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. Lessons by Country

Five countries are the focal points for this publication: the Czech Republic, Hungary, Latvia,
Poland and Russia. Lessons are listed below in terms of the countries referred to in the lessons.
Those in bold indicate that the country figures prominently in that lesson.

Czech Republic (also Czechoslovakia)

Turning Points in the History of the Czech Republic ............................ .. lesson 5
The Use of Propaganda in Communist Czechoslovakia:

The Case of the American PotatoBug. .. ............ ... ... ity lesson 6
Conflicting Theory, Rhetoric and Reality in Communist Internationalism: -
ACaseforthe Grand JUry .. .. ... i e lesson 8
Prague Spring, 1968: Hope and Disappointment....................... ... ... .. ..., lesson 9
1989: A Year of Revolution or Evolution? . ................. ... .. ...t lesson 10
Analyzing Voicesof Dissent .............. ... ... .. il lesson 11
Rock Music and the Collapse of Communism . .............. ... .. .ciiiiinnn... lesson 12

Rival Visions of the Future: The President and Prime Minister of the Czech Republic .. lesson 14

Changing Economies: A Privatization Simulation........... .o ... lesson 15
Russia’s Economy: A High Price forFreeMarkets . ........................coott lesson 16
/‘\ What DemocracyIs...andIsNot .. ............... .. ... .. ool lesson 18
\ Coalition Building in a Parliamentary System ... lesson 26
“I Do Solemnly Swear...”: Comparing Presidential Power in Four Countries ......... lesson 24

Affirmative and Negative in Constitutions

Women’s Rights in the U.S:S.R. and Russian Federation: A Contemporary Roundtable. . . .. lesson 32
Constitution of the CzechRepublic .. .. ........ ... .. i i appendix
Hungary
Government without the Consent of the Governed: Hungary, 1956 . ... ............... lesson 7
Prague Spring, 1968: Hope and Disappointment .......... e lesson 9
1989: A Year of Revolution or Evolution? . ............. ... ... ... ..t lesson 10
Rock Music and the Collapse of Communism . ............ ... ... oot lesson 12
After the Collapse of Communism: Post-Revolutionary Blues . ........................ lesson 13
Changing Economies: A Privatization Simulation................. ... ..ot lesson 15
The Democratization of the Media: Challenges and Controversies in Hungary ........ lesson 17
What Democracy Is...and IsNot .. ... lesson 18
Coalition Building in a Parliamentary System ............ ... oo, lesson 26
‘\ Constitution of the Republicof Hungary ................. ... it appendix
4
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Latvia
Powers of the President: The Caseof Latvia ..................................... lesson 25
Coalition Building in a Parliamentary System . .............ccoiiiieeeeee .. lesson 26
Granting Citizenship: Tensions Between Nation and State in Latvia .. ............ ... lesson 29
Constitution of the Republicof Latvia. . . ........................................ appendix
Poland

Narratives from Polish Survivors of Nazi Concentration

Camps: Exploring Perspectives .. ............. ... .. ... i, lesson 3
Shaping Post-World WarIIEurope . ..................oiiiiiiiin i, lesson 4
Government without the Consent of the Governed: Hungary, 1956 .. .. .................. lesson 7
Prague Spring, 1968: Hope and Disappointment .................c..oouiiinnnennann... lesson 9
1989: A Year of Revolution or Evolution? ....................................... lesson 10
Analyzing Voicesof Dissent ............ .. ... ... . . . lesson 11
Rock Music and the Collapse of Communism .................................... lesson 12
After the Collapse of Communism: Post-Revolutionary Blues. . ..................... lesson 13
Changing Economies: A Privatization Simulation................................... lesson 15
What Democracy Is...andIsNot .. ....... ... ... ... ... . . i, lesson 18
The Role of a Constitution in Establishinga State. ................................ lesson 19
Affirmative and Negative Rights in Constitutions . .. .............................. lesson 21
“I Do Solemnly Swear...”: Comparing Presidential Power in Four Countries ......... lesson 24
Coalition Building in a Parliamentary System . .................. ... .ot iiiniennnn. lesson 26
The Duties and Virtues of Citizens . . .. ..., lesson 28
The Significance of a Citizen’s Vote. .. ..................... ... . i, lesson 33
The State and Minority Rights. ............. e e e leéson 34
Organizing the Military inaDemocracy. . .................. ... ..o ... lesson 35
Constitution of the Republicof Poland . .......................... ... . ... ... appendix

Russia (also Russian Federation, Soviet Union, U.S.S.R.)

