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Christopher Young
Sponsoring Professor: Dr. George K. Zestos

Abstract:
The goal of this paper is to gather information regarding the recent announcement of
Germany’s plans to guarantee the loans of EU member states having financial difficulty. Its
purpose is to analyze the implications of this action on present and future EU economic policy.
The paper will discuss the growth of the EU at the expense of the sovereignty of member
nations. Currently, national governments of member states have widely varying fiscal policy and
some, such as Greece, are accruing heavy debts. With one of the EU’s goals being a unified
economy, the actions of some countries could have a significant impact on the economies of
others and the EU as a whole. It will be interesting to learn whether the EU or certain member
nations will intervene in the fiscal policies of individual nations.
The paper will provide a brief historical background of the EU and its economic policy
leading up to the current situation. It will cover EU political-economic policy trends, and most
importantly, how those trends will be affected by this unprecedented policy in which one
member nation guarantees another’s loans. The methodology will include the collection of
economic data for EU countries, considering factors such as deficits, debt, deficit/debt to GDP
ratios, and long-term yields on bonds. These data will be analyzed for convergence or
divergence among member nations to determine the actual degree of economic integration.
Currently developing stories pertaining to the issue will also be followed to assess the political
aspect of the situation.
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Introduction
A dangerous financial situation that has been escalating in Greece over the past few years
recently erupted into a full-blown debt crisis, which threatens not only Greece’s economy, but
that of the entire eurozone. It has also exposed potential problems in other weaker economies
with the European Union. The euro is in danger of a depreciation, which may have widespread
European and global effects. A decision has been made to support Greece with joint loans by the
eurozone countries and the International Monetary Fund, the first time in the history of European
Union fiscal policy such an action has been taken. This paper will examine causes of the crisis
by identifying the policies and circumstances that led to Greece’s debt situation. It will also
discuss and analyze possible solutions, including Germany’s proposal to back loans taken by
Greece and other eurozone countries, and what this action might mean for the future of European
economic policy. The paper will contain a brief historical background on the European Union in
order to set the stage and identify trends in economic policy and behavior. Economic data will
also be gathered and analyzed to help identify economic performance trends over the last several
years until present time, and to determine whether policy intended to foster economic integration
in Europe has achieved its goal. The conclusion will include an assessment of the current
situation, how it compares to historical trends, and its implications for the future.
A brief history of the European Union
With the conclusion of the Second World War, political and intellectual leaders in Europe
sought to end centuries of turmoil on the continent and to create a unified community. Men such
as Konrad Adenauer, Sir Winston Churchill, Alcide de Gasperi, Walter Hallstein, Jean Monnet,
Robert Schuman, Paul Henri Spaak, Altiero Spinelli and others focused their efforts on
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initiatives and treaties that would unite the Western European states in a cooperative political and
economic alliance. The path to European integration has been an ongoing process from the end
of WWII until today.
The Schuman Plan of 1950, a proposal on the creation of an organized Europe, paved the
way for the European Coal and Steel Community, by which Germany, France, Italy, and the
BENELUX countries would share control of coal and steel to prevent any one country from
making weapons to wage war on the others. In 1957, European integration expanded further into
the economic sphere with the signing of the Treaty of Rome, which created the European
Economic Community (EEC). The goal was to create a common market in Europe so that
people, goods, and services could move more freely across borders. In 1968, the six EEC
countries formed a customs union, thereby removing duties on goods moving within the union’s
borders and also making the duties on goods from non-union countries uniform. In the early
1970s, the first official plans to create a single currency for Europe were conceived, and steps
toward this end were taken by creating an exchange rate mechanism, which allowed the
currencies of EU members to fluctuate against each other only within narrow limits. Then, in
1974, the European Regional Development Fund was set up. This helped distribute money from
wealthier nations to poorer ones in order to improve infrastructure and develop economies, and
today accounts for one third of all EU spending. Also notable and particularly relevant to this
topic of discussion, democracy was restored in Greece in this year, making it eligible for EU
membership, which it gained in 1981.
1984 saw the adoption of the “Esprit” program by the EU, the first of many research and
development programs aimed at keeping Europe in the forefront of innovation. In 1986, the
Single European Act is launched. The purpose was to further free the flow of trade across EU
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borders, which although was helped by the creation of a customs union, still faced the obstacle of
differing national regulations.

The European Parliament also gained more voice through this

act, and the EU more influence on environmental protection.
Finally, on the 7th of February 1992, the Treaty on the European Union was signed in
Maastricht, Holland. The rules for a single currency, foreign and security policy, and closer
cooperation in justice and home affairs were outlined. In 1993 a single market was established
with the free movement of goods, services, people and money. In 1999, the euro was introduced
in eleven countries, but only for commercial and financial transactions in the form of checking
and savings accounts. The banknotes and coins followed in 2002. The EU continued to grow
and develop until today. It now includes 27 member countries, and in 2007, the Treaty of Lisbon
was signed, which amends the previous Treaties with the intention of making the EU more
democratic, efficient and transparent (Europa, 2010).
The EU as an economic and monetary union
Economically, the goal of the European Union is to foster balanced growth, price
stability, a competitive social market economy, full employment and social progress, while at the
same time developing and maintaining environmental sustainability. The EU aims to remain an
economic and monetary union with a common currency, the euro, and to promote fair trade and
the eradication of poverty (European Commission, 2009). The integration of Europe facilitates
free trade between member nations by removing the economic borders that previously hindered
the free movement of goods, services and people between nations. This has helped to make a
few of the nations of the European Union, collectively, one of the most competitive economies in
today’s global marketplace.
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However, the individual member nations do not share similar economic conditions.
Perhaps when the union consisted of the original six member states this was more of a
possibility, but now, with twenty-seven culturally diverse member nations, it is much more
difficult to create a completely uniform economic environment.

This leads to asymmetric

shocks, the term that describes the unequal affects and responses in different countries to
economic fluctuations or crises. Unless the EU were to be given the power to determine fiscal
policy, it is virtually unavoidable that governments will implement differing policies, resulting in
a wider spectrum of economic situations. Of course, one would expect variation in economic
performance among a large group of different countries, even considering that they are in an
economic alliance. However, there are significant implications for the rest of the member
nations due to the fact that they all share a common currency. One country’s policies can have
an impact on the value of the currency it uses, and when the currency is shared among several
countries, the effect of the single country’s policies on the currency is also shared among the
other countries. There is the potential for widespread destabilization due to fluctuations in the
value of currency. Investment in the currency itself would slow, pushing its value further down.
Uncertainty about the stability of the economy in the countries using the currency would cause
interest rates on government bonds to increase, and foreign investment in those countries would
also decline.
Although member nations share a common monetary policy through the Economic and
Monetary Union (EMU), they do not share a common fiscal policy. Due to the lack of common
fiscal policy, economists predict that some of the member nations might run into trouble when
asymmetric shocks occur.
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Debt crisis: the current situation
Greece has, for a number of years, been spending at unsustainable levels, making cheap
loans, and neglecting to address financial policy areas that need reform. On top of this, certain
economic statistics were falsified by the previous government, making it difficult to identify the
growing problem until it was exposed by the global financial crisis and revealed by the present
Greek government to the EU.
So what is the extent of the problem? Now out in the open, records reveal that Greece
has been running deficits exceeding the limits set by the eurozone. The national debt of Greece
is estimated to be around €300 billion ($413.6 billion), which is larger than its entire economy,
and it experienced a 12.7 percent of GDP deficit in 2009. Greece’s bond credit rating has been
downgraded to BBB+, the lowest in the eurozone. Because of this, foreign investors will view
the country as a financial black hole, meaning it will be in a perpetual state of serious
indebtedness, and thus investors would never see any return, or possibly lose their money
altogether, should they put any into the country. Without foreign investment, Greece will
struggle to pay its bills as interest rates on existing debt rise. To make matters worse, financial
markets are betting that Greece will default on its debts, which is detrimental to confidence in the
euro. Compounding Greece’s high spending is a lack of competitiveness. The contagion effect
is also at play, as economists worry that doubts spurred by Greece’s troubles will spread to other
nations at the low end of the EU’s economic spectrum. The International Monetary Fund could
step in to provide emergency funds, but this may further damage the value of the euro against
other currency (Boulden, 2010). In fact, at the most recent summit in Brussels on 25 March, it
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was decided that the IMF, in conjunction with the eurozone countries, will provide funds to help
Greece.
Greece has taken steps to improve its situation, mainly in terms of cutting spending to a
level that would reduce its deficit by more than €10 billion ($13.7 billion). Such cuts would
include measures such as a fuel tax, a freeze in public sector wages, and an increase in the
retirement age. As expected, however, these changes are less than popular among the people of
Greece, thus many protests and strikes have begun.
Greece is not the only country in financial distress. Ireland, Portugal, Spain, Hungary,
Latvia and the UK have also been experiencing large deficits. However, Ireland, Hungary and
Latvia have developed credible fiscal plans with significant spending cuts which can be
controlled by the government, rather than raising government revenue via increased taxation.
Such a strategy could lead to internal devaluation, real wage cuts and structural reforms, boosting
competitiveness as was the case in Germany after its unification. It is becoming evident through
Greece’s crisis that a currency union alone is not enough to ensure economic stability; fiscal and
political unity are also necessary (Roubini & Arnab, 2010).
The precarious situations of Greece and several other countries have led speculators to
bet against the Euro, exasperating the problem. In early February of this year, traders and hedge
funds bet almost $8 billion, a record amount, against the euro. This is reflective of a lack of
confidence that the euro will hold its value if contagions from Greece’s crisis affect other EU
countries. In addition, speculators bet against the Greek sovereign debt, which further decreased
confidence both in the country’s ability to repay its loans and in the euro. In response, the Greek
government prohibited hedge funds from participating in the recent refinancing of the first €5
billion of its sovereign debt.
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Possible solutions
There are several possible options for addressing the crisis, most of which are internal to
Europe. One solution that is now being considered is a rescue plan involving the backing of
Greece’s debt by healthier European economies, such as Germany and France. This scenario
could involve the issuance of eurozone bonds backed by other member nations in order to
provide aid to Greece. Another plan would be for eurozone members to provide direct bilateral
loans to Greece, guided by recommendations and conditions from the European Commission. A
third option, also internal to Europe, would accelerate the payments of European Union regional
development aid, or possibly secure loans from the European Investment Bank. However, such a
solution does not appear as strong of a possibility since Greece will need much more aid than
these two sources of funding are capable of raising for it. Of course, it is possible that nothing
could be done, in hopes that markets will settle and Athens will be able to recover through
spending cuts in its own fiscal policy. Another option would be to resort to the International
Monetary Fund. Greece, as well as other EU members, initially ruled this out, as it would further
reduce the credibility of the euro, worsening the economic situation of the entire eurozone
(Barber, Wiesmann & Hall, 2010). More recently, however, the possibility that Greece will ask
the IMF for aid seems increasingly likely as Germany has suggested such a solution. Most
recently, it was decided that the IMF will, in fact, play a role in the bailout of Greece. The new
plan, which was agreed upon on 25 March in Brussels, calls for a package in which two-thirds of
the funding will come from eurozone countries and the remaining one-third will come from the
IMF.
This possibility of any sort of assistance from other eurozone nations was initially
dismissed by the German and French governments, which said such a plan was out of the
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question. In fact, European Union adopted the Stability and Growth Pact in 1997, which
stipulates that each member government is responsible for its own, and only its own debts,
according to the “no bail” clause. However, there is also a clause in the recently enacted Lisbon
Treaty saying that EU governments can, in fact, provide financial aid to a country facing
significant difficulties caused by “exceptional circumstances beyond its control” (Barber,
Wiesmann & Hall, 2010).
As soon as officials in Berlin began speaking of aid for Greece, financial markets
bounced due to increased hope, showing just how sensitive the markets are to speculation. At
first the German government was only looking to contain the problem and prevent it from
spreading to other eurozone countries, rather than actually helping Greece. This was before a
Brussels summit early in February, but after the summit, Germany and other EU governments
agreed to support Greece, should it request assistance. Although support could be given to
Greece, the Greek government was urged to take the initial steps in its recovery through budget
cuts.
The German government also suggested the creation of a European Monetary Fund to
help countries in financial trouble such as that in which Greece now finds itself, but only in dire
situations. This institution would be somewhat similar to the IMF, in that it would be a lastresort-source of funding and would also monitor countries’ fiscal policies. According to this
plan, countries receiving aid would be penalized for violating fiscal rules (The Economist, 2010).
It might be better for Greece to solve its problem itself through the implementation of and
adherence to a strict fiscal policy. However, if aid is needed, the plan involving eurozone
assistance and IMF funding appears to be a good compromise. This would not be likely to cause
too severe a depreciation of the euro, and besides, any depreciation would have the benefit of an
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improved trade balance for the European Union as a whole. It already is reported to be helping
Germany to boost its exports.
Data
Statistics collected from various sources illustrate the asymmetric shocks experienced by
various member nations of the European Union over the last decade as the economy recovered
from a recession and grew in the earlier part, before being struck again by a global recession
toward the latter half.
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The above graph displays the yields of 10-year long-term government bonds issued by
several key nations in the European Union over the past decade. The end of the old millennium
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and the beginning of the 2000s was marked by a minor recession resulting from the dot-com
bubble burst. There is a general rise in the yield of long-term government bonds of various
countries, but most are grouped relatively closely together, with the exception of Greece, whose
yield is about two percentage points higher than the next highest bond yield. The bond yields
converge as the economies recover toward the middle of the decade, but after the global financial
crisis sparked by the U.S. mortgage crisis, Greece’s yield once again diverges from the rest and
becomes substantially greater. The gap widens as Greece’s own debt crisis surfaces, and its
government securities are seen as an increasingly risky by investors.
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The above graph takes a closer look at the differences in long-term government bond
yields over the past year. There is a significant gap between Greece’s bond yield and the next
highest in this group of countries, and that gap begins to widen even more in late 2009. This was
attributed mainly to Greece’s debt crisis.
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The above graph shows the disparity between the German and Greek long-term
government bond yields over the last decade. The German bond, or Bund, is often used as a
standard for measuring other nations’ bond yields due to the fact that Germany has one of the
strongest, most stable economies in the European Union. We see that in January of 1999,
Greece’s bond yield began the decade much higher than the Bund, then closed the gap during the
middle of the decade, before once again shooting significantly above the Bund toward the end of
the decade.
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Spread of Long-Term Interest Rates of Euro Area countries over German Bund for
2008
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The above graph provides a closer look at the difference between the yield German Bund
and the yields of long-term bonds from several other Euro Area countries over the past year.
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The above graph shows the relative deficits of several key eurozone countries (net
expenditure as a percentage of GDP), as well as the average for all 27 member nations of the
European Union. Increases in deficit indicate increases in government spending, which are
typically in response to an economic recession as a strategy for stimulating economic recovery.
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The above graph shows the relative debts of the same eurozone countries (each
country’s debt as a percentage of its GDP). The accumulated debt is the summation of the
countries’ annual deficits.
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Conclusion
The EMU was launched on 1 January 1999. Presently sixteen countries share the euro
and a common monetary policy. It was known from the beginning that this arrangement would
be risky for the economic stability of a group of countries. If the countries were to experience
asymmetric economic shocks the overall effectiveness of a shared monetary policy would
decrease.
The current financial crisis caused asymmetric effects in certain EU countries. The
weaknesses of affected countries were revealed by increased interest rates in the long-term
bonds. This made refinancing of the sovereign debt of EU countries difficult. Almost all of
these countries suffered from lack of competitiveness vis á vis other EU countries, and a few due
to the lack of fiscal discipline. The worst of all cases is Greece, which experienced very large
chronic deficits that resulted in a very high debt-to-GDP ratio. The recent discovery that the
previous Greek government hid statistical data on the deficit and debt exasperated its problems.
The EU has come up with a plan to save Greece from bankruptcy. It plan involves a loan, twothirds of which will come from eurozone countries, and one-third of which will come from the
IMF, if such loans prove to be necessary. This arrangement may help Greece to refinance its
debt without paying the extraordinarily high interest rates that could easily force it to declare
bankruptcy. The ECB will continue to accept lower rated bonds for another year; such a deal
will make it easier for Greece to have access to liquidity.
Without a complete economic and political union, the EU will continue to be prone to
future asymmetric shocks. The only thing missing in the current system is the political will of
the Europeans to complete the EMU. If the European Union is to prevail, the EMU must be
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completed and a common fiscal policy, along with a Eurobond, will have to complement
monetary policy in the EU.
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Gendering Democracy: Effects of the American Occupation on German
Women, 1945-1952
Alexandria Ruble
Sponsoring Professor: Dr. Brian Puaca,

Abstract:
Post-World War II Germany offered an exchange of cultural ideals between Americans and
Germans. Women represented a subgroup that exemplified this reformation of social structure.
This study examines the interplay of democratic culture, notions of citizenship, gender
identification, and postwar reconstruction. In doing so, it becomes evident that as German
women embraced democratic culture, they reinforced gender stereotypes. On a short-term basis,
this helped women forge an identity that fit within the norms of their own gender perceptions. In
the long-term, however, this had a significant impact on German women of later generations as
democratic culture became integral in formulating their own gender identities.

