that could
be used to recall the working parts of a rifle or the correct way
to perform flag semaphore (Fig. 8.3), there were also job aids
that supported the narrative propaganda that introduced the
ideas of social. Darwinism and eugenics, the study of improving
the qualities of the (Aryan) population by discouraging repro-
duction by persons having genetic defects or undesirable traits

Fig. 8.3 The cover and first page of a Hitler Youth handbook
(1934) (From the author’s personal collection)
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(e.g., Jews) (Childs, 1938; Rempel, 1989). For example, the
1938 handbook discusses the superiority of the Nordic skull
(Fig. 8.4):

The skull of the Nordic man likewise grows narrow, long. The
face is small. The breadth in proportion to length is 3 to 4.
The shape of the face is striking, not unaccentedly round. The
nose is high set. (Brennecke, 1938, p. 13)

The 1938HJ handbook also has a chapter on Race Formation:
Heredity and Environment, with narrative and associated job aids
(Fig. 8.5) that assist in making the case for racial hygiene with its
attendant anti-Semitism (Fig. 8.6):

Fig. 8.4 Job aid on flag-based semaphore (Reichsjugendfusshrung,
1934, p. 212)
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Fig. 8.5 Flowers (A Hitler Youth job aid making the case for
eugenics (Brennecke, 1938, p. 22))

Fig. 8.6 Skull (Physiognomic job aid from Hitler Youth handbook
(Brennecke, 1938, p. 13))
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A Jew both in Germany and in all other countries remains only a
Jew. He can never change his race by centuries of residence with
another people. (Brennecke, 1938, p. 27)

Following the defeat of Germany, the HJ was disbanded by
the allies as part of the de-Nazification process (Lepage, 2008;
Lisciotto, 2008; Office of Military Government for Germany
(US), 1946). At the Nuremberg trials, von Schirach was
sentenced to 20 years at Spandau prison for crimes against
humanity, but the charges against von Schirach and other HJ
leaders also included an observation on how, by way of
reshaping education and training, he corrupted millions of
young Germans (Lisciotto, 2008).

The job aids incorporated into HJ handbooks played no
small role in this perverse education and performance of HJ
and, by extension, therefore, the job aids were a party to the
reshaping and the subsequent tainting of the German youth
in Hitler’s Germany. The above cases of job aids represent
only two cases of many I could have proffered as part of
this essay.

My main purpose here, however, was twofold: (a) to intro-
duce the job aid as a cultural artifact that was embedded in
specific social contexts and (b) to whet future research interest
among our colleagues and help them appreciate the role
that culture and social context have in shaping not only
what actions groups carry out, but also the job aids that
memorialize their performance both in the workplace and in
society.

Heretofore evaluation of job aids and performance support
aids has been essentially binary (e.g., Derrida, 1978); that
is, job aids were viewed either as assisting in performance
(improvement) or not (e.g., Bullock, 1982; Rossett &
Gautier-Downes, 1991; Willmore, 2006).
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I present a rejection of this binary notion and introduce the
aspects of social history so as to reframe the job aid as also a
context-bound cultural artifact that is, thus, socially
constructed. Such a post-modern aspect to the job aid is valu-
able when reflecting on training and adult education being
socially responsible and just.

We have to only look into present-day job aids, such as the
one used in the operational procedures for the electric chair
at the Department of Corrections, State of Tennessee, that
reminds the operator of such requisite tasks as

shave approximately a three inch (300) diameter spot on the top
of the executee’s head. Step #15 Doctor should examine the
subject to certify he is alive, [. . .] to Step #25 Doctor should
verify heart death of the executee. (Leuchter, 1989, p. 9)

and the dosage instructions that were included with the
recalled obesity drug Fen-Phen (Smith, 2017) as modern-day
examples to reflect on the social responsibility and therefore
social justice of job aids.

I ponder what future generations of training professionals
will glean from present-day job aids. The notion that social
histories, as memorialized by the job aid utilized, can offer
cautionary tales to us and detail the unintended, and sometimes
intended, consequences of performance improvement should
be of great interest. Such can be useful to the field because,
paraphrasing philosopher and poet George Santayana (Wood,
2008), those (in training) who forget the past may be doomed
to repeat it.