21

The Women’s Affairs unit…is based on the recognition of the fact that German women
are in a decisive position either to promote or retard the development of Germany as a
democratic state.1
This statement, found in a Women’s Affairs Branch Report from 1949, underscores the
strong priority that the Office of Military Government, United States (OMGUS) attributed to
German women in the reconstruction of postwar German society. The postwar period
represented a time of transition for German women. With a depleted male population and the
introduction of American democratic ideals, German women faced the opportunity to challenge
the view that a woman belonged in the domestic sphere. OMGUS launched this process by
creating various initiatives to expose German women to different aspects of democracy and civic
engagement. After the American government removed OMGUS in favor of the creation of an
independent West German state, German women’s groups combined the American civic
education and their own experiences to advocate their own vision of women’s rights and political
activism. However, they adapted to the societal norms of gender roles, promoting this vision
through venues considered a part of a woman’s domain. The gradual nature of cultural
democratization accounts for the gap between vision and reality. This complex balance of gender
perception and envisioned goals suggests significant short- and long-term effects for German
women as they emerged from the immediate postwar period.
The interplay of postwar reconstruction and gender has been the subject of much recent
study. The high-profile roles of German politicians and American military officials often
dominate the discussion of reconstructing Germany after World War II. Even in studies of

1

Reports Women’s Affairs, box 51, file 5, Women’s Affairs Branch, Semi-Annual Report, 1 July-31 December
1949. National Archives, College Park, Maryland (accessed July 2008).
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women and gender in this period, the emphasis is on official governmental policies or
overarching social attitudes that affect women. For instance, Maria Höhn asserts that
conservative Germans (often politicians) attempted to halt Americanization through the sexual
containment of German women.2 Moreover, she places racial tensions at the heart of these
interactions. Elizabeth Heineman’s seminal work explores the significance of marital status in
Germany during and after the Nazi regime, focusing on the relationship between “ideology and
public policy.”3 As with Höhn, Heineman’s survey examines the correlation between regulations
and average women. Höhn and Heineman each depart from examining only political
implications regarding gender (i.e. marital status, fraternization, etc.) in an effort to relate the
importance of the social implications for German women.
Dagmar Herzog provides a different perspective in that she examines the impact of Nazi
policies and notions of sexual repression on the New Left movement in the 1960s rather than on
women in the immediate postwar period. She observes that in the eyes of the New Left, “sexual
repression produced racism and fascism…sexual emancipation would further social and political
justice.”4 Her work addresses significant themes, such as the use of democratization to combat a
resurgence of Nazism, as well as the reactions of a younger generation to the perceived
conservatism of the Germans who had rebuilt and led West Germany in the 1950s and 1960s.
This analysis explores the impact of the American occupation’s democratization
measures on German women in the immediate postwar period. The initiatives promoted by
OMGUS are significant because they provide a foundation of civic education from which many
female German activists worked. A case study of Berlin-based women’s associations reveals the
2

Maria Höhn, GIs and Fräuleins: the German-American Encounter in 1950s West Germany (Chapel Hill:
University of North Carolina Press, 2001), 5.
3
Elizabeth Heineman, What Difference Does a Husband Make?: Women and Marital Status in Nazi and Postwar
Germany (Berkeley: University of California Press, 1999), 14.
4
Dagmar Herzog, Sex After Fascism (Princeton: Princeton University Press, 2005), 2.
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complex interplay between democratization and gender perceptions. Rather than examining
gender perceptions from the perspective of governing officials or as a cultural shift of some
level, this essay seeks to understand how German women reconstructed gender identity in the
context of a newly democratized postwar Germany. How did they view the role of a woman in a
democracy? How did their preexisting gender perceptions influence the identity they espoused?
Working Toward a Democratic Culture
In order to assess the environment in which German women learned about democratic
culture, it is necessary to lay out the objectives of OMGUS in the context of German attitudes
about democracy. Promoting democracy and civic engagement became a significant piece of
OMGUS’s goal for the reconstruction of Germany. Unlike Americans, who interacted with
democracy on a daily basis, many Germans were wary of a democratic government – a result of
the failure of the Weimar Republic. On the domestic affairs front, most Germans associated
democracy with economic depression. Internationally, Germans perceived public shame because
of democracy, as the proponents of this particular political institution had demilitarized and
humiliated Germany. From the German perspective, democracy caused economic and political
instability.
As a result, when the Americans tried to re-introduce democracy to Germans, many were
unreceptive. Moreover, residual Nazi influence prevented many Germans from understanding
how democratic methods functioned.5 In one case, OMGUS assigned the German Minister

5

According to Tony Judt, from 1945-49, most Germans believed “ ‘Nazism was a good idea, badly applied.’ ”
Additionally, polls taken in 1952 indicate that 37 percent of Germans believed their nation was better without Jews
in it, and that a quarter of Germans thought Hitler was a good leader. The motivations of Germans to adhere to
Nazism are debatable and not the focus of this study. These surveys are significant to this essay, however, as they
demonstrate the internalization of Nazism on some level by average Germans. It is also a consideration that
denazification measures such as the Fragebogen made Germans feel defensive about their involvement.
Furthermore, American abandonment of denazification measures and subsequent placement of former Nazis in
public roles disheartened Germans about America’s true democratic ideals. See Tony Judt, Postwar (New York:
Penguin, 2005), 56-58.
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President of Greater Hesse to write up codes for the German press to follow. His draft gave him
most of the control over the press, rescinding the idea of “freedom of the press,” an important
American value.6 Germans tended to resist ideas about political and economic democracy until
their basic living needs could be met, and further, until these aspects began to benefit them. Even
as Germans embraced political and economic features of democracy, they lacked a complete
grasp of experiencing democratic culture in their daily lives.
Americans, however, acknowledged and placed great emphasis on their work promoting
cultural democratization. The American educational system instilled ideas of self-government
into young students. A 1946 article from the New York Times quoted American schoolchildren:
“There is future hope for democracy among the nations of Europe if the people of those nations
are permitted to enjoy good standards of living and to have a voice in their governments.”7 This
example demonstrates the values of democracy instilled in American children. From a young
age, they recognized that citizens should enjoy basic rights such as choosing their own leaders.
OMGUS aimed to create a political environment that promoted internalization of democratic
values by Germans.
OMGUS wanted to promote a new democratic culture in Germany. Within thirty years,
Germany had been at the forefront of two world wars, which indicated a propensity towards
undemocratic governments.8 The clear solution, from the American perspective, was to influence
German values by American standards – democracy embodied all of these values. In a Youth
Forum offered by the New York Times and a local radio station, panel members defined
democracy as “including human rights, the right to vote and a government ‘in which the people
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as a whole rule’.”9 Encouraging Germans to fully realize these values was one of the difficulties
American officials faced.
The transitory nature of German politics – exemplified by four different political systems
since the turn of the century – created a lasting image of instability. The American occupation
hoped to influence the values of the future German government in an attempt to prevent the
establishment of unstable political systems. In the minds of American officials, certain values,
such as militarism and nationalism, remained strong in Germany, especially in connection to
government. For instance, historian Frank Biess has observed that militarism had been “the basis
of male citizenship since the early nineteenth century.”10 The ideas of freedom and personal
liberties that Americans connected to their government and lifestyles were not prevalent in
Germany. While Americans could introduce political and economic aspects of democracy, it was
the Germans’ responsibility to replace former values, such as the militarism Biess alluded to,
with the democratic values that OMGUS promulgated. Accordingly, Germans had to learn how
to participate in democracy on a daily basis rather than on special occasions such as elections.
The slow development of a sense of democratic culture became a key factor in the reformation of
gender identity as German women began to exercise elements of democratic culture to
promulgate their vision of women’s rights.
Gender Roles in America and Germany
Gender perceptions serve as a foundation of this study, as the notions held by both
American and German women influenced the direction of their vision of civically engaged
women. Looking back to the pre- World War I and World War II periods, it is evident that while
American and German women experienced gradual changes in their gender roles and rights,
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these roles did not alter much after World War II.11
Before 1945, the general social attitude in America relegated women to domestic roles. In
both world wars, women took on the responsibilities of industrial jobs, in addition to their
domestic obligations, to replace men leaving to fight. After both wars, women were expected to
leave their jobs for returning men; however, an estimated 85 percent of women wanted to remain
in the workforce after World War II.12 Male employers justified not hiring women because they
had higher absence rates due to domestic duties.13 Many American women found that they could
handle the responsibilities of both a job and household duties, yet could be barred from doing so
because of their gender. This resulted in conflicting attitudes about the status of women.
Much like American women, German women witnessed contradictory attitudes in the
years leading up to 1945. Following World War I, women’s employment increased dramatically
from 8.5 million to 11.5 million laborers – a shift that stirred discussion of women’s roles in
society.14 Such debate provoked prominent female political leaders such as Rosa Luxemburg to
prod the Weimar government to grant women the right to vote.15 As Claudia Koonz has noted,
however, “rhetorically all politicians agreed that women could become equal. Wives and mothers
could not.”16 Koonz made an important distinction between women’s legal rights and women’s
societal expectations. The Nazis’ misogynistic ideas of “Children, Church, Kitchen” confirmed
these views as an official part of German policy. In an effort to further diminish the role of
11
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women, Hitler dismissed women’s rights as “a symptom of depravity on par with parliamentary
democracy.”17 This misogynistic attitude meant that German women as a whole rarely received
an intensive education on civic engagement or democracy. As a result, many German women
were apprehensive about democracy upon its reintroduction by OMGUS in 1945.
OMGUS, Women, and Democracy
In 1945, the Allies split Germany into four sectors: American, Soviet, French, and British
territories. The American sector consisted of Bavaria, Hesse, part of Baden-Württemberg, part of
Bremen, and a quarter of Berlin. The Americans operated OMGUS from 1945-1949; the High
Commissioner of Germany (HICOG) assumed its responsibilities after 1949.18 The primary
function of OMGUS was to accomplish demilitarization, denazification, decentralization, and
democratization.19 While decentralizing the German government was important, instituting
democracy (based on American values) was perhaps a more significant long-term goal. OMGUS
sought to bring capitalism and political democracy to Germany.
Due to the centralized nature of the economy under the Nazi regime, introducing a freemarket economy was a significant objective of OMGUS and leading German officials. OMGUS
and their German counterparts began with plans for currency reform, since the Reichsmark was
obsolete. The Americans introduced the new Deutschmark to Germany in 1948; the currency
reform proved successful. Knowing the new currency was worth more than the Reichsmark,
shop owners introduced consumer goods to the public. Germans began to participate in a
successful capitalist economy for the first time since the Weimar Republic.20
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Controversy with the Soviet sector over the currency reform led the British, French, and
American military governments to create the Federal Republic of Germany (consisting of their
former zones) in 1949. By doing so, American political and military leaders laid the foundation
for political democracy in Germany. After establishing a unified territory, the Americans sought
their second objective: the formulation of a Constitution (das Grundgesetz). The Constitution
granted Germans many of the rights the American Constitution gave: “the dignity of human
beings is inviolable,” “everyone has the right to the free development of his character,” and
“everyone has the right to life.”21 What stood out, however, was the Grundgesetz’s emphasis on
equal rights for men and women. Women had lost their right to vote in the 1930 civil code; this
technically remained under effect for most of the American occupation.22 Article Three
guarantees the equality of all German citizens, regardless of gender – a significant right for
German women emerging from an environment of oppression and limited rights.
OMGUS officials established the Women’s Affairs Section in 1948, housing it under the
Community Education Branch of OMGUS. The placement of Women’s Affairs under this
branch suggests that OMGUS linked women’s issues with educational reform. A 1949 memo
from the Women’s Affairs Section details how the German educational system did not train
women in social sciences or civics.23 As a result, OMGUS sought to train women for civic
engagement. They encouraged German women to meet together to discuss social problems, to
gain representation on community councils, and to teach women about economics, among other
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initiatives.24 From the perspective of American occupation officials, German women needed to
develop these particular skills in order to survive in the postwar period.
With an estimated 1.5 million German men missing because of World War II, women
accounted for the majority of the population.25 The men who did return home endured physical
and mental trauma. For instance, only seven percent of the ten thousand who were released from
captivity on the Eastern front in 1947 were considered capable of working.26 As a result of either
an absent or a dystrophic male figure in the household, women became significant in the
reconstruction of Germany. Many women took over the breadwinning roles as well as the
homemaking roles.27 For the Americans to establish democracy permanently in Germany, they
would have to use women to do it. As a result, they appealed to women in their rhetoric; many of
the new women’s organizations focused on democratic ideals and a pro-West message.28
Preventing the spread of Communism was another underlying reason why Americans
targeted women in the democratization process. During the late 1940s, Cold War tensions
between America and the Soviet Union grew. By setting up a democratic government in their
sector, the Americans secured an ally on the border of the Soviet bloc. Women were a significant
group in establishing this relationship. HICOG specifically identified the inception of the
German Democratic Republic and Soviet propaganda as reasons why women had to be trained to
support democracy.29 Otherwise, Communists in the Eastern sector could entice German women
to lend their support to them, thus tipping the scales of the Cold War in favor of the Soviets.
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As a result, OMGUS set up a wide range of measures that promoted civic education for
German women. For many (often more established) German women, this civic education
allowed them to pursue the political aspect of democracy. Citizenship education specifically
entailed workshops, lectures, and discussions; these were held locally, regionally, and “InterLaender.” The purpose of civic education was to instill a sense of civic responsibility, to give
women a basic understanding of political and economic initiatives (such as the Constitution or
the European Recovery Program), and to help women understand how civic engagement
functioned internationally.30
American women set up conferences as one venue through which German women could
learn about civic engagement. For instance, Mrs. Robert Leonard of the League of Women
Voters helped set up the Inter-Laender Conference at Seeshaupt on Starnberger See on July 1113, 1949. During this conference, thirty young women (who were employees in Military
Government offices) gathered to discuss public affairs. The leaders of this particular conference
encouraged women to become active in the government by distributing information about current
events. At the time of this conference, the new West German constitution and American
Economic Aid to Germany were the most significant issues facing Germans. Similarly, other
conference topics included teaching women about setting up community programs and
discussing the civic activities of other Laender.31
Between June and September 1949, numerous training workshops offered German
women the opportunity to learn more about civic engagement. In a report from Heilbronn, two
female representatives who had attended a workshop on public affairs in Stuttgart
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enthusiastically hoped to share their experiences and ideas in local newspapers.32 Their
enthusiasm reflects a positive attitude about civic engagement held by women. Moreover, their
desire to share their thoughts in the local press – a venue of freedom of speech – suggests the
beginning of the internalization of democratic values.
Another initiative German women participated in were cultural exchange programs. In
the experience of women on these trips, the strength of the notion of gender roles became evident
as German women identified with housewifery and serving husbands. In one such example, the
United Council for Church Women hosted a trip to the United States. Dr. Antonie Nopitsch, a
German women’s activist on the trip, observed that American women appeared sophisticated, yet
continued to be “the early farmer’s very good helpmate.”33 She then reflected on the various
household machines that helped women finish household work so they could participate in their
communities. Exchange trips afforded German women the opportunity to see how American
women participated in democracy. These trips simultaneously reinforced the idea of a woman in
the domestic sphere. Civic participation came secondary to a woman’s household work.
A significant part of both conferences and cultural exchange programs for women was
the idea of voluntary participation in civic life. Many of the American women involved in
Women’s Affairs successfully encouraged German women to form voluntary associations within
their local communities. Some of these were reestablished, such as the University Women’s
Association, which had been operating since the early twentieth century. By the end of 1949,
forty new women’s groups had been established.34 These groups met together to engage in
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community activities and discuss ways to improve their towns and regions. In one example,
German women proposed the revival of “one year’s service in the household” and monthly
household days to the International Labor Office.35 While German women could engage in civic
duties through these meetings, they also demonstrated the inclination of women towards
domestic duties.
The increasing number of German women joining voluntary associations, attending
conferences, and traveling to America indicated a growing interest in political democracy and
civic engagement.36 Many of the activities that the women participated in, however, reinforced
ideas of a woman’s role in the domestic sphere. European and American experts hosted a home
economics conference in Wiesbaden in 1948.37 The cultural exchange program that hosted Dr.
Nopitsch gave German women tours of American women’s homes. Voluntary associations,
which were specifically devoted to civic engagement, completed projects such as setting up “day
nurseries, thrift shops, [and] community laundries.”38 These lessons taught women how to serve
their communities as engaged citizens, yet all of these examples connect a woman’s civic duties
to the home.
German Women’s Groups
In the early 1950s, HICOG transferred full sovereignty to the newly established German
democratic government. As a result, German women’s associations became responsible for
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running their own initiatives and organizations to promote civic engagement for women. They
held meetings, produced newsletters, and attended conferences, among other activities that
promoted the increased role of a woman in a democratic culture. A closer examination of their
involvement reveals a paradox within their ideology and actions. As these groups promoted
gender equality and criticized prior misogynistic attitudes in German society, they reinforced
notions of a women’s proper role in domesticity. In reinforcing this trend, however, these
women’s associations utilized democratic measures. This disconnection is significant to the
theme of gender identity and its interplay with democracy because it accounts for the gradual
internalization of democratic values by German women, who were eager to apply these values to
their daily lives. Although German women slowly came to terms with what democracy could
mean to them, the notion of civic engagement would have a more immediate and profound
impact on the student movement of the 1960s.
On the outermost level, German women’s organizations such as the Berliner Frauenbund
1945 e.V. promulgated a vision of a fully-functioning democratized German woman. Newsletters
produced by these associations are evidence of this image. The Berliner Frauenbund began
producing Die Berlinerin in 1950. The headline of a 1951 issue reads, “We do not want to fail.”39
The article, written by Dr. Hildegard Meißner, began with a quotation from Agnes von ZahnHarnack, who stated that women would have to make decisions soon, because they did not want
to fail again.40 Meißner then explained the necessity of women to become civically engaged
through “the unity of thought, word, and action in our personal as well as our public lives.”41
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Typical of the articles produced by Die Berlinerin, this represents the views of German activists
such as Meißner, who wanted to see women embrace their new democratic culture and utilize it
to increase women’s engagement in public affairs.
Die Frau in Beruf und Staat discussed similar topics. An issue from January/February
1952 featured an article by Dr. Mary Elizabeth (M.E.) Lüders, who served on the Berlin City
Council, titled “Die Frau im politischen Leben.”42 Lüders put forth a sequence of five questions
that addressed the types of obstacles women would face and what women could do to promote
their roles as political entities. She asked if women really wanted to be treated as political
subjects. Her next question expanded on this, asking which obstacles existed that they could deal
with to reach a resolution. She then asked what could occur to remove such obstacles and
promote their vision. The fourth question raised a vague point about the factual and personal
sides of women and of the collective group. The final point stated that the answer to the last
questions involved the content and scope of their political existence. She concluded in this article
that nothing was more conducive to helping women achieve active civic roles than democracy.
Her article is reminiscent of several that appeared in Die Frau in Beruf und Staat, each
promoting the incorporation of democratic values into the daily lives of German women.43
Much like the newsletters produced by German women’s associations, conferences
promoted democratic activities for German women. Perhaps one of the most significant
conferences held, in terms of size and spectrum of participants, was the Internationale
Frauenkonferenz Bad Reichenhall. The minutes from this conference provide a detailed account
of the discussions held by its participants. One hundred fifty participants from sixteen nations
(over half of whom were German) met in Bad Reichenhall, Bavaria, for “a great exchange of
42
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thought from woman to woman.”44 The Women’s Affairs sectors of the offices of the French,
British, and American High Commissioners, in conjunction with a German committee, organized
the conference, to which they invited a wide range of women they deemed “influential members
of their home communities.”45 Several important guests such as Margaret Hickey (the editor of
Ladies’ Home Journal) and Elly Heuss-Knapp (the wife of President Theodor Heuss) attended
the conference to discuss women’s issues and democracy with its participants.46
The Internationale Frauenkonferenz Bad Reichenhall became a historic moment for
German women, as the nation “had not seen such an assembly of women for decades.”47
Furthermore, women assembled to discuss not only democracy within their own nations, but its
application globally. Conference speakers provided the participants with some guidance on
issues that transcend borders. For instance, Dr. Lüders – the same author featured in Die Frau in
Beruf und Staat – spoke about the necessity of a woman’s contribution to public life. She stated
that “without women, peace is a word without sense.”48 As much as she believed democracy
could boost the status of women, her speech also raised the point that women had important
duties as citizens.49 Her implication, in the context of the conference, is clear: women had to
become, and remain, politically active, or else they would be fooling themselves into believing
they had true rights.50
The rhetoric of Dr. Lüders and the other speakers at the conference reveals a strong
propensity toward engaging women in democracy. Other parts of the conference, however,
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implied a link between civic engagement and gender perceptions. It is noted in the second
paragraph of the minutes that despite their differences in language and appearance, the women
could come together under the commonality of being women and mothers. From the beginning
of the conference, they identified themselves as having specific roles as mothers. This tension is
significant, as it suggests not only that preexisting notions about a woman’s role were prevalent
in their pursuit of democratic engagement, but that German women found it easy to reconcile this
image with democracy.51
In the next address, Hickey spoke to the participants of the conference. She observed that
one of the functions of a woman’s place in her nation was to raise her children as “upstanding
citizens.” She claimed that past efforts of women to be seen as equal were dismissed because
they attempted to be equal to men rather than recognizing their “special feminine duties.” As the
editor of Ladies’ Home Journal, Hickey stood in a powerful position to influence women. She
encouraged the Bad Reichenhall conference participants to view themselves as having a
specialized role in society. This role likely encompassed domestic duties, with consideration of
her statement that women must raise good citizens. Hickey paired democracy with the idea that a
woman should be domestic, which is significant as it shows how some women, particularly those
like Hickey who were in a position to influence the perceptions of other women, viewed their
own roles in society.52
Hickey’s opinion, while influential, was not automatically accepted by every woman at
the Bad Reichenhall conference. Dutch representative C.M. van Asch van Wijck, the vice
president of the World YWCA, raised the point that a new feminism is often spoken of, but in
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terms of service and responsibilities, not rights.53 She represented a different viewpoint from
Hickey’s, in which she did not refer to domestic duties as the path to democracy. Rather, she
based her ideal of feminism on rights, which is significant, especially in the shadow of Hickey’s
sway with the female participants.
After Hickey’s speech, G. Carrez of the French delegation gave a presentation on the
importance of the family in society. Reflecting the conference’s emphasis on democracy, she
began by claiming that “the totalitarian state…[is a] ‘enemy of the family’.”54 She explained that
the character of the family is special, and asserted that men and women have different roles to
fulfill.55 Much like Hickey, Carrez reinforced the image of a woman in the home. Moreover, she
spoke about how this role helps a woman support democracy. Too much focus on the individual,
she claimed, was “the tendency of the totalitarian state” – a clear reference to the burgeoning
Communist state on West Germany’s border.56
Hickey’s and Carrez’s speeches support an important idea: that the stability of the state
relied on the steadiness of gender roles. Yet some German women’s groups promoted initiatives
that sought to empower women within their government. The articles in their newspapers
analyzed the West German Constitution and its treatment of women’s rights.57 A conflict of
interests is clear; the question remains as to what caused this. If German women could embrace
democracy wholeheartedly with the goal of creating a new image for women, why did they
revert to preexisting notions of women’s roles? The gradual nature of cultural democratization
played a significant role in creating this paradox. Without fully internalizing the values and
rights set forth through American initiatives and crystallized by their Constitution, many German
53
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women could not completely fulfill their vision of gender roles.
The Constitution was meant to deliver a sense of democracy to German citizens. As Dr.
Nopitsch, a participant in OMGUS cultural-exchange programs as well as the Bad Reichenhall
conference, observed during a visit to the United States, Americans had a “common
consideration of personal life. A whole nation seems to join in fair play, following unwritten
laws. This is perhaps the real secret of democracy.”58 German women, in spite of exercising such
rights as ‘freedom of speech’ or ‘freedom to assemble’ to promote a vision of a democratic
German woman, had not yet developed the ability to view at their role in a democratic nation as
a living, daily experience that extended beyond displays of civic engagement such as voting.
The activity of German women’s groups suggests they had started to reconceptualize
their role in democracy in the years following the American occupation. As citizens – and vital
ones to the Federal Republic of Germany after World War II – they stood in a powerful position
to influence the government. Yet many women continued to lack a sense of how democracy
could serve their needs. This distinction is significant. Democracy extended beyond measures
such as voting. Moreover, it went beyond the realm of domesticity. Hickey made an important
point in her speech at Bad Reichenhall when she stated, “The experience gained by the alert
woman taking them on is the best training for the higher posts in the business of government.”59
It can be inferred from this not only that women should be engaged in public affairs, but that
democracy demands that women pursue such a path. With a developing sense of active
citizenship, women could see beyond their former roles to promote the image of a new German
woman. Until this could be fully internalized, however, German women in the 1950s stood in a
position to perpetuate the limitations of antiquated gender roles.
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Later West German rhetoric took advantage of this sentiment. In the 1950s, German
politicians debated the role of women (specifically in the roles of wives and mothers) in civic
duty. Robert Moeller observed that West Germany relied on the limited rights for women and
total sovereignty of men in the family; this system would keep West Germans strong against
Communism.60 West German politicians emphasized that women’s domestic work was “a right,
a duty, and an obligation” rather than a limitation of their rights.61 West German policies
capitalized on the prevalent attitudes about women as a way to combat Communism and
maintain democracy in West Germany. In the short-term, this was somewhat detrimental to some
women achieving their goal. For their daughters, however, civic engagement did become more
ingrained, and led many of them to experience a different perception of a woman’s role in
democracy than their mothers had seen.
The student movement emerged in the 1960s as a reaction to the conservative nature of
the German politicians who had ruled West Germany since its inception. In combating
conservatism, they also challenged “the institutions of marriage and the family” while
celebrating “nonmarital sex and antiauthoritarian parenting.”62 Whereas the older German
women’s rights activists viewed such institutions as the path that would lead them to democracy,
younger female students saw marriage and raising families as reflections of the “fascist” past
they wished to abandon. Unlike their mothers’ generation, the more liberal members of this
group broke down former gender perceptions. While they are not the focus of this study, it is
significant that these women promoted abortion rights.63 This was an issue, with which many
women in the 1950s, at least many of those mentioned earlier in this essay, would have
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wholeheartedly disagreed, especially based on their view that a woman’s role was to raise good
citizens.
The relationship of the younger generation with democracy differed substantially from
that of their mothers’ generation as well. The activists who were prominent in the 1950s sought
to stake out a place for women in democracy. The student movement witnessed the distortion of
democratic culture; police abuse in student demonstrations is only one example of this.64 Women
such as the participants of the Bad Reichenhall conference saw democracy as an opportunity for
women’s civic engagement to grow. Those involved in the student movements in the 1960s
claimed their democratic government took rights (such as abortion rights) from them. This is a
significant distinction because it demonstrates the progression of the relationship between
cultural democratization and gender roles. As democratic ideals became more ingrained in
students, they could use such ideas to examine their democratic culture objectively and
determine what changes had to be addressed. In this case, female students perceived continuing
notions of gender roles, which often rejected abortion and other issues that threatened
motherhood. These young women reacted to such notions, setting their objectives radically apart
from their mothers’ goals two decades before.
While the specific goals of these two generations differed, their efforts indicate that
Germans were finally internalizing the original purpose of the American occupation –
democratization. They embraced principles such as the right to assemble and the right to petition.
Moreover, the participants of the student movement recognized the limits of their democratic
system. When the government broke these boundaries, the students voiced their concerns. This
demonstrates democratic values at work in postwar West Germany.
While German women embraced political democracy, the gradual nature of cultural
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Herzog, Sex after Fascism, 229.