NOTES

1. This essay is based on an article I wrote on the same subject in
2009 of the same name.
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2. It may be more contextually appropriate in a non-organizational
setting to refer to job aids as performance support aids, whereas
the performance improvement is in the context of the adult
learner or in the case of the populace at large—adult education
(e.g., civil defense training for the citizenry); for purposes of this
chapter, however, we will use the term job aids to represent both
throughout.

3. In fact, the term “snake oil salesman” comes from this industry
and has come to be synonymous with being a swindler (Young,
1967).

4. For the 1934 handbook, we utilized university resources
and Internet translation software for assistance in English
translation.
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CHAPTER 9

Mental Hygiene Guidance Films and Duck
and Cover

• Type of training method used: Behavior modeling (via
asynchronous film)

• Context of the training: United States, late 1940s to the
early 1970s

• Audience for the training: Children and adults

Social guidance films, also referred to as educational films,
instructional films, mental hygiene films,1 and social engineer-
ing films, were training films that were specifically produced
and used to shape the social behavior of their audiences, which
included both adults, teens, and children. This essay explores
the social guidance film as a popular social training tool in the
United States during the 1940s to the early 1970s (peaking
during the 1950s and 1960s).

Many of these social training films can be found today in the
public domain at such websites as the Prelinger Archives,2

founded by archivist Rick Prelinger in 1983 in order to preserve
visual media ephemera; the archive includes a collection of
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upward of 50,000 advertising, educational, industrial, and ama-
teur films (Prelinger, 2006).

These instructional films were sponsored by government,
corporations, and organizations, and about 65% of the
archive’s holdings are now in the public domain because
their copyrights have expired.3 With the objective to guide
citizens to behave in certain ways, social guidance films are
considered a category of what Goldfarb (2002) called peda-
gogical cinema, and some films are further stratified into what
is considered a variety of pedagogical propaganda (Boston
University School of Education, 1922; Brickman, 1986;
Liegle, 1975).

While these films were earnestly produced with the inten-
tion of sincere advice, by today’s standards, these films are
enveloped with corn, camp, and kitsch and frequently
mocked and lampooned in modern media as seen, for exam-
ple, in the television show Mystery Science Theater 3000
(MST3000).4

The genre of social guidance films originated from the US
government’s training efforts and so-called attitude building
films produced during World War II as part of the Division of
Visual Aids for War Training (Aitken, 2013; Film Council of
America, 1954), and included such titles as, How to Build a
Trestle Bridge and Resisting Enemy Interrogation, and Pick-Up
(Aitken, 2013, p. 625),5 a film warning made to educate
military personnel and the civilian public about the problem
of syphilis.

Later, as social guidance films were produced, they became
a standard resource of instruction for elementary and high
school classrooms in the United States throughout the
mid-twentieth century (Dial-Driver, Emmons, & Ford,
2012; Fern & Robbins, 1946; Rhodes & Springer, 2005;
Smith, 1999; Solomon, 1965). Two major distributors
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were Coronet Films and Young American Films (Smith,
1999) (Fig. 9.1).

These instructional films covered topics from social eti-
quette and dating to personal hygiene6 and grooming,
targeted at teens, some titles included: Don’t Get Angry
(1953), The Fun of Being Thoughtful (1950), Girls
Beware (1961), Good Table Manners (1951), and What to
Do on a Date (1950); some films were targeted at adults
with topics that were prescriptive or explorative including
marriage, business etiquette, workplace safety, and home
economics.

The titles of the films could be both practical, as seen in,
Good Health Practices,7 to the eyebrow raising, How to
Undress in Front of Your Husband,8 to the bigoted, Boys
Beware, an anti-gay film. Many of these films were tethered
to the social norms and stereotypes of the day; that is, voca-
tional films that targeted boys focused on future careers in

Fig. 9.1 Coronet was a major distributor of social guidance films
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sports, sales, and business; whereas, the vocational films
targeted the young girls focused on secretarial skills and
home economics.9

According to social guidance film expert, Ken Smith, “these
films would be scripted under the watchful eyes of sociologists,
psychologists, and PhDs, the high priests of the postwar social
doctrine” (Smith, 1999, p. 22). Indeed, the use of experts in a
given field was memorialized on the movie credits so as to
maximize and legitimize the pedagogical value of each film
(Rhodes & Springer, 2005). For example, W. M. Mitchell, Ph.D.
and the M.D.s, Earle M. Marsh and D.C. Harrington were
consulted for the 1957, As Boys Grow; and, Alice Sowers, Ph.D.,
the Director of the Family Life Institute at the University of
Oklahoma, was the expert used on the 1947 films, Shy Guy and
Are You Popular? (Rhodes & Springer, 2005, p. 125) (Fig. 9.2).

There is a special category of social guidance films that
surrounds civil defense training. In January 1951, President

Fig. 9.2 The U.S. government created Bert the Turtle to train
youngsters how to protect themselves against an atomic blast
(ca. 1951)
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Truman created the Federal Civil Defense Administration
(FCDA) (Melosi, 2016). The FCDA developed curricula
for schools and the community at large, and distributed
brochures, radio segments, and particularly films (perhaps,
most notably the 1951, Duck and Cover10 starring Bert the
Turtle11). The film starts with an animated sequence, showing
Bert the Turtle walking down a road, while picking up a flower
and smelling it. A chorus sings the Duck and Cover theme
(Schwarz, 2012):

There was a turtle by the name of Bert
and Bert the turtle was very alert;
when danger threatened him he never got hurt
he knew just what to do . . .
He’d duck! [gasp]
And cover!
Duck! [gasp]
And cover! (male) He did what we all must learn to do
(male) You (female) And you (male) And you (deeper voiced
male) And you?!
[bang, gasp] Duck, and cover!12

The civil defense training proffered to the American citizenry
was grounded in behavior modeling so as to facilitate what the
government saw as the need for its citizens to be self-sufficient
regarding atomic bomb safety preparedness; so-called expert
advice through film was seen as the antecedent component
needed for modeling survival behavior. There were many
short films produced, mostly from 1950 to 1963, including
such titles as, Pattern for Survival (1950), Atomic Alert
(1951), What You Should Know About Biological Warfare,
One Plane, One Bomb (1953), Alert to, Alive Tomorrow
(1956), and the 1958, Invisible Enemy that highlighted the
dangers of radiation.
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While civil defense training was ostensibly targeted to the all
Americans, it favored the mobility and resources that only
white middle-class families enjoyed in the 1950s. As a result,
lower economic class and racial minorities could not
operationalize the training advice given by the government to
protect themselves (McEnaney, 1996, 2000; Preston, 2007;
Sandlin, Schultz, & Burdick, 2010). Historian Laura
McEnaney points out that in the 1950s, about 40% of the
American people lived in homes that they did not own; that
is, they rented.13 So, as a practical matter, there was a signifi-
cant segment of society that did not have the economic oppor-
tunity to exercise self-help. According to McEnaney, renters
would have to depend on the owner of an apartment building
to build a bomb shelter, which was rarely done. So, even if they
were willing to model the behavior they saw in civil defense
films or read in brochures, this segment had very few options
(McEnaney, 2000).14

In reality, the survival advice, like that seen in Duck and
Cover, is considered by many experts today as either feckless
or, at best, profoundly lacking in its efficacy.15 In fact, many
scholars agree that the probable motivation of the government
in creating a community safety training program on atomic
bomb safety was less about the practicality of surviving after
an atomic blast, but rather as an antidote to mass hysteria by the
potential of said blast (Oakes, 1995; Smith, 2010).16 As
discussed previously in Chap. 4, like in Civil Defense education,
similar—what I will term—subterfuge training was given to the
Hitler Youth as its teaching agenda subtly included the narra-
tive propaganda of social Darwinism and eugenics (Brennecke,
Childs, & Dodd, 1938) in addition to how to clean a rifle and
use flag semaphore (Fig. 9.3).
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But if fallout settles on your food, the food itself is not harmed or
made radioactive, since radiation only damages living tissue. You
simply remove the fallout particles using everyday methods of food
preparation. Peeling, wiping or washing. Fallout swallowed acci-
dently with your food or drinking water would do no immediate
harm. (Wilding, 1955)