41

democratization led women to perpetuate gender roles themselves. They practiced democratic
measures, but only within the context of their own existing gender perceptions that dictated
women should be domestic. After years of limited rights and oppressive social attitudes under
the Weimar and Nazi governments, it might have been expected that women would be eager to
embrace democracy, which guaranteed them more rights. Yet many women reverted to domestic
roles in the postwar period. The case study of the Berliner women’s groups highlights the
gradual, but nascent, understanding of where women stood in a democratic government and
culture. The slow development of cultural democracy made it extremely difficult for women to
transcend the domestic sphere immediately after World War II. Cultural democratization
gradually became more ingrained in later generations of German women, who protested the
conservative notions of gender roles espoused by their mothers. The resulting impact on the
student movement – which extends beyond the scope of this essay – highlights challenges faced
by German women as they continue to reconceptualize gender identity today.
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Abstract:
E-mail, Instant Messenger, Facebook, and Twitter have become, and are becoming, some of the
main tools that are currently being used in the U.S. as a way to communicate. The use of these
alternative forms of communication has changed the culture of many universities and affected
the relationships between professors and their students. In this study, 37 professors and 178
students filled out online surveys via surveymonkey.com. There were two types of surveys, one
for students and one for professors, which consisted of six categories of statements that
participants rated on a 1-7 Likert scale. The surveys were designed to assess student and
professor’s perception about email, Facebook, Instant Messenger, and Twitter, as well as their
opinions about these technologies and how technology has impacted their relationships. In this
study 100% of professors and students use e-mail, over 58% of Professors and 97% of students
make use of Facebook, over 15% of professors and 43% of students communicate via Instant
Messaging, while 2.9% of professors and 16% of students use Twitter. The current study found
that both professors and students have a positive outlook on the effects of these technologies;
however, students tend to view them more positively.
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Information and Communication Technologies: Twenty-First Century Relationships in
Higher Education
During the Twenty-First century it has become apparent that information and
communication technologies have been integrating into our lives. E-mail, Instant Messenger,
Facebook, and Twitter have become some of the main tools that are currently being used in the
U.S. as a way to communicate. According to Corbett (2010) Facebook currently has over 103
million users in the U.S. alone, which is almost a 145% increase since 2009. In the U.S., since
2009, Facebook users aged 39-54 have increased over 328%, while individuals over the age of
55 have increased 922% (p. 12). The Pew Internet & American Life surveys (2004) reveal that
more than four in ten online Americans instant message (IM). That reflects about 53 million
American adults who use instant messaging programs. This number has surely grown in the past
five years and will no doubt continue to keep growing. The specific topic that the current study
will be focusing on is how these various technologies have integrated into the academic
community as a way of communicating outside, and sometimes inside, the classroom. These
technologies are redefining and affecting the relationships between students and professors at
universities.