The instructional film’s didactic goal of shaping and changing
the behavior of its audience supported Albert Bandura’s social
learning theory (Bandura, 1977). Bandura asserted,

one can acquire intricate response patterns merely by observing
the performances of appropriate models; emotional responses
can be conditioned observationally by witnessing the affective
reactions of others undergoing painful or pleasurable experi-
ences; fearful and avoidant behavior can be extinguished vicar-
iously through observation of modeled approach behavior
toward feared objects without any adverse consequences accru-
ing to the performer; inhibitions can be induced by witnessing
the behavior of others punished; and finally, the expression of

  If you think you have been in a serious
fallout area, remove your outer clothing
and wash the exposed parts of your 
body thoroughly. Unless you have been
subjected to serious contamination, it
may not be necessary to destroy or dis-
card the clothing, since it can be made
safe by laundering or by simply waiting
for the radioactivity to decay.

Fig. 9.3 Facts about fallout (Excerpt from page 10 of government
pamphlet (Facts about Fallout (1955))
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well-learned responses can be enhanced and socially regulated
through the actions of influential models. (p. 118)

Specifically, “children and adults [could] acquire attitudes,
emotional responses, and new styles of conduct through filmed
and televised modeling”17 (Bandura, 1977, p. 39). Thus, a
trainee could not only learn bymodeling and observing a person
with a higher skill set, but also utilize the observational and
vicarious learning opportunities of film and movie images as a
way to facilitate thinking and problem solving during a teaching
or training event (Mayer, 2014; Shepard & Cooper, 1982;
Stefanova, 2014); as a result, such films could not only reinforce
the then current social norms, but also could construct new
desirable ones (Singhal, Cody, Rogers, & Sabido, 2003). Even
today, using video or podcasts in online teaching and learning is

Fig. 9.4 Multimedia modalities used depending on intent is to
educate, explain, and clarify (Piskurich, 2010)
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considered very desirable when the intent is to educate, explain,
and clarify (Fig. 9.4) (Piskurich, 2010).

Using observational learning (in actual life or by watching a
film), the person (trainee) acquires behaviors or skills from
someone else (trainer) by watching their actions closely. In
an appropriate situation, the trainee will then attempt to imi-
tate the behavior; even in present day, observational learning
via behavior modeling is one of the most common methods of
on-the-job learning (Kopp, 2014; Noe, 2012; The
U.S. Department of Health and Human Services, 2013). To
this point, it is why new hires are often paired with experi-
enced employees for their first few weeks or months—they can
learn how to react to a variety of situations through vicarious
learning much more effectively than they could by reading.

And, there are other studies, too, that found viewing films
was an effective learning tool (Hébert & Speirs Neumeister,
2002; Mayer & Russell, 1987; Stefanova, 2014). Yet, there is
no definitive data showing the effectiveness of social guidance
films (e.g., behavior change). As a practical matter, the
(on average) ten-minute, one-off short films may have been
ineffective18 because there lacked any subsequent reinforce-
ment. According to Bandura (1977), the effectiveness of
behavior modeling through film is dependent upon the status
of the viewer’s Attention, Retention, Motivation, and Motor
Reproduction. Using Bandura’s (1977) social learning theory,
the success or failure in using film for behavior modeling can
be a function of the following constructs:

• Attention—Does the film get and maintain the viewer’s
attention? Includes distinctiveness, affective valence, prev-
alence, complexity, functional value. This depends on
viewer characteristics that may affect attention (e.g., sen-
sory capacities, arousal level, perceptual set, past
reinforcement).
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• Retention—Will the viewer remember what he or she has
watched? Includes symbolic coding, mental images, cog-
nitive organization, symbolic rehearsal, motor rehearsal.

• Reproduction–Can the viewer reproduce the behavior?
Including physical capabilities, and self-observation of
reproduction.

• Motivation—Will the viewer reproduce the behavior?
Having a good reason to imitate. Includes motives such
as past (e.g., traditional behaviorism), promised (imagined
incentives), and vicarious (seeing and recalling the
reinforced model).

As well, with respect to behavior modeling, another moderat-
ing variable may be gender. In a recent study by Hoogerheide,
Loyens, and van Gog (2016), male and female participants
were asked to learn via online video. The results of the study
suggest that gender of the observer and observee can matter in
terms of affective variables experienced during learning.

In the final analysis, like all training, the transferring of
behavior from film to real life was subject to the vagaries of
the trainee; that is, just because something is learned, does not
mean it will be applied. And, perhaps, this was not a bad thing.
After all, the audience (trainees) may have suspected that what
was being asked of them was sustaining such counterproduc-
tive ideals as sexism, classism, if not, the absurd.

NOTES

1. I personally stay away from this term so as not to confuse it
with and sideline the efforts of Clifford Beers, the father of
mental hygiene, who was a champion of quality mental
healthcare and access to adequate mental health facilities.

2. https://archive.org/details/prelinger
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3. http://publicdomainreview.org/prelinger-archives
4. https://www.wired.com/2014/04/mst3k-oral-history
5. See: http://www.PeriscopeFilm.com
6. There were three films on menstruation aloneMolly Grows Up

(1953), Linda’s film on Menstruation (1974), and even the
1943 Disney-produced The Story of Menstruation (see:
http://nightflight.com/three-social-guidance-films-on-men
struation-provided-to-educate-people-like-donald-trump/).

7. “Judy and Jim enjoy everyday living because they keep
healthy. Includes good health practices related to eating,
going to the toilet, cleanliness, rest, and sleep. Compares an
engine’s use of fuel with the body’s use of fuel.”

8. See https://www.youtube.com/watch?v¼rV2yDGIHp6w
9. As discussed in the introduction of this book, one example

of the stereotyped career paths was in the training manual
How to Be a Flight Stewardess: A Handbook and Training
Manual for Airline Hostesses [bold added] (Smith, 1966),
where you quickly pick up on the not-so-veiled point that in
the 1960s and 1970s it was understood that flight atten-
dants were female, and females were flight attendants [not
pilots].

10. The song “Bert the Turtle (Duck and Cover),” performed by
Dick Baker, was released as a commercial recording and
accompanied by a color campaign pamphlet. It sold three
million copies.

11. https://www.youtube.com/watch?v¼IKqXu-5jw60
12. Narrated by Robert Middleton, 1951.
13. http://www.pbs.org/wgbh/amex/bomb/filmmore/refer

ence/interview/mcenaney06.html
14. According to historian Laura McEnaney, in 1951 President

Truman appointed Millard Caldwell to head the FCDA.
Caldwell was a segregationist governor from Florida and
believed in segregation. The NAACP protested his
appointment.

15. Within a considerable radius from the surface of ducking
and covering would offer negligible protection against the
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intense heat, blast and prompt ionizing radiation follow-
ing a nuclear explosion. Beyond that range, however,
many lives would be saved by following the simple advice
(Weiner, 2014).

16. The 1982 movie, Atomic Café, takes a satirical look at over
60 civil defense films highlighting such dubious post-atomic
bomb advice.

17. He was speaking in the context of violence in television.
18. Consider the average YouTube “How-To Blog” video is

watched up to four times per user (Clifton, 2012).
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CHAPTER 10

Social Responsibility and Final Thoughts

I end this book asking, perhaps with more clarity through the
essays, the question with which I started; that is, is training
value neutral? Ultimately, there is, too, an overarching question
about training’s impact on, and responsibilities to, the environ-
ment in which it operates, both internal and external. And,
while in the modern day we can make the case that there is a
panoply of checks and balances, both legal and governmental,
that prevent or at least deter training processes aiding and
abetting bad outcomes,1 I argue that society cannot and should
not exclusively depend on government and the law to correct
social irresponsibility, including in a training context.

We, in the training field, should continue to reflect critically
and lead the ethical aspects of workplace and community train-
ing and education, including the goal of intervention for social
change, when required. Indeed, to the extent that social history
delves into how people lived, worked, and interacted with their
surroundings and how those surroundings impacted their
lives—including aspects of social justice—social history should
matter to the training field. If social history is the study of the
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lives of ordinary people, it follows that it includes the lives of
ordinary trainees, as well.

Critical perspectives in training are still emerging (Holyoak,
2003; Rainbird, 2000) and considered necessary to the pro-
fession. Although the field of training continues to demon-
strate increasing concern with ethics, integrity, and
sustainability, moving away from a strict performance and
learning models, showing a “greater attention to power rela-
tions, equity, social justice and reflexivity” (Fenwick &
Bierema, 2008, p. 26), training’s focus on social responsibility
is still evolving; some might even contend that it is getting off
to an inauspicious start. In reviewing 600 articles from 1996
to 2000, Bierema and Cseh (2003) concluded that “there is
little focus on issues concerning social justice in the workplace
or larger social context” (p. 23).