The importance of this topic can be understood by realizing how much

communication technologies have integrated into our lives at home, school, and work.
Corporations have been using instant messaging devices in order to communicate to and from
home and office computers. One of the most successful companies, Microsoft, uses instant
messaging in order to open new communication networks and flatten corporate hierarchy
(Peterson, 2000). Instant messaging has become very popular in recent years and has altered the
way we communicate interpersonally. The type of communication that instant messaging
supports is textual and fast, which can be vital in creating and maintaining various relationships
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(Schneider, 2005). Recently we have seen how students from elementary school to college are
now using online tools such as Facebook, Instant Messenger, Myspace, blogs, etc as resources to
understand acceptable behavior and social propriety (Aleman & Wartman, 2009). In the
classroom, information and computer technologies have been and will continue to become more
popular as they promote shared working spaces, better access to information, while promoting
collaborative learning and allowing new ways to teach (Wheeler, 2001). By gaining a better
understanding of the various effects that communication technologies have on relationships, we
can gain a greater understanding of communication as a whole.
Many scholars argue that exploring the effects of communication technologies is of great
importance. Baron (2008) explored the effects of online and instant messaging technologies and
found that they influencing how we write, speak, read, and listen. This media has influenced how
we manage our impressions while also giving us the power to decide who we will communicate
with, therefore filtering our information. Vie (2008) has shown us that the World Wide Web,
peer-to-peer networks, plagiarism detection services, and video games have ethically, morally,
and economically impacted our society. These technologies have altered the ethical principles of
copyrighted material and plagiarism as information now flows freely and abundantly.
The purpose of my study is to better understand the impact of communication
technologies in higher education by examining the research question: How have various instant
messaging devices, along with email, twitter, and social networking websites impacted student’s
perception and relationships with their teachers in an academic setting? In order to answer this
question, surveys were distributed to undergraduate students and professors at Christopher
Newport University. E-mail, Instant Messenger, Facebook, and Twitter will be analyzed to
establish their overall usage and their perceived use as a tool for student-teacher relationships.
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Much of the current study will also focus on theoretical research, which will include a contextual
analysis of communication artifacts.
Literature Review
Many technologies have had effects upon our society, such as impacting humankind’s
mental processes and social relationships (Postman, 1992). Postman (1992) points out that
inventors of technologies are unaware of the possible detrimental effects that a technology may
have on social foundations. The era that we live in has had an uncontrolled growth of technology
that seems never ending, and if left unmonitored will have some very negative effects on
mankind’s moral foundation (Postman, 1992). New communication technologies have integrated
into people’s lives, thereby creating a need for scholarly exploration. Tremendous amounts of
discussion is being spent on analyzing the effects communication technologies have, and will
continue to have, on the environment. Reese, Shoemaker, and Danielson (1986) found that
around 20 years ago people were pretty optimistic about technology as they felt it would give
them greater consumption of information. However, this view was correlated with age as older
individuals tended to view technologies in a more pessimistic light (Reese, Shoemaker, &
Danielson, 1986). Over a decade later, as the technological era has flourished, our culture is
changing. With the rise of the Internet, we now have a new frontier for human communication to
develop.
The Internet gives people a chance to share in one another’s creativity and culture and
the recent decade is becoming more and more popular. Lessig (2001) illustrates how the legal
architecture surrounding the Internet has protected this free space so that culture and information
can flow freely, which inspires our older means of creative expression. However, this design is
changing both legally and technically. This shift will destroy the opportunities for creativity and
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innovation that the Internet originally allowed, as it will become directed from the top down by
owners of the networks and hoarders of copyrights (Lessig, 2001). According to Carey (1989),
through communication we produce, maintain, repair, and transform our reality. This
communication is not a representation of the real world, but the way we produce the various
worlds we each view and alter. When we view communication through this ritualistic approach
we may see how our shared beliefs and the way we participate with others has transformed our
society. These cultural connections give us shared symbols in which we can create meanings and
representations for the world around us (Carey, 1989). According to Bandura’s (2001) social
cognitive theory, humans are not just reactive creatures and their psychosocial functioning is
explained by personal, behavioral, and environmental interactions. Much of how we behave is
because of observational learning, as we look to the actions of other people as a guide or prompt
for how to act. We adopt new behaviors and actions from others through a social diffusion,
which are styles of behaviors that are spread by pathways of the media and social networks
(Bandura, 2001). As technology continues to develop, we are gaining new ways in which to
communicate and stay in contact with others. Since our language and communication have
become intertwined with various technologies we must witness our culture changing, arguably
sometimes for the better and sometimes for the worse.
Technology is Theoretically Changing the Nature of Face-to-Face Communication
Social networking has become one of the most used modes of communication to stay
connected and meet other people, yet there is still much debate on the pros and cons of these
networks. Coyle and Vaughn (2008) believe that social networks exist because people are social
creatures and require relationships with other humans in order to survive; therefore these
networks have existed long before the age of the Internet. The results of this study found that the
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main purpose of social networking is to keep in touch with friends, but it is not a replacement for
face-to-face communication (Coyle & Vaughn, 2008). Many scholars have started exploring the
effects of social networks through the largest demographic that makes use of them, college
students. Aleman and Wartman (2009) have found that college students are using online
mediums such as Facebook, Instant Messenger and blogs as both a means for self- disclosure and
a resource in which to understand acceptable behavior. College students explore, make sense of
their identities, and develop relationships with the people around them through the use of social
networking websites (Aleman & Wartman, 2009). Among these social networks two major
titans have dominated, Myspace and Facebook. Acar (2008) found that the experiences that
individuals have with social networks, like Facebook and Myspace, impacts the individual’s
body image, self-esteem, anxiety, and extroversion. Findings of this study concluded that the size
of ones online social network is positively correlated with being more extroverted. A very
interesting finding was that individuals with higher self-esteem not only had less anxiety; they
also had fewer strangers in their social networks (Acar, 2008).
Communication technologies such as, e-mail, Twitter, Instant Messaging, and texting
have become so popular that often they are used as a substitute for face-to-face communication.
According to Keaton and Kelly (2008), studies have found that some people may choose to use
mediated channels, such as e-mail and instant messaging in a situation where self-preservation is
threatened. Many individuals who consider themselves shy also tend to favor communication
through technology instead of face-to-face interactions, since communicating from a distance
may alleviate many anxieties. Results of their study indicated that individuals who perceive
themselves as more competent with using technology to communicate, rather then face-to-face,
reported more fear of negative evaluations. Exteijt (1998) explores the impacts of e-mails on
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interpersonal relationships and uncovers some surprising misconceptions people have in regard
to this method of staying connected. E-mails are an interesting form of communication, with its
own form of etiquette and rules. When e-mails are properly used they increase the speed we can
communicate over distance. However, contrary to popular beliefs e-mails are not always private.
Within a place of business the e-mail administrator has the ability to read all of the messages
within that network (Exteijt, 1998). E-mails pioneered the way for the development of many
more online methods of communication.
A commonly used means of communicating online is with Instant Messenger.
Tagliamonte and Denis (2008) have explored the effects of Instant Messaging on language.
Instant Messaging language reflects the same dynamic processes of linguistic change that is seen
in contemporary English. However, IM also exhibits both formal and informal variants from the
speech community, making it a unique new hybrid form of language (Tagliamonte & Denis,
2008). According to Schneider and Hemmer (2003), Instant Messaging can influence how
individuals construct their identities and manage interpersonal relationships. When meeting new
individuals the process that people use is consistent with the Uncertainty Reduction Theory, as
people must find ways to make up for missing cues (Schneider & Hemmer, 2003). According to
Quan-Haase (2008) since Instant messaging has created a fast and appealing way to support
multiple conversations while making information readily available, university students in
particular have integrated it into their academic and social lives (Quan-Haase, 2008).
Another popular technology that has greatly impacted communication is the cellular
phone. As cell phones have become very prominent, texting has become one of the most popular
everyday forms of communication between individuals. Khodarahami (2008) states that some
individuals believe that text messaging has a terrible effect upon language, yet it may just be the
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next step in the evolution of language. Some are concerned that people have begun to
inappropriately use short versions of words, while others have forgotten capitalization and
punctuation rules. However, on the other side of the spectrum individuals can use texting as a
less disruptive and quicker form of communication (Khodarahami, 2008). One quick form of
communication that recently is growing in popularity is Twitter. Farhi (2009) explores Twitter,
which is a social networking website that allows anyone to post short messages, known as
tweets, to groups of people who “follow” them. Twitter has appealed to a more serious and older
groups of people then most other social networking websites. One of the benefits of Twitter is
that people can gather interesting bits of news from various sources around the world before
information has hit the press; however, much of this information is unchecked and may be
inaccurate (Farhi, 2009). Sprenger (2008) also explains Twitter is a website designed to be a
service for family, friends, and co-workers to stay connected and communicate through the use
of quick statements. Twittering has become very popular among journalists, news anchors, and
news broadcasters. Another use of Twitter can be as a search engine to find sources and ideas
(Sprenger, 2008).
Relating in Higher Education
The relationship between students and professors is interpersonal and develops with time,
knowledge, and experience. Frymier and Houser (2000) found that teacher-student relationships
are unique, yet they still share many similarities with other interpersonal relationships because
they follow similar developmental stages such as initial contact, intimacy, and dissolution.
Results of this study found that eight communication skills (conversation, referential, ego
supportive, comforting, conflict management, persuasiveness, narrative, and regulation) were
found to be important in good teaching (Frymier & Houser, 2000).
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Many factors impact the relationship between students and teachers in an academic
setting. Andersen, Norton, and Nussbaum (1981) point out that teachers who have a positive
communication style, strong interpersonal solidarity, and are more immediate positively tend to
be perceived by their students positively. Teachers who exhibit more positively perceived
communication variables are viewed as more effective; however, results of this study found no
correlation in their relationship with cognitive learning (Andersen, Norton, & Nussbaum, 1981).
However, Christensen and Menzel (1998) found contradicting results as their study provided
evidence in favor of a linear relationship between teacher immediacy behaviors and learning
outcomes. Immediacy behaviors from teachers are also linked to motivation and stimulation,
which highly affect the learning outcomes (Christensen & Menzel, 1998). Myers (2006) explains
a theory that describes the relational development between students and teachers. The Leader
Member Exchange theory (LMX) is based on the idea that the relationship that superiors develop
with their subordinates is reflected in the relational quality of communication. In-group
exchanges are used by professors who talk to students about their job performance, work,
personal problems, and ways in which they can improve their performance, while out-group
exchanges are professors who rarely talk about these things. Results of this study indicated that
students who viewed their relations with their professors as in-group have a higher motivation to
communicate (Myers, 2006).
The effects of student motivation can easily be seen as a viable means to detect learning
outcomes. Frymier, and Weser (2001) point out that a student’s expectations about a teacher and
the classroom influence how they will communicate and respond. When students are primarily
more orientated with grades, as opposed to learning oriented, they tend to expect the professor to
use more humor and to be clearer during lectures. Findings from this study indicated that
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student-teacher relationships are highly dynamic as both parties contribute to the process of
communication in and out of the classroom (Frymier & Weser, 2001). This study indicates that
although a professor’s personality and openness will impact the student-teacher relationship, a
student’s predisposition towards learning will also impact the type and quality of academic
relationships. Williams and Frymier (2007) illustrate how many students do not engage in out-ofclass communication even though it would have a positive impact on them. Five motives for
students to engage their professors outside of the classroom are relational, functional,
participation, excuse making, and sycophancy (create positive impression). Results of this study
indicated that grade oriented students, as opposed to learning oriented, are positively associated
with sycophancy motives and excuse making (Williams & Frymier, 2007). As teachers exist in a
delicate place where they may easily alter the type of person that an individual may become,
teacher must take their roles very seriously and do everything within their means to reach
students. According to Dobransky, and Frymier (2004) there are three traits that are viewed as
the core dimensions in an interpersonal relationship: control, trust, and intimacy. Results of this
study found that students who communicate with their teacher in out-of-class settings perceive
their relationships to be more interpersonal. Also, when students perceive that they have high
levels of trust, control, and intimacy with their professors they report greater learning
(Dobransky, & Frymier, 2004). Fusani (1994) illustrates how the student-faculty relationship
extends beyond the classroom and specified contact hours. Through trial and error of students
contacting their professors these students learn appropriate ways in which to cast their academic
knowledge. By teachers being more readily available to respond to student inquiries outside of
classrooms, students tend to perceive more satisfactory interactions (Fusani, 1994). Cox (2009)
points out that several aspects inhibit effective student teacher relations, mostly because of the
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technological differences in communication (Cox, 2009). Teachers who open up communication
channels with their students, especially through the use of communication technologies, may
have very different effects on their students compared to teachers who limit or refuse the ways in
which they communicate.
Role of Technologies in Student-Teacher Interpersonal Relationships
According to Vie (2008) the World Wide Web, peer-to-peer networks, plagiarism
detection services, and video games have ethically, morally, and economically impacted our
society. These technologies have altered the ethical principles of copyrighted material and
plagiarism as information flows freely and abundantly. Peer-to-peer networks have a large effect
on academia as students regularly participate in a free for all digital file-sharing atmospheres
(Vie, 2008). Lim and Barnes (2002) point out that as communication technologies become more
pervasive in academic settings, students may access much information from outside sources;
however, it is the role of the teacher to mediate this flow of information. Information and
communication technologies (ICT) offer both support and development for teachers, if used
correctly as an educational tool (Lim and Barnes, 2002). According to Wheeler (2001)
information and computer technologies have been and will continue to become more popular in
the classroom as they promote shared working spaces, better access to information, and promote
collaborative learning and new ways of teaching. The role of the teacher has changed, and will
continue to change, as these technologies become even more prominent in academic settings.
Some teachers have accepted the new educational technologies available, while some have been
cautious in their acceptance, and others have even chose to ignore the technologies (Wheeler,
2001). Junco and Timm (2008) point out that since information and communication technologies
have been an integral part of today’s student’s lives, students have expectations that everything,
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including their universities and professors, will respond to them without delay. However, many
faculty and teachers are behind the curve in their knowledge about communication technologies,
which has an effect on their relationships with their students (Junco & Timm, 2008). Some
teachers take advantage of these technologies as a means to connect with their students;
however, other teachers may either abuse these technologies by disclosing too much personal
information, or decide not to utilize these technologies as a means of communicating with their
students.
Since the development of social networking websites such as Facebook, teachers have
had to balance a fine line of how much personal information to make available. According to
Mazer, Murphy, and Simonds (2008), when teachers use humor, stories, enthusiasm, and selfdisclosure as a way to personalize their teaching their students perceive them as more effective in
explaining course content. Results of this study found students viewed teachers who used more
self-disclosure in their Facebook profile as more credible then teachers who had low selfdisclosure Facebook profile pages (Mazer, Murphy, & Simonds, 2008). According to McBride
and Wahl (2005) self-disclosure can be an important tool in order for teachers to achieve
immediacy; however, inappropriate use of self-disclosure can lead to negative effects in the
classroom environment. The most effective forms of self-disclosure are in situations where
teachers use narratives as a way to expand upon course content. Privacy management of teachers
is a dialectical process, as they experience tensions between revealing and concealing private
information (McBride & Wahl, 2005). As new technologies develop teachers are burdened with
difficult choices. With an unlimited flow of information available for students, teachers must
take on a new responsibility and educate their students on proper ways to sift through the
information jumble. In order accomplish this task teachers must find ways of connecting with
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their students, which often requires the teacher to reach out of their comfort zone and open up to
the newer technologies that their students use. However, students also share the responsibility, as
they must be open to meeting their professors and understanding of the generational gap that
they are likely to face. The ways in which both the students and teachers utilize the use of these
various technologies can impact the interpersonal relationship between students and teachers
both inside and outside the classroom.
Method
This study was conducted primarily through the use of self-reporting surveys. These
surveys were designed to gather data about both students and professor’s opinions and
perceptions. Surveys are a useful way to gather data as they can be used to easily gather large
amounts of date from various populations. Surveys have both advantages and disadvantages in
regards to a method of data collection. Some advantages are as follows: They are relatively
inexpensive. They are one of the only means of describing characteristics of a large population.
They are very flexible. The standardization of the survey makes measurements more precise.
Observer subjectivity is greatly eliminated. Also, significant results may be found even when
analyzing multiple variables, since a large sample may be used (Barribeau, 2005). Some
disadvantages are as follows: Since surveys rely on standardization, researchers must develop
general questions that are appropriate for all participants. Surveys are inflexible, as they require
the design to remain identical throughout data collection. Some controversial questions may
make it difficult for respondents to tell the truth. Also, survey can very rarely deal with context
(Barribeau, 2005). The questions in this study were considered closed-ended questions, as all
possible participant responses were known. As such, the questions in this study were primarily
Likert style questions. This style of question was chosen, as it is very useful in assessing
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participant’s feelings and attitudes. In a Likert style question the participants are asked to
indicate how closely their feelings match a statement or a question. The participants indicate how
closely their feelings match by choosing a number on a scale that best represents their opinion
(Waddington, 2000). For example, this study used a one to seven rating scale, with one usually
meaning strongly disagree and seven meaning strongly agree.
Participants
The study consisted of 215 participants from Christopher Newport University. 178 of the
participants were students and 37 of the participants were faculty members. The students
consisted of 57 males and 121 females between the ages of 18 and 30, with one outlier who was
older than 30. The professors/faculty members who participated in this study consisted of 19
men and 18 women all between the ages of 25 and 50, with one outlier who was younger than
25. In this study two professors and 18 students did not complete the entire survey or skipped
questions.
Materials
Two surveys were used to gather data. Both surveys consisted of multiple choices and
yes or no questions along with statements that the participants rated on a Likert scale. Four
questions were yes or no questions, three questions were multiple choices, and 47 were
statements with Likert scales ranging from 1 to 7 (see appendix). At the end of each survey both
students and professors were presented with one optional question.
Procedure
For this study two surveys were conducted via surveymonkey.com. Participants were
solicited via email or Facebook and given the option to complete the survey. The first survey was
completed by students and consisted of three multiple choice questions designed to assess the
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participants demographic. There were six categories of statements, rated via Likert scale, geared
to assess students usage of various technologies as well as their perception and opinion abut
usage of these technologies to communicate with their professors. The first four categories of
statements were about specific technologies, such as email, Facebook, Twitter, and Instant
Messenger (See Appendix A). Participants were only asked to rate the statements about each of
the specific technologies if they consented to having experience using them. The next category
of statements was geared to assess student’s perception and opinions of these technologies. The
last category of statements were designed to assess students perception of their teachers in
regards to these various technologies and how they believe the classroom is affected by them
(See Appendix A). The last question on the survey was optional and consisted of a box in which
students could report any additional comments about the effects of technology on their
relationship with professors.
The second survey was conducted in the same manner as the first and was given to
professors and faculty members. There were six categories of statements, rated via Likert scale,
geared to assess teachers usage of various technologies as well as their perception and opinion
abut usage of these technologies to communicate with their students. The first four categories of
questions were about specific technologies, such as email, Facebook, Twitter, and Instant
Messenger (See Appendix B). Participants were only asked to rate the statements about each of
the specific technologies if they consented to having experience using them. The next category
of statements was geared to assess teacher’s perception and opinions of these technologies. The
last category of statements was designed to assess teacher’s perception themselves in regards to
these various technologies and how these technologies impact their relationships with their
students (See Appendix B). The last question on the survey was optional and consisted of a box
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in which students could report any additional comments about the effects of technology on their
relationship with their students.
Analyses
Facebook
According to the student survey, 97.6% (165) students used Facebook, while 2.4% (4)
did not use this social networking device. There was a larger split among professors use of
Facebook as 60% (21) made use of it, while 40% (14) did not have a Facebook.
Figure 1