However, I propose, in addition to the traditional critical
inquiries, such as the impact of power differentials or reflecting
on how the performance paradigm may exploit human capital,
a more robust critical inquiry by embracing the social history of
training and adult education. This book underscored the, here-
tofore, paucity of research in the literature on the social history
of training and builds upon few existing sources that have
considered the influence of social context on adult learning,
in general. Therefore, I present training not only in the context
of ethics, but also as an extension of social responsibility, which
includes organizational and community issues such as work–life
balance, equal opportunity, and access to career-advancing
training and development.

Although the field of training, today’s human resource
development (HRD), is dedicated to the activities and pro-
cesses that influence organizational and individual learning
and development, training has not ignored or overlooked
ethics. As early as 1978, there was an awareness and
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recommendations of ethical practice for training and develop-
ment professionals (Clement, Pinto, & Walker, 1978). Cur-
rently, there exists Standards on Ethics and Integrity as seen in
the Academy of Human Resource Development (http://
www.ahrd.org) and put forth 13 ethical issues a training pro-
fessional needs to consider:

1. Maintain appropriate confidentiality. For example, do
not reveal a trainee’s deficiencies to other organizational
members.

2. Decline inappropriate training requests. For example,
decline a manager’s request to create training that is
not really needed or to conduct the training at an unnec-
essarily expensive venue when more economical venues
are adequate.

3. Respect copyrighted sources and intellectual property.
For example, acknowledge the work of an original
author whose work is used, and ask permission to use
copyrighted training materials.

4. Ensure truth in any claims, data, and recommendations.
For example, do not falsify training results to make them
appear better, including the return on training
investment.

5. Balance the organization’s needs with the employee’s
training and development needs. For example, avoid
looking at only cost as the sole factor for training effec-
tiveness or not favoring certain employees for training
over others.

6. Ensure that all customers and users have an opportunity
to participate and take ownership. For example, be sure
to involve line management in the assessment of training
needs.
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7. Avoid conflicts of interest. For example, do not promote
nepotism (favoring family members) in the marketing to
vendors of training programs.

8. Manage personal biases. For example, guard against
using training techniques or modalities that only satisfy
the trainer rather than the trainees.

9. Be guided by the trainees’ needs. For example, ensure
that training objectives are guided by the assessment
performed in the needs analysis phase of ADDIE
(Analysis, Design, Development, Implementation,
Evaluation).

10. Regarding diversity, show respect for, interest in, and
representation in the workplace. For example, treat
trainees equally and avoid discrimination based on sex,
race, ethnicity, or age.

11. Be aware of the direct and indirect effects of intervention
and act to rectify negative consequences. For example,
consider trainee expectations and even the unintended
effects on the trainees.

12. Price and cost products or services fairly. For example,
ensure that training programs are not overpriced and
provide the organization a fair return on investment.

13. Do not use power inappropriately. For example, avoid
using personal power to influence training processes to
favor certain groups or departments.

Recently, however, an emerging theme surrounds how the
training field is increasingly expected to facilitate ethics and
corporate social responsibility (CSR); that is, organizations
are taking the initiative to assess and assume responsibility for
the organization’s effects on the environment and impact on
social welfare (Ardichvili, 2013; Ardichvili, Jondle, & Mitchell,
2009).2 CSR includes organizations that choose to assess and
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take the initiative and responsibility for how the organization
affects the environment, as well as social justice and welfare.
This perspective extends training’s stakeholders to include not
only the individual, group, and organizational levels, but also
society (Ardichvili, 2013; Bierema & D’Abundo, 2004;
McLean, 2004). CSR itself has evolved and is typically divided
into four eras (Frederick, 1998):

Corporate social stewardship, 1950s–1960s
Corporate social responsiveness, 1960s–1970s
Corporate and business ethics, 1980s–1990s
Corporate and global citizenship, 1990s–twenty-first century

This expanding responsibility extends training’s stakeholders
to include not only the individual, group, and organization, but
also society (Ardichvili, 2013; Bierema &D’Abundo, 2004). By
placing this social responsibility lens onto training, we can focus
on the so-called triple bottom-line approach (Savitz, 2013); that
is, a balanced attention to both the economic aspects of organi-
zational performance and the organization’s impact on the com-
munity at large, as well as attention to social justice. Werner and
DeSimone (2011) further extended the awareness of ethical
training practice by including warnings about the use of decep-
tion, as well as the pressure to produce positive Return on
Investment (ROI) results. For example, a trainer may state
some other reason why she is observing the employees in a
department rather than the truthful reason of observing to see
if they are applying the training they received weeks earlier.