The average responses of professors to the statements, as well as the most commonly
selected answer for each statement, are as follows: I am friends with students on Facebook M =
4.95, with 57.1% of respondents selecting agree. My students use Facebook to contact me M =
3.19, with 42.9% of respondents selecting strongly disagree. I hide my personal info from my
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students on Facebook M = 4.19, with 33.3% of respondents selecting strongly agree. I like to
share my personal info with students on Facebook M = 2.67, with 38.1% of respondents
selecting strongly disagree. My students contact me frequently via Facebook M = 2.67, with
47.6% of respondents selecting strongly disagree. I contact my students frequently through
Facebook M = 2.05, with 47.6% of respondents selecting strongly disagree. Facebook is a great
tool to keep in touch with current students M = 3.43, with 28.6% of respondents selecting
somewhat agree. Facebook is a great tool to keep in touch with former students M = 5.24, with
23.8% of respondents selecting somewhat agree, agree, and strongly agree.
The average responses of students to the statements, as well as the most commonly
selected answer for each statement, are as follows: I am friends with many professors on
Facebook M = 2.49, with 42.3% of respondents selecting strongly disagree. My professors use
Facebook to stay in contact with me M = 2.12, with 48.1% of respondents selecting strongly
disagree. I see much of my professors personal information on Facebook M = 2.37, with 46.2%
of respondents selecting strongly disagree. I like to share personal info with professors M = 2.92,
with 28.2% of respondents selecting strongly disagree. My professors contact me frequently
through Facebook M = 1.85, with 55.8% of respondents selecting strongly disagree. I contact
my professors frequently through Facebook M = 1.94, with 55.8% of respondents selecting
strongly disagree. Facebook is a great tool to keep in touch with current professors M = 3.03,
with 34.6% of respondents selecting strongly disagree. Facebook is a great tool to keep in touch
with former professors M = 3.79, with 23.7% of respondents selecting strongly disagree.
These results indicated that overall students disagreed that they were friends with their
professors on Facebook. However, on the other hand, professors indicated that they slightly
agreed with the statement that they were friends with their students on Facebook. Both students
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and professors mostly disagreed with the statements that their students/professors use Facebook
to stay in contact with them. In regards to personal information, professor’s responses were fairly
split about whether or not they hide or share their personal info from their students. Student’s
responses were consistent with the professor’s views in regards to personal information. Most
students on average strongly disagreed that they see much of their professor’s personal
information on Facebook, while they also do not like to share their own personal information
with their teachers. In regards to student professor contact via Facebook, both student’s and
professor’s responses were very similar. Most professors disagreed with the statement that they
contacted their students via Facebook and similarly students on average disagreed that they
contact their professors via Facebook. In regards to keeping in touch, professors on average
found Facebook to be useful in keeping in touch with past students, yet were more split on its
usefulness in keeping in touch with current students. Students on the other hand on average
slightly disagreed that Facebook is a useful tool to keep in touch with current professors, but
were more split in regards to its usefulness in keeping in touch with former professors. In the
current study many individuals left comments that although they valued these social networking
technologies, they are not a substitute for face-to-face communication. These results were
consistent with Coyle and Vaugn’s (2008) research about social networking in that most
individuals seem to use Facebook as a means of communicating with friends; however, most do
not find it to be a replacement for face-face communication.
E-mail
According to both surveys 100% (160) of students used e-mail and 100% (33) of
professors used e-mail. However, nine students skipped this question while three professors
skipped it as well.
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Figure 2

The average responses of students to the statements, as well as the most commonly
selected answer for each statement, are as follows: I use e-mail often M = 6.58, with 68.2% of
respondents selecting strongly agree. I ask my professors questions through emails M = 6.46,
with 59.2% of respondents selecting strongly agree. My emails to professors are formal M =
5.89, with 38.2% of respondents selecting agree. My professors email me in a formal matter M =
5.75, with 31.8% of respondents selecting strongly agree. I have non-class related discussions
with my professors via email M = 3.29, with 22.3% of respondents selecting both strongly
disagree and disagree. Emails are a great tool to keep in touch with current professors M = 6.56,
with 63.1% of respondents selecting strongly agree. Emails are a great tool to keep in touch with
former professors M = 5.91, with of respondents selecting strongly agree.
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According to figure 2, the average response of the statements for professors are as
follows: I use e-mail often M = 6.73, with 75.8 of respondents selecting strongly agree. I always
respond to students who email me M = 6.42, with 60.6% of respondents selecting strongly agree.
My emails to students are formal M = 5.42, with 36.4% of respondents selecting agree. My
students email me in a formal matter M = 4.18, with 27.3% of respondents selecting disagree. I
have non-class related discussions with my students via email M = 3.91, with 21.2% of
respondents selecting disagree. Emails are a great tool to keep in touch with current students M =
6.15, with 51.5% of respondents selecting strongly agree. Emails are a great tool to keep in
touch with former students M = 5.39, with 30.3% of respondents selecting both strongly agree
and agree.
Results of this study indicated that both students and teacher often use e-mails. In e-mails
most students agreed that they often ask their professors questions, while professors agreed that
they always e-mail the student back with responses. In response to the statement that students
email professors in a formal manner, Figure 2 indicates that students and professors are in
agreement that professors often e-mail in a formal manner. However, while students felt that
their own e-mails were often formal, professors on average did not agree as strongly. In response
to the statements about having non-class related discussions with either professors or students,
both professors and students were in agreement. Results of this study also indicated that although
students and teachers on average do not often have non-class related discussions, there are still
often times in which e-mails between students and professors are used for non-class related
conversation. In fact, 31.2% (49) of students and 42.4% (14) of professors agreed in some way
that they have non-class related discussions. In regards to keeping in touch, results of this study
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indicated that both students and professors feel that e-mails are a very useful tool to keep in
touch with past and former students/professors.
Twitter
According to the professor’s survey only 3% (1) of professor’s use Twitter, while 97%
(32) of professors do not use Twitter. In regards to students there was a much smaller, but still
small large split. According to the student survey 16.6% (26) of students use Twitter, while
83.4% (131) of students do not use Twitter.
Only one professor reported that they used twitter, therefore it was an insignificant
amount to report any findings for professors. However, students tended to make use of Twitter
more often. The average responses of students to the statements, as well as the most commonly
selected answer for each statement, are as follows My professors follow my Twitter M = 2.96,
with 38.5% of respondents selecting strongly disagree. I use Twitter frequently throughout the
day M = 4.08, with 19.2% of respondents selecting both slightly or strongly agree. I follow my
professors Twitter M = 3.54, with 26.9% of respondents selecting strongly disagree. I tweet
about what is going on in my life M = 4.96, with 26.9% of respondents selecting strongly agree.
I tweet about class material M = 3.62, with 23.1% of respondents selecting strongly disagree.
My professors tweet about class material M = 3.63, with 23.1 of respondents selecting strongly
disagree. Twitter is a great tool to keep in touch with current professors M = 3.38, with 26.9% of
respondents selecting neither agree nor disagree. Twitter is a great toll to keep in touch with
former professors M = 3.23, with 26.9% of respondents selecting disagree. Twitter is a great
way to communicate with professors M = 3.35, with 26.9% of respondents selecting strongly
disagree.
These results indicate that some students are using twitter and seem to be making use of it
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on a personal level. However, most students do not seem to make use of, or foresee a way to use,
Twitter as a way of keeping connected with their professors.
Instant Messaging
According to the professor’s survey 15.2% (5) of professor’s use Instant Messaging,
while 84.8% (28) of professors do not use Instant Messaging. In regards to students, there was a
much more equal split between students who do or do not use Instant Messaging. According to
the student survey 43.3% (68) of students use Instant Messaging, while 56.7% (89) of students
do not use Instant Messaging. These findings are consistent with previous findings by QuanHaase (2008) in that university students, more then other demographics, seem to be making
greater use of Instant Messaging as it is a fast and appealing way to support multiple
conversations.
Figure 3
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The average responses of professors to the statements, as well as the most commonly
selected answer for each statement, are as follows: I often am contacted by students through IM
M = 5.20, with 40 of respondents selecting somewhat agree. I have detailed conversations with
students via IM M = 5.60, with 60% of respondents selecting somewhat agree. I converse about
class material via IM M = 4.40, with of respondents selecting somewhat agree. My away
messages contain info about my personal life M = 2.40, with 80% of respondents selecting
disagree. I think IM is great to help me connect with current students M = 4.20, with 20% of
respondents selecting all options except strongly disagree and agree. I think IM is great to help
me connect with former students M = 4.40, with 40% of respondents selecting slightly agree.
According to figure 4, the average responses of students to the statements, as well as the
most commonly selected answer for each statement, are as follows: I often contact my professors
via IM M = 1.65, with 64.7% of respondents selecting strongly disagree. I have detailed
conversations with professors via IM M = 1.68, with 66.2% of respondents selecting strongly
disagree. I think IM is great to help me connect with professors M = 2.09, with 55.9% of
respondents selecting strongly disagree. I converse about class material via IM M = 2.99, with
38.2% of respondents selecting strongly disagree. My professors post away messages about their
personal life M = 1.78, with 64.7% of respondents selecting strongly disagree. Instant
Messaging is a great tool to keep in touch with current professors M = 2.22, with 54.4% of
respondents selecting strongly disagree. Instant Messaging is a great tool to keep in touch with
former professors M = 2.19, with 52.9% of respondents selecting strongly disagree.
These results indicated that students do not find very much use in Instant Messaging as a
way to stay connected with their professors. Most students have not had conversations with their
professors via Instant Messaging nor do they seem very interested in using it in the future. Only
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five professors reported that they used Instant Messenger, therefore it was an insignificant
amount to generalize any findings for professors as a whole. However, the small group of
Professors who did use Instant Messenger on average seemed to have had some conversations
with their students via Instant Messenger. These professors also indicated that they find Instant
Messenger to be a useful tool in keeping in touch with current and former students.
Views of Technology
Figure 4

The average responses of students to the statements, as well as the most commonly
selected answer for each statement, are as follows: Technology improves student teacher
relationships M = 5.34, with 34.8% of respondents selecting agree. Technology complicates
student-teacher relationships M = 2.87, with 36.8% of respondents selecting disagree. I perceive
professors more open if they use technology M = 4.99, with 36.8% of respondents selecting
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agree. I am technologically savvy M = 5.43, 34.8% of respondents selecting agree. My
Professors are technologically savvy M = 4.87, with 36.1% of respondents selecting slightly
agree. Technology has a great impact on society M = 5.68, with 34.2% of respondents selecting
agree. Society would be better off if we relied less on various technologies M = 3.43, with
25.2% of respondents selecting disagree. I use more technology then other students M = 3.91,
with 36.8% of respondents selecting neither agree nor disagree. I am open to new
communication technologies M = 5.56, with 36.8% of respondents selecting agree. Technology
has a terrible effect on society M = 2.56, with 36.1% of respondents selecting disagree. I would
rather not use technology to keep in touch with professors M = 2.58, with 34.2% of respondents
selecting disagree. Technology has had a positive impact on the classroom M = 5.70, with
38.7% of respondents selecting agree.
The average responses of professors to the statements, as well as the most commonly
selected answer for each statement, are as follows: Technology improves student teacher
relationships M = 5.21, with 42.4% of respondents selecting agree. Technology complicates
student-teacher relationships M = 4.03, with 39.4% of respondents selecting slightly agree.
Students perceive me as more open if I use technology M = 5.06, with 33.3% of respondents
selecting agree. I am technologically savvy M = 5.21, with 33.3% of respondents selecting
slightly agree. Technology has a negative impact on society M = 3.06, with 30.2% of
respondents selecting slightly disagree. Society would be better off if we relied less on various
technologies M = 3.09, with 30.3% of respondents selecting disagree. I use more technology
then other teachers M = 4.48, with 30.3% of respondents selecting both agree and neither agree
nor disagree). I am open to new communication technologies M = 5.42, with 39.4% of
respondents selecting agree. Technology has a positive effect on society M = 5.21, with 45.5%
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of respondents selecting agree. I would rather not use technology to keep in touch with students
M = 2.27, with 48.5% of respondents selecting disagree. Technology has had a positive impact
on the classroom M = 5.33, with 36.4% of respondents selecting agree.
These results indicate that overall both professors and students have an optimistic view
towards technology. Both students and professors on average found that technology has helped
us in many ways, in and out of the classroom. Both students and professors on average seem to
view themselves as tech savvy and appear to be open to newer forms of communication
technologies. However, although both students and professors tended to have an optimistic view
of technology, almost 45% of professors believed technology to have complicated their
relationships with their students.
Student-Teacher Relationships
According to figure 5, the average responses of professors to the statements, as well as
the most commonly selected answer for each statement, are as follows: My students often
contact me outside of class M = 5.52, with 45.5% of respondents selecting agree. I have good
relationships with my students M = 6.18, with 51.5% of respondents selecting agree. My
students would view me as very open M = 5.70, with 33.3% of respondents selecting agree. It is
easy to contact me outside of class M = 6.15, with 48.5% of respondents selecting agree. My
students consider me a friend M = 3.70, with 30.3% of respondents selecting somewhat agree. I
use my personal life as a way to elaborate on course concepts M = 5.09, with 24.2% of
respondents selecting both agree and strongly agree. I keep in touch with past students M = 5.21,
with 45.5% of respondents selecting slightly agree. I feel close to my students M = 4.88, with
42.4% of respondents selecting slightly agree.
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Figure 5

The average responses of students to the statements, as well as the most commonly
selected answer for each statement, are as follows: I often contact my professors outside of class
M = 4.75, with 34.2% of respondents selecting somewhat agree. I have good relationships with
my professors M = 5.53, with 38.1% of respondents selecting agree. My professors are very
open M = 5.26, with 36.8% of respondents selecting somewhat agree. It is easy to contact my
professors outside of class M = 5.57, with 43.2% of respondents selecting agree. I consider most
professors friends M = 3.72, with 21.9% of respondents selecting neither agree nor disagree. My
professors use their personal life as a way to elaborate on course concepts M = 4.46, with 34.8%
of respondents selecting agree. I keep in touch with past professors M = 4.05, with 25.2% of
respondents selecting agree. I feel close to my professors M = 4.35, with 25.2% of respondents
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selecting agree.
These results indicate that professors both professors and students view their
relationships in a positive light. Professors perceived themselves as being open and friendly with
their students, while students tended to agree. Professors also perceived themselves to be easy to
contact outside of class; similarly, students on average agreed that they had a fairly easy time
contacting their professors outside of class. These findings were consistent with previous
findings of Anderson, Norton, and Nussbaum (1981) in the teachers who are more immediate,
open, and friendly tend to be perceived positively by their students. However although both
students and professors seemed to have similar views, professors on average viewed themselves
in a more positive light then students. Across the board the average rating that students gave their
professors was lower then the ratings the professors gave themselves. This indicates that
professors are viewing themselves to be more open, friendly, and easier to contact then their
students are viewing them. Also, many students did not feel as strongly as the professors in
regards to they professors use of personal information as a way to elaborate upon course
concepts. Another interesting finding was that on average professors found themselves to be
closer to their students then the students did. The current study also found findings similar to
previous studies by William and Frymier (2007) in that many students do not engage in out of
class communication with their professors even though it would have a positive impact on them.
In the current study over 30% of the students disagreed with the statement that they
communicate with their professors outside of class. Interestingly, over 30% of the students in the
current study also said that they did not feel close to their professors and that they did not
consider their professors friends.
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Summary of Findings
Overall both students and teachers in the current study found that technology has been
helpful in creating and maintaining student-teacher relationships. However, although these
technologies are helpful most do not see them as a possible substitute for face-to-face
communication. Interestingly E-mail came before Facebook, which came before Twitter. In the
same order E-mail (100% professors and students) is more used then Facebook (58.3% of
Professors, 97.6% of students), which is more used then Twitter (2.9% of professors, 16.6%
of students). Also, other then e-mail, there appear to be a generational gap in the amount of
usage of these various technologies because students tend to be making more use of them then
their professors do. This could possibly be explained by the differences in the way that students
and professors view technology and its relationship with their students. Although both professors
and students view these technologies positively, students tend to have a more positive outlook on
them. Some professors find that technology often complicates the relationships with their
students and often have minor criticisms towards them, as can be seen by the individual
comments that professors would leave at the end of the survey. However, students tend to more
often speak very highly of them and less often have criticisms, instead they seem to more often
criticize individual professors when they have not adapted to new technologies.
Conclusion
In the current study 100% of professors and students use e-mail, over 58% of Professors
and 97% of students make use of Facebook, over 15% of professors and 43% of students
communicate via Instant Messaging, and 2.9% of professors and 16% of students use Twitter.
This indicates that students tend to take advantage of these specific communication technologies
much more then professors. This study also indicated that overall technology is perceived to
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have a positive influence on relationships. These results are consistent with Postman’s views in
that the majority of individuals are unaware of many negative impacts that technology has on the
individual and society. Postman (1993) “we tell ourselves, of course, that such accommodations
(technologies) will lead to a better life” (p. 70). However, university professors tend to view
technology more critically. Forty-five percent of professors found that technology complicates
their relationship with their students; however, all but 10% of professors continue to find that
overall these technologies have a positive impact on the classroom.
This study also contained many other interesting findings. Professors tended to view
themselves as more positively in every dimension then their students viewed them. Professors
rated themselves more open and easier to contact then students viewed them. Professors also felt
that they were more friendly and closer to their students then the students felt about their
professors. Across the board the average rating that students gave their professors was lower then
the ratings the professors gave themselves. This indicates that professors are viewing themselves
to be more open, friendly, and easier to contact then their students are viewing them. A possible
explanation for this could be that neither the students nor professors who participated in the
study had been in the classroom together. This study consisted of a very minor percent of the
overall population of Christopher Newport University. With about 4800 students and over 200
professors, many students and professors who participated in the survey may have never had
classes together. This possible limitation means that we must be more critical of any implications
that are drawn when we compare professor responses against student responses, as both groups
could be unrelated samples. However, we may still be able to get a general idea of how students
or professors feel about various technologies and their impact on relationships.
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There are some important limitations in this study to consider. The first being that this
study was distributed primarily through E-mail and partially through Facebook. This would bias
the findings to only include individuals who used these communication technologies, as they had
to use them to access the survey. This could be a possible explanation for the reason that 100%
of students and teachers used email and such a high percentage used Facebook. Future studies
could explore a less biased sample population by administering the surveys in more diverse
ways. Paper surveys could be given to students and teachers as a way of ensuring that a student
who does not have email or Facebook would be able to still participate. Another limitation of this
study was that it was a pilot study and survey questions have much room to be refined. Some
statements had confusing or suggestive wording, or grammatical errors, which could have altered
the responses. The participant’s responses may have been affected since the Likert scale only had
a range from strongly agree to strongly disagree. This can make it difficult for professors and
students to answer, as relationships can vary tremendously among classes such as majors vs.
non-majors, subject, freshmen vs. seniors, etc. Future studies could contain various Likert
categories, such as a ranging from useful with no students/professor to useful with all
students/professors. One more problem that could have affected the participant’s responses was
that there was not an n/a category for rating the statements, as some statements may not have
applied to everyone.
The current study still has much room for exploration and expansion. Only four
communicational technologies were analyzed; however, there are many other technologies that
could be impacting the academic community, such as Myspace, texting, video chat, etc. Each
one of these technologies could be analyzed in a more in-depth manner to better explore their
impact on interpersonal relationships. Future studies could also expand the topic to include how