With the growing need for organizations to show competi-
tive advantage, organizations may tend to focus more on
transactional (performance-driven) versus transformational
(developmentally based) outcomes. Doing so puts additional
pressure on the ethical practice of training. As a result, training
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professionals might feel compelled to show that a training
program was effective, especially at times when the training
professional is the person who purchases or designs, develops,
and implements the training. The implication is that if the
evaluation of that training is shown to be ineffective, the train-
ing department may lose funding and support (Werner &
DeSimone, 2011).

DIFFERENT ETHICAL FRAMEWORKS DURING TRAINING’S
CONTEXT

According to Northouse (2012), in an organizational context,
applying business ethics outcomes to training can be framed
from a shareholder to stakeholder continuum. Ethical frame-
works include:

– Ethical egoism. In this ethical framework, organizations act
to create the greatest benefits they can for themselves. An
organization and its employees therefore make decisions to
achieve the organizational goal of maximizing profits. Here
is a case in point fromClemsonUniversity’s Institute for the
Study of Capitalism: Although Thomas Edison, Henry
Ford, and Sam Walton greatly benefited humanity by pro-
viding it with light bulbs, cheap automobiles, or cheap
consumer retailing, each was motivated by self-interest and
his own satisfaction and fulfillment. With such an ethical
framework, the most efficient and productive businesses can
earn the most profit while simultaneously providing con-
sumers with affordable goods and services. From a training
and development standpoint, this framework supports the
resource-based view of human capital; that is, leveraging the
economic benefits of a highly trained and developed work-
force toward achieving competitive advantage.
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– Utilitarianism. In this ethical framework, organizations
balance their self-interest with the interests of society.
Specifically, they try to benefit the greatest number and
maximize social benefits while minimizing social costs.
An example of an organization that practices this is the
ice cream maker Ben and Jerry’s™, whose social mission
statement articulates such a utilitarian framework.3 Ben
and Jerry’s actively seeks out and financially supports
causes that the company feels will have a positive impact
on the community at large. For example, Ben and Jerry’s
promotes the Refinery Efficiency Initiative, whose goal is
to reduce refinery accidents to prevent the release of
thousands of pounds of toxins into the air; and ETC
Group, which strives to promote biodiversity, democratic
technology assessment, and just and sustainable food secu-
rity and livelihood systems for the benefit of society.
Panera Bread Company, too, has its Panera Cares pro-
gram, in which customers who are going through a diffi-
cult financial time can “pay whatever they can afford” for
food. The training of Panera employees also reflects this
ethical framework, and it is a job requirement that all
employees at a Panera Cares location understand or crit-
ically reflect on being a good corporate citizen. Panera
Cares workers are intentionally trained to deal with a
population that is in need (www.panera.com).

– Altruism. In this ethical framework, actions are moral if
their primary purpose is to promote the best interest of
society; naturally, many non-profit organizations
adopt this framework as part of their mission. Recently,
Entrepreneur magazine spotlighted five organizations
considered to be exceptionally altruistic. Included on
the list was the Salesforce.com Foundation, whose phil-
anthropic approach is to leverage not only technology
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and resources but also its people to build collective
knowledge—a core component of training—to take
action to improve communities throughout the world.

GLOBALIZATION MEANS GLOBAL TRAINING

Consider, too, that the practice of ethical training may become
more complex because many organizations continue to expand
globally. For example, of McDonald’s $25 billion in revenue in
2015, 60% was from overseas markets, the majority of its
revenue from Europe and Asia (about 400 stores in China
alone!). About 315 (45%) of the 700 hotels Marriott is devel-
oping will be located outside North America (Newman, 2014).