77

technology is impacting student-student and teacher-teacher relationships. By analyzing a variety
of relationships within the academic community, we can gain a broader understanding of the
impacts that technology has on communication.
Technologies such as instant messaging devices, along with email, twitter, and social
networking websites have impacted student’s perception and relationships with their professors
in an academic setting in a variety of ways. One may speculate that Professors are expected to
keep up with their students in their usage of many new technologies that become available, and
when they fail, their students find the professors less open and less credible. However, this does
not seem to be a major burden to most professors as they view these technologies as having a
positive affect on their relationships with their students. Many professors believe that these
technologies have even more untapped potential; however, many do blame these technologies for
complicating the student-teacher relationship. While both students and professors view these
technologies as having a positive effect on their relationships and society, it is still not
considered a viable substitute for face-to-face communication; however, at the rate these
technologies are integrating into our lives, it may just be a matter of time.
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Logic of Negation: A Path to Nirvana
George Breeden
Sponsoring Professor: Dr. George Teschner

Abstract:
How does one truly experience Nirvana? What allows for this escape from the cycle of
desire and suffering? These are questions that the Buddhist tradition addresses, and it does so
through the pursuit of Nirvana which relies on the use of negation in its many forms. Negation
is used as actions and teachings of rejection, as recursive examination, and as paradoxical
abandonment. These uses can be observed across the many eras of Buddhism, be it in the
original teachings of the historical Buddha, the understandings of Prajñaparamita or the
simplified practices of Zen. What these observations lead to is the realization that Buddhism is a
tradition that has developed through a logic of negation. This stands in contrast to ideas of
Buddhism as a tradition of affirmation, and as such it is an important distinction to make. Using
the Sutras of these three eras of Buddhist thought, this logic of negation will be traced in order
view how the true philosophical path to Nirvana has been constructed. Or in the case of this
negation how it has been deconstructed to open the gateless gate of Enlightenment to
all.
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Introduction
“Shoju asked Hakuin, ‘tell me, what is Joshu’s ‘Mu’?’

Hakuin elatedly replied,

‘Pervading the universe! Not a spot whatsoever to take hold of!’ As soon as he had given that
answer, Shoju took hold of Hakuin’s nose and gave it a twist. ‘I am quite at ease to take hold of
it,’ said Shoju laughing aloud.”(Shibayama 22). This bizarre conversation comes out of the Zen
tradition of Buddhism, and it gives a particular glimpse into the mindset that governs it. This
conversation can be separated into three distinct parts. First a question is asked, second an
answer is given, and finally there is a criticism of the answer. A discourse such as this appears to
be simple enough as a master-student dialogue. Yet it is important to realize that this there is
much more at work here than initially meets the eye. What is really happening is that Shoju has
asked Hakuin an impossible question, to which Hakuin has responded by giving an absolutely
perfect answer. Yet Shoju, in turn, has responded with criticism. This does not make sense, that
a master would scold his student for giving a perfect answer. It is precisely in Shoju’s bizarre
response that we get a glimpse of the true teaching. Shoju is not scolding his student’s response;
rather he is negating Hakuin’s response in the spirit that the masters before him choose. The
truth is negation of all answers.
Before this can be truly understood it is important to trace this spirit back to it roots. This
spirit of negation can be traced as a central thread through various eras of Buddhist history.. To
accomplish this, the model given in the Prajnaparamita Mantra of The Heart Sutra, which
states: “Gate Gate Paragate Parasamgate Bodhisvaha,” will be used. Roughly translated from
the original Sanskrit this mantra means: “Gone, Gone Beyond, Gone Way Beyond,
Enlightenment, all Hail!” (Thompson 1). This mantra builds upon itself in successive stages and
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in correspondence the trace must build upon itself as well. This will be accomplished though the
examination of the negation taught by Sakyamuni Buddha, by representing the further negation
present in the central teachings of the Prajnaparamita Sutras, and by finally glimpsing the total
negation of the Zen tradition in order to reach the enlightenment that Buddhism developed
through the logic of negation.
To reach an understanding of the development of Buddhism in reference to a logic of
negation, we need to understand the definition of negation itself. Simply defined, “negation” is
the expression of something as “not.” This definition of negation gives a practical appreciation
of what exactly negation is doing, but this is not where its definition ends in terms of
understanding how negation is employed in Buddhist logic. The fact is that following in the
model of the Prajñaparamita Mantra, Buddhist logic can be seen as employing negation in three
distinct ways. The first form of negation can be found in the initial actions and teachings of
Sakyamuni Buddha, or Historical Buddha, and is referred to as “singular negation.”

This

“singular negation” can be understood and defined as a rejection. It corresponds to the “Gone”
phase of the Mantra, as it is purely a departure from one understanding for the sake of another.
After this “singular negation” comes what is referred to as “double negation.” Found in the
words of the Prajñaparamita Sutras, “double negation” is a more complex process than
“singular negation.” “Double negation” involves a degree of recursion. What this means is that
“double negation” is a negation that negates itself in the process of going beyond conventional
understanding. Coinciding with the “Gone Beyond” phase of the mantra, “double negation” is
then superseded by the third and final phase of negation. This third phase corresponds to the
“Gone Way Beyond” section of the mantra, and is referred to as “Zen double negation.” It
shares characteristics of the “double negation,” but it takes it even further.
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“Zen double

negation” places negation on top of negation in a push to abandon rational understanding
altogether. In that way “Zen double negation” becomes a transcendent negation aiming at an
intersection between experience and intuition. This serves as a paradox for the use of reason.
Together these three conceptions of negation present a logic of negation which is unfolding
across three distinct historical phases of Buddhist thought. Before those three periods can be
examined, it is first important to look at the initial historical context around the Sakyamuni
Buddha.
Gate
The Context of Sakyamuni Buddha: His Legend and the Sramana Path.
To understand the “singular negation” present in the actions and teachings of the
Sakyamuni Buddha it is important to see the historical context which surrounded him. This
context begins with the understanding of the Vedic culture of India during the fifth century
B.C.E. The Vedic culture was one that embraced the vibrancy of life through the influences of
the Vedas, such as the Upanishads and other classic non-Veda works like the Bhagavad-Gita. In
this culture there was a defined class of clergy referred to as the Brahmin. It was their duty to
conduct the rituals associated with the teachings of the Vedas. In many ways this created a
symbiotic relationship between the Brahmins and the Vedas. The Brahmins derived a great deal
of social power from their familiarity with the Vedas, and likewise the Vedas’ importance was
preserved in order to assure that this power would have a constant source. It was into this
religious understanding that the man who would be Buddha, Gautama Siddhartha, was born not
as a Brahmin, but as a Kshsatriya or nobleman.

This is an important distinction to make,

because it sets up what can be considered one of Gautama Siddhartha first acts of negation. His
rejection of social status and his choice to embrace the path of wander was the initiation of the
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logic of negation. Thus it can be understood that the logic of negation started through actions,
and evolved from there. This particular action of negation can be specified as the genesis of the
logic, and for that reason the context of the Sakyamuni Buddha’s continues to play an important
role.
The context of Gautama Siddhartha’s actions can be found in the legend of his life, and
the understanding of the path he chose to follow. The legend explains that Gautama Siddhartha
lived a comfortable life due to his station in society. He was married and fulfilling the Vedic
expectations of house holding, when suddenly he was exposed to suffering. This exposure led
Gautama Siddhartha to reject the Vedic path that he once followed, and enter the way of the
Sramana or wandering monk. The path of the Sramana was an increasingly influential counter
cultural movement in the period that Gautama Siddhartha lived. This is due to the fact that the
initial recognitions of the way of the Sramana can be observed within the Upanishads. The
Upanishads already demonstrated the value of the Sramana path as the pursuit of a greater
wisdom than what was ordinarily available through the traditional Vedic rituals. Hints of this
view can be seen in a passage from the Mundaka Upanishad, which states:
“Imagining religious ritual and gifts of charity as the final good, the unwise see not the
Path supreme… But those in purity and faith live in the solitude of the forest…those in
radiant purity pass through the gates of the sun to the dwelling-place supreme where the
Spirit is in Eternity.”(Mascaro 77).
This passage explains the reality that ordinary religious practice is limited in its salvific value,
and that truly it is one who lives in solitude and contemplation, the Sramana, who can transcend
the problems of the worldly life. This is a justification for an alternative path on which to
embark in Vedic society in order to work towards the final goal of release or moksha, as it states
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in the passage: “…where the Spirit is in Eternity.” (Mascaro 77). An important distinction to
make here is even though the path of the Sramana appears as an accepted path it nevertheless is a
path is born of the singular negation of the religious traditions before it, a negation that set it part.
Thus the legend of the Sakyamuni Buddha shows the man Gautama Siddhartha as consciously
entering into this path of accepted negation to intentionally set himself apart.
Sakyamuni Buddha’s Actions of Negation
Sakyamuni Buddha set himself apart from the Vedic society through the negation of
adopting the Sramana path. He took that action of negation even further by also rejecting the
solutions of other Sramana movements.
himself from centuries old traditions.

Becoming a Sramana Siddhartha was separating

No longer did he subscribe to the role of a Kshsatriya

concerned with worldly affairs, and the teachings of the Brahmin. Instead Siddhartha negated all
of those things in his striving to follow the way of the Sramana. While there were many
different Sramana movements during his time, there was a certain spectrum in which they all
fell. These different views played an important role in the shaping of Sakyamuni Buddha’s
thought. In the sermons of the Buddha, he can be seen as identifying essentially two separate
viewpoints commonly held in his time. The Buddha explains:
“There are, monks, some ascetics and Brahmins who teach and hold this
view…’Whatever a person experiences ... all that is caused by God’s creation.’ And
there are still other ascetics and Brahmins who teach and hold this view: ‘Whatever a
person experiences … is uncaused and unconditioned.’ These, monks, are the … tenants
which, if fully examined, investigated and discussed, will end in a doctrine of inaction,
even if adopted because of tradition.”(Thera, and Bodhi 61).
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The poles of this spectrum that the Buddha is describing here can be best represented by the
ideas of eternalism and nihilism. Eternalism is the belief all matter, pleasure, pain, and the soul
(atman) are distinct eternal entities that do not change or interact, because they have been
preordained by some authority or cosmic force, as seen in the reference to: “…God’s
creation.”(Thera, and Bodhi 61). This belief may seem to err on the side of negativity but in
reality it is actually an affirmation, in that it is places eternal value on different aspects of life. It
is this fixed eternal value of complete affirmation that does not allow room for action, because it
places life within predefined categories of inescapable existence. The other side of the spectrum
that the Buddha mentions is of complete negativity. It is a nihilism which espouses a fatalistic
view on the reality of life and suffering. This viewpoint carries with it a sense of powerlessness
against the forces of suffering. This can be easily seen in the statement that people who hold
such a view see: “…Whatever a person experiences…is uncaused and unconditioned.”(Thera,
and Bodhi 61). This means that what an individual experiences is not effected by any cause or
condition, and so therefore negates any sort of moral or spiritual striving as a way to counter
what is understood as unstoppable. With these two mindsets understood as representing inaction
arising from either extreme affirmation or the extreme negative, the Buddha can be seen as
sitting squarely in the middle. This is accomplished through Buddha’s singular negation of both
philosophies.
Sakyamuni Buddha sets himself apart from both Vedic society and other Sramana
conceptions by the use of singular negation. He expresses the inherent value in this approach by
stating: “Now, monks, this Dhamma (teachings) taught by me is unrefuted, untarnished,
unblamed and uncensored by intelligent ascetics and Brahmins.”(Thera, and Bodhi 61). The
important question to ask here is: why is the Buddha’s Dhamma so untarnished? The answer to
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this lies in the fact that the Buddha is not setting his Dhamma apart to the side of the other
viewpoints; rather in the case of the two Sramana viewpoints he is setting his Dhamma inbetween.
Sakyamuni Buddha further elaborates his Dhamma in-between the viewpoints of other
Sramana movements through the negating teachings and actions of the Four Noble Truths. The
Buddha continues his conversation on his Dhamma by repeating: “Now, monks, this Dhamma
taught by me is unrefuted, untarnished, unblamed and uncensored by intelligent ascetics and
Brahmins,” as well as adding: “And what is that Dhamma? …the Four Noble Truths [are the
Dhamma].”(Thera, and Bodhi 62-63). What exactly are the Four Noble Truths, and how are they
necessarily teachings of negation compared to the viewpoints of other Sramana movements?
The Buddha provides an answer to this question in his continued discourse. He states:
“Now on account of what was it said that the Four Noble Truths are the Dhamma taught
by me…..Now it is for one who feels that I make known [the Four Noble Truths], ‘This is
suffering,’ ‘This is the origin of suffering,’ ‘This is the cessation of suffering,’ ‘This is
the way leading to the cessation of suffering.’”(Thera, and Bodhi 63).
These Four Noble Truths articulate a conception of the reality of suffering, that singularly
negates the perspectives of both eternalism and nihilism. We can see this when we examine each
truth. The first truth: “this is suffering,” simply refers to the understanding that life itself is
suffering. (Thera, and Bodhi 63). This particular truth does not necessarily reflect a defined
action of negation, rather it is a starting point to which all viewpoints can relate.
The second truth: “This is the origin of suffering,” speaks to the idea that the origin of
suffering is found in the conditionality of life. The Buddha teaches that: “…the process of
becoming; with the process of becoming as condition, birth; with birth as condition, ageing and
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death…Such is the origin of this whole mass of suffering” (Thera, and Bodhi 64). This teaching
expresses an understanding that life is a process of cause and effect based on the conditioned
nature of actions.

Immediately this stands out as a stark singular negation of the nihilist

perspective that does not allow for conditional actions to have any effect, (because of its fatalistic
assumptions.) Likewise it negates eternalism because it goes against the idea that actions or
events have no conditional effect because of their permanent preordained nature.
The third truth is: “…the cessation of suffering,” this truth also speaks to a similar idea
of conditionality, but it is on the opposite side, because it speaks of the ceasing of conditional
behavior in order to stop suffering (Thera, and Bodhi 64). This can be seen in the Buddha’s
teaching: “With the cessation of craving, clinging ceases. With the cessation of clinging, the
process of becoming ceases…Such is the cessation of this whole mass of suffering.”(Thera, and
Bodhi 64). So the cessation of suffering is the ending of habits that lead to more conditional
actions, the underlying cause of suffering. Automatically this truth singularly negates the other
polar perspectives for the same reasons outlined previously regarding the negative belief of
futility in nihilism and the overly affirming beliefs of destiny seen in the eternalist perspective.
It is after all of this that the fourth and final truth is reached.
The fourth truth of the Eight Fold Path builds upon the understanding and negation of the
other truths. The Buddha describes the fourth truth as: “…the way leading to the end of
suffering,” this speaks to the conception of an action to end suffering. In this way the Eight Fold
Path can be understood as a singular negation of the other viewpoints in that it is neither an
affirmation nor a complete rejection. The Eight Fold Path teaches that there is a path to be taken
in the understanding that there is an eternal reality of suffering, yet something can be done to
counter it. The Buddha explains the path as:

105

“It is just this Noble Eightfold Path, namely, right view, right intention, right speech, rich
action, right livelihood, right effort, right mindfulness and right concentration.”(Thera,
and Bodhi 64).
Here the Buddha lists practices that comprise a path to extinguish all suffering. In other words,
the Buddha offers a negation of ordinary (suffering) life.
Of course we could argue that the Eight Fold Path is merely a practical prescription, for
the sake of eliminating suffering. While there is certainly an element of practically present in the
Eight Fold Path one must realize that it did not originate from a simple desire to escape
difficulties. What the Eight Fold Path really does is hold singular negation on either side in
order to avoid tilting one way or another. This is what makes the Eight Fold Path much more
then a practical path born for the sake of utility. Rather it is a distinct singular negation of the
validity of eternalism and nihilism. In fact the Eight Fold Path itself is a singular negation of the
conception of any extreme. It is this logic of negation that forms the foundations of the Eight
Fold Path, that transcend any conventional concerns for practicality. If any practicality at all is
born of the Eight Fold Path it is done through the perfect actions of negation represented in the
teaching. It is here that an important shift can be made. The Eight Fold Path represents a
negating action, but the reality of the logic of negation is that it also carries over to a negation
through additional teachings of the Buddha.
Sakyamuni Buddha’s Doctrine of Negation
The negating actions of the Sakyamuni Buddha are undeniable strong, but there is also
strength to be found in his negating teachings. These negating teachings can be identified by
analyzing the beliefs seen in his initial sermons. Specifically these beliefs speak to a singular
negation of traditional Vedic beliefs.

One powerful example of this logic of negation is
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Sakyamuni Buddha’s singular negation of the Vedic conception of Atman or a “permanent soul.”
While it is dangerous to generalize, we can see that there is emphasis on the idea of a permanent
soul within Vedic traditions. Such a concept can be seen in the important conversation between
Krishna and Arjuna, within the Gita, where Krishna is counseling Arjuna not to worry about
slaying friends and family in battle. Krishna justifies this by stating:
“Never, truly, have I ever not existed – nor you, nor theses kings who protect the people,
and never shall any of us ever cease to be, now or forevermore. Just as the embodied
while in this body passes through childhood, youth, and old age, so also the embodied
attains another body – the wise person is not bewildered by this.”(Schweig 39).
According to this view the body is just a temporary vessel for the otherwise permanent and
continuous soul. It presents the worldly existence as pale in comparison to the cosmic matters of
the soul. In Vedic doctrine there is a defined difference between the layers of existence, and this
passage from the Bhagavad-Gita is making a distinction between the first two layers, namely the
layers of Prakriti, which is defined as pertaining to the material nature of existence, and the
Purusha which is considered the person or eternal irreducible Atman.
This idea is not only in the Bhagavad-Gita, but can also be found within the teachings of
the Upanishads. Like the statement made by Krishna in the Bhagavad-Gita, the Upanishads
makes the same important distinction that the Prakriti is the material always in flux, whereas the
Purusha remains constant.

This is observed in the statement from the Supreme Teaching

Upanishad:
“When the body falls into weakness on account of old age or disease, even as a mangofruit, or the fruit of the holy fig-tree, is loosened from its stem, so the Spirit of man is
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loosened from the human body and returns by the same way to life, wherefrom he came.”
(Mascaro 138).
The body is really only so much rotting fruit and the soul or Atman is the seed that continues on
in life.
From the Buddhist perspective it is easy to see an agreement with the concept of Prakrit,i
as being impermanent and ever changing, but the Buddha takes the concept of self as a whole a
step of negation further. He does this through the negating concept of Anatman or “no permanent
soul.” This concept is closely akin to the Vedic beliefs regarding Prakriti, but it takes the all
important concept of impermanence and applies it to the Purusha. This can be seen in the
Buddha’s teachings where the two concepts of impermanence and no-self are closely linked. As
he says:
“It is impossible, O monks, and it cannot be that a person possessed of right view should
regard any formation as permanent. … It is impossible, o monks, and it cannot be that a
person possessed of right view should regard anything as a self.” (Thera, and Bodhi 37).
This is singular negation in it purest form. The teaching of the Buddha rejects the possibility of a
permanent soul, because of the conception that nothing should be viewed as permanent in itself.
Rather “soul” becomes a process of constant flux from moment to moment because of its
exchange of quantities that make up all things.
However some early Western scholars of Buddhism have questioned if Sakyamuni
Buddha truly held to the idea of no permanent soul. Especially since his typical use of personal
reference in his sermons seem to point to his identification with a “self.” (King 79). The reality
is that Sakyamuni Buddha’s uses of personal references were simply tools of expression which
do not stand the test against the negating idea of “impermanence” or Antiya. Antiya applies
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directly to the soul in that it is a teaching that dictates all is in a state of flux. This flux is the
core component of the soul, because second to second the soul is said to be in a continuous
process of change. The Buddha himself addresses this when he teaches:
“Whether Tathagatas arise in the world or not, it still remains a fact, a firm and necessary
condition of existence, that all formations are impermanent … that all formations are
subject to suffering … that all things are non-self.”(Thera, and Bodhi 77).
The Buddha can state this negation quite clearly due to the doctrine of pratītyasamutpāda or
“dependent arising.” This concept of dependent arising singularly negates the existence of any
separate substance, because it dictates that all phenomena arise only because of the existence of
other phenomena. This means that interconnect phenomena in a constant state of flux is the true
nature of the universe. Thus the original Vedic view of a concrete and permanent soul is negated
as a mistaken understanding of the universe. It is Sakyamuni Buddha’s singular negation of
what he considers to be the primary mistake of Vedic religion, which constitutes the gap between
these two religious doctrines. This gap created by the powerful teachings of negation would be a
central point of Buddhism’s logical development.

Beyond creating this gap, negation would

continue to play an important role in Buddhism development.
Gate Paragate
The Mahayana’s Prajñaparamita: An Evolution into Double Negation
Sakyamuni Buddha’s immediate actions and teachings of singular negation clearly
contribute to this conception of a logic of negation, but to prove the strength of such a logic it is
necessary to observe its continuation in Buddhist history. It is for this reason that a trace of the
logic of negation must turn to the Mahayana tradition of Buddhism. Specifically the Mahayana
ideas contained within the pages of the Prajñaparamita or “Perfection of Wisdom” Sutras, must
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be closely examined. The reality is that a powerful conception of negation is present within the
message of the Prajñaparamita Sutras. Nonetheless it is important to understand that the
negation present is not the simple rejection seen with Sakyamuni Buddha’s initial singular
negations. Rather it is a more potent and evolved form of negation. Its evolution comes from
the introduction of the element of recursion. The best way to understand recursion is to imagine
an image which contains an image of itself which in turn contains an image of itself and so on as
to infinity. It is in this way that the recursive logic of negation in the Prajñaparamita Sutras can
be understood as a process of continuous negative reconstitution of Buddhist ideas. This evolved
process of thought referred to as double negation creates a momentum in the negating logic first
seen by Sakyamuni Buddha. This momentum of double negation is characterized by certain
challenges made to traditional Buddhist thought.
The Piecing Understanding of Prajñaparamita through Double Negation
Prajñaparamita has a piercing quality, which cuts through all that is set before it. It is
with this characteristic that it slices through many earlier Buddhist beliefs. In the spirit of
recursion Prajñaparamita takes the initial negations of Sakyamuni Buddha and reconstitutes
them with a further negation. An instance where this becomes clear is in the Prajñaparamita
teachings on reality. Early Buddhist conceptions of reality suggest the existence of an every
present suffering in all experience, and dictate a path set between extremes in order to escape this
suffering. This “Middle Way,” which has already been seen as an action of negation on the part
of Sakyamuni Buddha, is examined through the lens of double negation in the Prajñaparamita
texts. Through such an examination recursive double negation reconstitutes the conception of a
path as nonexistent. This is clearly stated in the pages of the Aṣṭasāhasrikā Prajñāpāramitā
Sūtra, or the “Perfection of Wisdom Sutra in 8,000 lines”, when it is explains that:
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“The various spiritual paths or contemplative methods that purport to control, escape
from, renounce or destroy limiting structures are ultimately useless, because no structure
has ever been or could ever be substantially encountered, much less stopped or
dismantled.” (Hixon 26).
Just as the Buddha had previously negated the conception of permanence, by means of the
doctrine of pratītyasamutpāda, here the double negation of Prajñaparamita takes it further
through the double rejection of permanence as well as substance. Here it is important to
understand the meaning of insubstantiality or voidness presented in the Prajñaparamita Sutra in
8,000 lines. This is best represented by the pure message of Prajñaparamita that: “…Reality to
which all names refer is utterly ungraspable and inconceivable, possessing absolutely no physical
or metaphysical self-existence.”(Hixon 14). Effectively this statement reinterprets the doctrine
of pratītyasamutpāda, which explains reality in a constant state of change because of dependent
arising, by arguing everything is in a state of flux, so nothing holds any substantial existence.
This is to say that reality does not possess any kind of specified value, because it is inherently
voidless due to its continuous flux.. This points out that a path to escape suffering is inherently
meaningless because suffering itself does not contain any special merit. This, however, is not a
lapse into a fatalistic nihilism, but rather is the foundation of a new approach to solving the
problem of existence. The double negation of Prajñaparamita functions to cleave off earlier
Buddhist understandings for the sake of creating a new vision of the embodiment of double
negation.
The Vision of the Bodhisattva: Double Negation Incarnate
The embodiment of the double negation of Prajñaparamita is the Bodhisattva.
Bodhisattva is translated to mean a great many things, but for the sake of this discussion of
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recursive double negation it makes sense to refer to the translation of “Wisdom-Being.” This is
because the Bodhisattva functions completely through the lens of Prajñaparamita, the most
perfect representation of wisdom. The Bodhisattva in the Mahayana Prajñaparamita tradition
becomes the embodiment of the understanding of Prajñaparamita itself. This is because the
Bodhisattva lives in the reality of insubstantiality, and therefore follows no set path. This is
explained in the Prajñaparamita Sutra in 8,000 lines through the statement that:
“The bodhisattva is not rooted, focused or established in the practice of mindfulness and
other contemplative disciplines, nor their fruits, and supranormal powers.

The

bodhisattva is not identified with exalted levels of the spiritual path…”(Hixon 51).
Instead the Bodhisattva relies on the pure and unentangled forces of compassion and intuition.
This is to say that the Bodhisattva functions through a complete recursive double negation of all
objects before it, and accepts them as the true voidlessness they are. The Prajñaparamita Sutra
in 8,000 lines says that through this absolute union with Prajñaparamita the Bodhisattva
becomes:
“The adamantine awareness that lives and breathes as this transparency is the living,
breathing Prajñaparamita – no longer just a narrowly focused conscious being but an
omnipresent compassionate awareness…”(Hixon 40)
In this way the Bodhisattva becomes a hero by embodying Prajñaparamita.
The obvious problem here is, that if the Bodhisattva were to obtain such a hero status, it would
seem as if it were an affirmation of the concrete existence of the Bodhisattva. Yet how can such
an affirmation exist within the confines of a mindset which preaches insubstantiality?
The answer is that no such affirmation truly exists.

This can be seen in the

Prajñaparamita Sutras when the Bodhisattva is asked what comprises the Bodhisattva.
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The

Bodhisattva always answers that there is no instance where Bodhisattva hood is obtained. This
reality is found in the double negated concept of existence. Through the understanding of
Prajñaparamita the Bodhisattva: “…is not frightened or even faintly dismayed by the absences
of any recognizable definable or findable being called a bodhisattva.”(Hixon 55). This is to say
that the Bodhisattva realizes there is no substantial existence; therefore there is no substantial
attainment or loss of a defined state. This conception functions through the lens of double
negation and is described as: “…marvelous courage…in the face of the infinite expansiveness
and indefinably of Reality…”(Hixon 56). Thus equipped with the courage of Prajñaparamita
the Bodhisattva stands as a stark double negation of the idea of self. Following in this logic the
whole message of the Prajñaparamita Sutra in 8,000 lines can be clearly understood as the
proclamation of the insubstantiality of reality through the piercing negation of Prajñaparamita.
But to point out further support to how this situation indicates a recursive double negation, we
see the Prajñaparamita Sutra in 8,000 lines turning negation back on itself through the
statement:
“…bodhisattva, Prajñaparamita – these are merely abstract terms, composed of certain
sounds and letter, correlated with certain conventional perceptions and concepts. What
they point to has never substantially come into being. What they indicate is an uncreated
and hence, ungraspable and unthinkable presence.”(Hixon 45).
Here the evolved logic of negation is most clear as a refinement to the understanding of reality,
beyond the initial conceptions and actions of the Buddha.
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Parasamgate
The Negation of Zen: An Evolution to the Paradoxical
Sakyamuni Buddha rejected through negation, the Prajñaparamita sutras refined
conceptions of reality through double negation, but the logic of negation does not end there. Just
as double negation marks an evolution of Sakyamuni Buddha’s singular negation, there is in fact
a further evolution of double negation in Buddhist thought. This evolution can be found within
the Zen tradition.

Whereas early Buddhism is a tradition of escape and Mahayana

Prajñaparamita Buddhism is a tradition of escape from the mistake of substantiality; Zen is very
much a tradition of complete abandonment. This is where Zen’s brand of double negation comes
into play. In the Prajñaparamita conception, double negation instills a proper understanding of
relationship with reality.

Following in such a spirit Zen takes the double negation of

Prajñaparamita and adds a final recursion to it. This is a recursive negation of the concept of
understanding. Zen double negation abandons the conception of understanding in favor of a
more pure direct relation to reality. In Zen human understanding obfuscates the truths of reality,
and hinders Satori or “Sudden Enlightenment.” This sense that all understanding and reason
must be abandoned can be seen in the words of Zen Master Nyojo, when he instructs his
students: “To realize perfect enlightenment you must let fall body and mind.” (Kapleau 6). To
“…let fall body and mind,” means to give up the distinctions made through reason. In Zen not
even the piercing clarity of Prajñaparamita can lead to such an experience, rather it is through
pre-intellectual or pre-understanding experience that the gate of reality is opened. Emphasizing
the importance of pre-intellectual and intuition-based experience effectively negates all prior
versions of Buddhist reason.

In favor of a logic of negation which negates logic itself. Thus
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this negation becomes one of complete paradox to reason.