Clearly, one training framework will not fit all organizations,
communities, or countries. As organizations becomemore global
and diverse, global training must adapt its practices. A notable
example was found in GaryMcLean, Professor Emeritus of HRD
at the University of Minnesota and CEO of McLean Global
Consulting. McLean introduced a general HRD framework to
his international initiatives (such as assessing the gap between the
present state and the desired future state), but then adapted it to
the international community and social projects, including pro-
jects in Pakistan, Thailand, and Morocco (McLean, 2004).

United Nations Secretary-General, Ban Ki-moon, the UN’s
Millennium Development Goals embodies the goal of interna-
tional training and human resource development:

Eradicating extreme poverty continues to be one of the main
challenges of our time, and is a major concern of the international
community. Ending this scourge will require the combined efforts
of all, governments, civil society organizations and the private
sector, in the context of a stronger and more effective global
partnership for development. The Millennium Development

164 10 SOCIAL RESPONSIBILITY AND FINAL THOUGHTS



Goals set time-bound targets, by which progress in reducing
income poverty, hunger, disease, lack of adequate shelter and
exclusion—while promoting gender equality, health, education
and environmental sustainability—can be measured. They also
embody basic human rights—the rights of each person on the
planet to health, education, shelter and security. The Goals are
ambitious but feasible and, together with the comprehensive
United Nations development agenda, set the course for the world’s
efforts to alleviate extreme poverty by 2015. (As cited in United
Nations (Sachs, 2015))

Like other social sciences, training people invokes at a mini-
mum a do-no-harm principle, a primary ethical obligation to
avoid doing harm to employees of the organization and the
community from which they operate. It can be knotty and
problematic that the historical record has memorialized train-
ing’s historical role. Indeed, as discussed in this book, while the
training profession might take justifiable pride in knowing that
our discipline played a fundamental role in unleashing the female
labor movement via Rosie the Riveter, we would need to also
reconcile training’s dubious role within the Jewish councils of
Eastern Europe under Nazi occupation, where training courses
were carried out to enhance the labor skills of Jewish workers.4

In sum, those responsible for community and workforce
training programs must also critically reflect upon the ethical
perspectives of training, including who gets access to train-
ing, an employer or community’s duty to train and develop
its employees or citizens, as well as such contemplations as to
the consequences (including unintended) of training and
development to society, organizations, and individuals. This
consideration includes the ethical dilemmas sometimes raised
by training practice with regard to repressive practices and
the overall social responsibility of training and development.
Such critical reflection will not only give voice to aspects of
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injustices, inherent power differentials and social stratification,
frequently memorialized in the training manual of the time
(e.g., Fig. 10.1), but also to the generative and productive

Fig. 10.1 The cover of a training manual published by the National
Association for the Advancement of Colored People (NAACP)
(ca. 1955)
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outcomes of training. Such are the dynamic forces that make
up both famous and infamous training.

NOTES

1. Save, of course, terrorist organizations like Al Qaeda and ISIS.
2. Not everyone is sold on the idea that organizations should be in

the CSR business. The following table reviews arguments for
and against corporate social responsibility. Arguments for and
against corporate social responsibility (Frederick, 1998; Gond,
Igalens, Swaen, & Akremi, 2011):

For Against

Social problems have resulted
from the rise of the modern cor-
poration. Therefore, the corpo-
rate world should take the lead in
addressing these problems

Confronting social and moral
issues is not economically feasi-
ble. Corporations should focus
on earning a profit for their
shareholders and leave social
issues to others

Assuming social responsibilities
is in the long-term in the best
interests of corporations. Doing
so will increase the chances
where corporations will have a
future and will reduce the
chances of increased govern-
mental regulation

Corporations that assume social
responsibilities are at a competi-
tive disadvantage relative to those
who do not

Large corporations enjoy the
benefits of huge reserves of
human and financial capital.
They should devote at least some
of their resources in addressing
social issues

Those who are most capable
should address social issues.
Those in the corporate world are
not equipped to deal with social
problems

3. See: http://www.benjerry.com/values to read the company’s
mission statement.
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4. According to Trunk (1972), in their desperation, many Jews
(erroneously) believed that, if they could demonstrate their
usefulness to German industry, this would reduce their chances
of being exterminated by the Nazis.
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