Sakyamuni Buddha and the

Prajñaparamita sutras both uses a powerful logic of negation, but the reality is that the most
potent use comes in its action of negating itself entirely in an evolution towards for the lack of a
better word “simplicity”.
Intuition and Satori the Zen Instruments of Negation.
Pure intuition is the simplicity that Zen abandons all other things in the favor of. Pure
intuition manifests when all rational thought is set aside, and experience is allowed to flow in
without discrimination. When this occurs an individual has reached a moment of Satori. Just as
the importance of intuition negates the use of understanding, Satori is also a negation of the same
concept. Satori is not a sudden understanding; rather it is a experience of relation to the reality
of pratītyasamutpāda. Just as Sakyamuni Buddha used the doctrine of pratītyasamutpāda to
negate permanence, and the Prajñaparamita Sutras used it to negate substantial existence. The
Zen conception of Satori takes pratītyasamutpāda a negation further. It represents conventional
understanding as a web of complex and distracting dependent relations. In Zen, intuition is the
singular unit of this complex web, so in Satori there is an intuitive identification of place in that
web. This is where the important Zen concept of pervading “Buddha Nature” comes into play.
Buddha Nature is a concept widely discussed in Zen literature. Nevertheless this idea of Buddha
Nature is characterized best by the famous Koan, or “story,” of “Joushu’s ‘Mu’,” where it is said
that:
“A monk once asked Master Joshu, ‘Has a dog the Buddha Nature or not?’ [and] Joshu
said, ‘Mu!’.” (Shibayama 19).
The existence of Buddha Nature is defined by this answer of “Mu!” Mu is an abstract statement
that in a limited capacity means both yes and no. Basically Mu is the paradox created through
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Zen double negation. A clear example of this paradox of negation is in the aforementioned
interaction between Master Shoju and Hakuin. Hakuin is asked to explain the meaning of
Joshu’s Mu, and he answers: “Pervading the universe! Not a spot whatsoever to take hold of!”
(Shibayama 22). In many ways this answer is absolutely correct, because it explains the all
encompassing power of the statement, Mu, but there is something lost in such an answer. Master
Shoju quickly points out what Hakuin has lost in his answer by grabbing Hakuin’s nose and
saying: “I am quite at ease to take hold of it,…” (Shibayama 22). Master Shoju is showing
Hakuin that he has forgotten the paradoxical nature of Mu, that it means yes in a cosmic sense,
but also represents an absolute no. It is in this way that paradox is the answer to the existence of
Buddha Nature. As such there may be a certain sense that this paradox can represent a strong
affirmation of the Buddha Nature as being a defined aspect of self. If Buddha Nature is accessed
through intuition and pre-intellectual experience, and if intuition serves as a unit of the web it
does indeed seem to be an affirmation of intuition as a defined “self.” However this is not the
case in Zen understanding.
Zen explains the Buddha Nature as contained within all through the answer Mu.
However we should not see this as an affirmation of the existence of a specific aspect of the self.
The reality is that the Zen conception of intuition or Buddha Nature transcends the idea of “self,”
because it speaks more to the realization of “non-self.” This is yet another accomplishment of
the negation of Satori, which the poem of Master Mumon explains by stating:
“…The Buddha Nature! The Truth is manifested in full. A moment of yes-and-no: Lost
are your body and soul.”(Shibayama 20).
This poem presents Satori as a glimpse of Nirvana, an experience of transcendence of all bonds
that tie individuals down to conceptions of self or independence. To reflect on the story of Shoju
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and Hakuin, Hakuin can be seen as understanding the reality that the Buddha Nature is: “The
Truth manifested in full,” as Mumon explains. Yet it takes Master Shoju to point out that such a
truth is: “A moment of yes-and-no,” and therefore a paradox to itself. It is in this way that Satori
through intuition becomes a point where the individual truly experiences the reality that there is
no self. As such Satori becomes a complete negation of any such conceptions. This represents
that pure intuition is the conclusion of Zen double negation, and perhaps the end result of the
logic of negation itself.
Parasamgate Bodhisvaha
Conclusion
The trace of negation in Buddhist thought has persisted through several important eras.
Each of these eras demonstrates an important contribution to the idea that there is a common
trend of negating logic. A glimpse of this was first given in the story of Master Shoju and
Hakuin and in the spirit of recursion the glimpse was taken back to its source. Sakyamuni
Buddha founded this spirit as a spirit of negation; with his important use of singular negation as
rejection of Vedic conceptions and beliefs. The spirit continued to evolve with the introduction
of the piecing double negation of Prajñaparamita, which clarifies the truth of existence beyond
the initial rejections of the Buddha. Finally the evolution of this spirit can be seen at its peak
with the paradoxical double negation of Zen, which through the experience of Satori opens up
the “gateless gate” through the understanding of Mu. Truly it is through these different forms of
negation, be it the singularly negating actions and teachings of the Buddha, the clarifying double
negation of the Prajñaparamita Sutras, or the paradoxical negation of Zen, which all point to the
reality that Buddhism developed through the logic of negation. The main objections to this have
been seen on the side of affirmation. In fact it has been observed that in each of the eras of
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negating logic, that an interpretation of certain teachings and actions could be seen as affirming
the conception of a permanent aspect of self existence.

However the reality is that such

interpretations do not abide in the true spirit of negation founded by Sakyamuni Buddha, and
continued into the era of Zen. It is in this realization that the inherent value of a trace of the logic
of negation in the development of Buddhism, can be found. It provides clarity for understanding
the logic behind many of important aspects of Buddhist thought and belief. Negation therefore
becomes a defining term for Buddhism. While it is true that negation itself appears in many
forms in Buddhism, the reality is that it has only changed according to the original motivation of
it employment by Sakyamuni Buddha. That is, his motivation to awaken of all beings to the
reality of Nirvana.
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Where is Israel? Using Propaganda Maps to Define Territory
Shaina Wright
Sponsoring Professor: Dr. Brennan Kraxberger

Abstract:
When asked about an area we have never been to we rely on maps, another human’s perspective
of that place. Throughout the history of cartography, maps have been used to guide people, show
them new worlds, and categorize people and places. Mapmaking however is very vulnerable to
the influence of the cartographer and his or her own views. How can we operate in a system of
cleverly disguised biases and culturally influenced representations? The way to overcome the
power of propaganda maps is to become educated about the origins of the map in question, to
seek out the purpose of the map, and to carefully examine the key and data being portrayed
there. This presentation will examine a case study of Israeli and Palestinian territorial conflicts
as an example of the use of propaganda maps. Land disputes in regards to several of Israel’s
borders are very current and often covered by the media. Information presented in maps can
influence the recipient to one side or the other depending on the purpose of the map. While this
is a tactic used by both sides, this study will focus on the pro Israeli tactics used when creating
certain representations of the area.
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Maps create an understanding of parts of the world we have not seen or cannot see, and
are used as physical representations of places, people, resources, and cultures. Map data is
presented to the general population as reliable facts, but that is far from the truth of the situation.
The political influences on geography can clearly be seen in the creation of maps. Cartographers
are easily, and sometimes unintentionally, able to influence map readers to perceive the world in
a certain way. The world is becoming increasingly accessible and the social dimension being
inserted into geography is too influential to trust the truth solely to cartographers (Harley 1992).
When examining a map, the best way to counter the inevitable biases of the creator is to become
educated about the different ways maps can convey information. Evidence of propaganda in
maps can be observed in many different ways. In order to overcome the power of propaganda
maps, it is imperative to become informed about the origins of the map, seek out its purpose, and
carefully examine the map key and data being portrayed. Clear examples of propaganda map
tactics can be observed when studying border disputes like those associated with the Arab-Israeli
conflict. While propaganda maps can be found on both sides of the political debate, the focus of
this case study will be pro-Israeli tactics in mapmaking, with special attention given to maps
produced by the group AIPAC (American Israel Public Affairs Committee). Tactics of influence
include specific names and titles, scale and color, and cultural biases. By looking at this case, we
can see clear examples of propaganda maps and become educated and aware of the tactics used.
A map can be defined as a representation usually on a flat surface of the whole or a part
of an area (Merriam Webster Online Dictionary).

Difficulties arise from a map being a

representation of a place and not the actual place. Determining the best or most accurate
depiction of that area can be left up to the cartographer or artist, and thus riddled with human
judgment. With today’s technological advances and satellite imaging, it may be difficult to
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comprehend that maps can be manipulated. However, in each depiction of the world that a map
presents, it is clear, sometimes in seemingly benign ways, that politics is able to show through.
Whether it is personal bias or experience, or a more blatant control of information, maps are
continuously subject to the interpretation of the creator. It is for these reasons that traditionally
the “academic establishment tended to consider Geopoliticans as good as planted agents of the
regime” (Boria 2008). Geopoliticans currently do have the skills to promote propaganda maps,
but those same skills can also be used to discern the truth. The interpretation of the world as
seen by a cartographer or artist can have lasting effects on how people view the region being
represented. AIPAC’s cartographers have been able to influence political opinions and ideas
about the territorial dispute between the State of Israel and the area of Palestine. These maps
have been utilized to show American politicians, and the public, an area that most of them have
never encountered and to stir emotions of sympathy towards the Israeli point of view regarding
these disputed areas.
The American Israel Public Affairs Committee was established as a voice for Israel in
America. The stances this very influential political group takes are pro-Israeli and are based on
keeping a strong relationship between the United States and Israel (AIPAC 2008). The tactics
used by this group are very diverse. The group generates a large amount of articles and
publications for synagogues, churches, and civic groups (American Israel Public Affairs
Committee 2009). AIPAC is able to appeal to many different types of people, both Jewish and
non-Jewish. Topics of concern for the organization are the current border disputes in Israel, the
threat of Hezbollah, Iranian funding of militant Palestinians, and the right of the Jewish nation to
have their own state (American Israel Public Affairs Committee 2009). The American Israel
Public Affairs Committee also funds a think tank, the Washington Institute for Near East Policy,
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whose focus of study is the stability of the Middle East. AIPAC is able to produce policy papers
through this outlet as well as produce maps. The maps available to the public through both
groups vary in topic but not in purpose. Despite claims by both groups that their maps are
unbiased and factual, it is clear to the discerning eye that AIPAC is producing images of Israel
and the Middle East with a pro-Israeli purpose. These political implications in the images create
a strong case that AIPAC’s maps use propaganda tactics.
As long as maps have been produced, there have been accompanying political
implications and opinions. Boundaries are one of the main reasons maps are created and
consulted. Disputes regarding boundaries can be played out in the creation of disagreeing maps
from either side. Boundary disputes are highlighted in depictions of countries in maps. One only
needs to look at several different maps of the Balkans region to see the severe differences in
boundaries or reorganization of states (Henrikson 1994). The same principle holds true for the
boundary conflicts between Israel and Palestine. Depending on who produced the map, it is
possible to see several different borders for Israel, and many different names and claims to the
disputed territories.
Boundary issues are highlighted especially in maps of Israel where it is clear that
depending on who is making a map, and to what end it is being used, depictions of the small
space of land can be vastly different (Bar-Gal 2003). The map that is displayed on the Jewish
National Fund (JNF), boxes discussed in Bar-Gal 2003, shows the Israeli occupied lands of the
time as populated and leaves the disputed territory of Palestine blank and void (Map 5 Bar-Gal
2003). This depiction insinuates that more land is there “for expansion” and that it is the duty of
the Jews to take back their lands (Bar-Gal 2003). Even a small image on a donation box can
have a lot to offer in influencing the opinions of those who see it. This box’s goal was to raise
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money for the JNF and by doing that expand the lands of Israel. The feelings of Zionism were
exactly what the map located on the donation box was trying to evoke. In this example, the
boundaries of any opposing States to Israel, were dissolved and titled as part of the area where
Israel wanted to expand (Bar-Gal 2003).
In a like manner, the American Israel Public Affairs Committee uses its maps to promote
a specific viewpoint of the Israeli-Palestinian conflict. In regards to boundaries and the names of
areas on the map, AIPAC avoids blatant propaganda by not labeling its maps thoroughly. In the
map depicting Israel’s territory and bordering States utilized on the “Washington Institute for
Near East Policy” website, the areas that are disputed with Palestine; the West Bank and Gaza
Strip, are labeled with an asterisk. By using the map key, it is clear that asterisks denote Israeli
occupied lands (Map 1,Washington Institute for Near East Policy Map, CIA World Factbook
2010). While this might legally be the case, the lands in question are occupied by mostly Arab
Palestinians, and the land in those areas is contested. An unbiased map would at least denote
that the land is under Israeli occupancy, but in a mainly Palestinian residing area. However, this
use of labels pushes the Pro-Israeli agenda of expansion into traditionally Palestinian areas like
the West Bank and Gaza Strip. In addition, according to the map, these lands in question were
Israeli-occupied in the first place and so should stay part of Israel.
Maps are able to show a person a piece of the world they have never seen with their own
eyes, and because they have not encountered the place themselves, they are subjected to the
influence of the cartographer’s view (Pickles1992). Failing to recognize the power of a map as a
first and possibly only impression of an area is a common vulnerability of map users. This first
impression of an area, if skewed to push an agenda can have lasting ramifications in the viewer’s
judgments about that space. Maps are used to represent places in the known world; however, it
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is very often that those looking at maps are not familiar with the territory being represented
(Pickles 1992). People using maps therefore cannot compare the facts that they are viewing on
the map to other data that they have encountered in that area. This situation is perfect for
propaganda to be successfully integrated into maps without the viewer noticing.
One way political groups and cartographers are able to influence users of maps is through
scale and color choices. “By adapting individual projections, by manipulating scale, by overenlarging or moving signs or typography, or by using emotive colours, makers of propaganda
maps have generally been the advocates of a one-sided view of geopolitical relationships”
(Harley 1988). Map viewers are susceptible to influence by this one-sided view because they
have never experienced the area before or have limited knowledge of it. Education about what
the map is presenting is cued by a “seeing is believing” mentality (Wood 1992). Scale is useful
to describe something as large as a country in the space of a few inches. However, scale of
especially large areas like states, countries, and continents are often hard to accurately represent
when they are scaled down, as severe distortion can occur (Wood 1992). In the case of maps of
States, “when the difference between scales is substantial, few features survive the cut, and those
that do are usually smoothed or displaced” (Monmonier 2005). These distorted and displaced
maps are on what we base our knowledge of the world.
Size distortions can be seen in even the most accepted maps. All map projections involve
distortion of some kind; however, the key is being aware. The Mercator and Peters map
projections of the world are both widely utilized. However, both of these world projections are
biased and filled with distorted size and scale. The more well known Mercator projection was
initially created for accurate sea travel, not for accurately depicting land size (Fotiadis 2009).
The Mercator map projection, however, began to be applied to other situations, and with its
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visual inaccuracies, this map clearly favors more northern and developed countries (Fotiadis
2009). In many circumstances where a world map is publicly displayed, the map of choice is the
Mercator projection, and so people begin to think of the world spatially in terms of this one map
projection with distorted sizes (Map 3, Fotiadis 2009). The other popular world map is the
Peters map projection. This less popular map projection more accurately describes the amount
of land held by countries; however, it greatly favors the developing world and the southern
hemisphere (Map 3, Fotiadis 2009). This projection is used by aid groups like United Nations
International Children’s Education Fund, to bolster support for aid in the developing world
(Fotiadis 2009). Size distortions and comparisons only have significant effects when used
towards specific purposes.
A clear example of size projection as propaganda can be seen in the American Israel
Public Affairs Committee map “Israel Size Comparison”. In this image, the group is attempting
to convey the size of Israel by comparing it to other areas that might be familiar to the reader.
Since the focus of AIPAC’s support is mostly from America, the first three comparisons are of
the State of Israel to Texas, the Continental United States, and New Jersey. The map’s maker
was very clever in choosing one of the largest American states to make Israel appear small, and
then placing the country in the middle of the United States to show how indefensible it can be
without our strength behind them. The last comparison is to one of America’s smallest states,
with the one of the largest Jewish populations. The likelihood of an American Jewish person
reading this map and being able to understand this size comparison is very high.

The bottom

row of size comparisons focuses on Israel compared to other countries. The comparison shows
the State of Israel inside India, then inside Italy, and lastly inside Iran. The comparison between
India and Israel shows us a very large country with the small country of Israel inside of it
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(AIPAC 2008, Map 2). The comparison of Israel inside Italy shows us a medium size country in
comparison to Israel. However, the comparison of Israel and Iran is clearly biased. In this map
Iran is the same size as the entire United States and much larger then India (AIPAC 2008). This
makes Israel look increasingly small and defenseless. It also makes it seem like Iran is a large
threat to not only Israel, but also other larger countries like the United States, Italy, and India.
The map does provide a real size for the different states (AIPAC 2008) so it is not technically
suggesting that Iran is the size of the United States, but the scale used (a non-uniform one) serves
to convince the reader that Israel needs to be defended from Iran by other large States like the
United States. Scale and size are also aided by cultural and historical influences, to create
propaganda maps.
Cultural and historical influences are both significant reasons for the creation of
propaganda maps (Harley 1992). The political agenda found in some maps is re-enforced by
historical contexts and culture (Quam 1943). These maps are able to speak to people who
identify with that culture the easiest. In doing so, however, they are able to also alienate the
opposition. A clear example of historical and cultural influence on map making can be seen in a
map from the American Israel Public Affairs Committee entitled “The History of Israel’s
Borders” (Map 4 AIPAC 2008). The cultural influences of the pro-Israeli group producing the
map clearly show through in all of the depictions of Israeli borders. The map sequence starts
with a map of Israeli borders under Kings David and Solomon. This starting point clearly
references the divine nature of the land as belonging to the “Israelites,” or the Jews, first.
However, the map sequence neglects to show previous times where other groups occupied the
land. The map sequence then jumps directly to Israel being established as a State after World
War II. The sequence again neglects hundreds of years when different groups, including the
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Palestinian Arabs, occupied the territory. The subsequent images have captions that portray
Israel as being constantly attacked and surviving by defending itself, even giving up lands won in
battle to remain at peace with its neighbors. This view of Israel’s history through an AIPAC map
is a clear example of when the creator of a map is influenced by cultural and political motives.
In this study, several reasons for the creation of propaganda maps, as well as examples
have been put forth. In a case study format, the American Israel Public Affairs Committee’s
maps have been reviewed and examined for instances of propaganda use and influence tactics.
There are clear and numerous examples of propaganda tactics used in the maps of borders size
and scale of Israel, and in the historical background of its land and borders. Maps can never be
truly free of bias regardless if the map is originating in a group with a political agenda or not.
The key to preventing propaganda from becoming a heavy influence in cartography is education
and awareness of tactics. Understanding the motives behind the organization creation maps is
also important. Readers of maps should always carefully examine the data and map key for
accuracy and proper depiction (Monmonier 2005). When examining a situation or area, multiple
maps should be used to get a fuller understanding of the geopolitical context.
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