Foundations of Ideology: Liberalism, Communism and Fascism ........................ lesson 2
Shaping Post-World WarIIEurope ........... ... ... ... iiiiiiiiininnannn. lesson 4
Government without the Consent of the Governed: Hungary, 1956 . ..................... lesson 7
Conflicting Theory, Rhetoric and Reality in Com munist

Internationalism: A Case fortheGrand Jury ......... ... ... ..................... lesson 8
Prague Spring, 1968: Hope and Disappointment . .........................ccovvuon.. lesson 9
1989: A Year of Revolutionor Evolution?. ....... ... ... ... ... ... ...ccciiiiiin... lesson 10
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Analyzing Voices Of DIiSSENt. . .. .. .ovvvineni i e lesson 11
Rock Music and the Collapse of Communism . . ...... ..ot lesson 12
Changing Economies: A Privatization Simulation. . .............cooovveiiieeenen lesson 15
Russia’s Economy: A High Price foraFree Market ..................coovinveen lesson 16
What Democracy Is...and ISNOt. ... .. .oooii e lesson 18
Affirmative and Negative Rights in Constitutions . .. .................ooveenn lesson 20
Affirmative Rights in Russia and the United States: The Example of Education ....... lesson 21
Constructing Federalism: The Caseof Russia .. ... lesson 22
Constitutional Separation of Powers: The Russian Federation and the United States ... lesson 23
«I Do Solemnly Swear...”: Comparing Presidential Power in Four Countries ......... lesson 24
Coalition Building in a Parliamentary System .............cooiiiiiniiiiineeenen lesson 26
Granting Citizenship: Tensions between Nation and State in Latvia..................... lesson 29
Women’s Rights in the U.S.S.R. and Russian Federation:

A Contemporary Round Table. . .. ...t lesson 32
Constitution of the Russian Federation............... ... ..o appendix

Lessons Addressing General Principles (non-specific to any country)

A Question of AllEZIANCE. . . .. ... o.ounin it lesson 27
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Matrix of Teaching Strategies . ’
Key
Docu Documents: document analysis/articles/case study/cartoon analysis
Prim Primary Resources: primary source documents/constitutions/political speeches
L&D Literature and Drama: literature analysis/poetry analysis/musical lyric analysis/
role play/readers’ theater
Group Group Work: small group/ large group/ group presentations/ group discussion
Simul Simulation and Decision Making simulation games/simulation activities/ decision trees
Historical Connections- _ Docu | Prim | L&D | Group | Simul
Foundations of Ideology * *
Narratives from Polish Survivors of Nazi Concentration " "
Camps
Shaping Post-World War II Europe * * *
Turning Points in the History of the Czech Republic * Cox *
The Use of Propaganda in Communist Czechoslovakia *
- Government without the Consent of the Governed * * * /‘\
Conflicting Theory, Rhetoric and in Communist " "
Internationalism
Prague Spring, 1968 *
Periods of Transition 4 Docu Prim | L&D Group | Simul
1989: A Year of Revolution or Evolution? * *
Analyzing Voices of Dissent * *
Rock Music and the Collapse of Communism * * *
After the Collapse of Communism * * *
Rival Visions of the Future * *
Changing Economies * * *
Russia’s Economy * *
The Democratization of the Media *
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protracted process to transform an arrogant word
into one that is humble. I tried to demonstrate this
by referring to the tribulations of the word “peace”
in my country.

As we approach the end of the second millennium,
the world, and particularly Europe, finds itself at a
peculiar crossroads. It has been a long time since
there were so many grounds for hoping that
everything will turn out well. At the same time, there
have never been so many reasons to fear that if
everything went wrong the catastrophe would be
final.

It is not hard to demonstrate that all the main
threats confronting the world today, from atomic
war and ecological disaster to a catastrophic
collapse of society and civilization—by which I
mean the widening gulf between rich and poor
individuals and nations—have hidden deep within

/ xiii

them a single root cause: the imperceptible
transformation of what was originally a humble
message into an arrogant one....

(July 1989)

The collaborative nature of this project
demonstrates how much can be accomplished when a
diverse group comes together with a shared purpose.
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individuals and groups mentioned above serve as
poignant reminders of what it means to be humble
while slowly, almost imperceptibly, changing the
world.

Thank you,

Dawn M. Shinew and John M. Fischer, editors
June 1997
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Preface

Democracy has seemingly triumphed in many parts
of the world, only to discover how vulnerable it is. In
the nations of Eastern Europe and the former Soviet
Union, the outward trappings of communism have
disappeared almost overnight as statues of old leaders
have tumbled and the superficial artifacts of Western
culture have proliferated. However, after the initial
euphoria surrounding the “fall of the wall” and related
events, it has become clear that the legacy of
communist authoritarianism remains deeply rooted in
the political, social, and economic life of the region.
Perhaps the most pressing challenge is the need to
build robust civil societies that embody what Ralf
Dahrendorf has called the public virtues that provide
the essential base for modern, consolidated,
constitutional democracy.

Simultaneously, in the West, democracy strains
under what some observers have argued is a decline of
civil society—what Tocqueville called the "habits of
the heart" that have supported and nourished our
formal political institutions over the decades.
Increasing levels of citizen irresponsibility, crime,
apathy, and indifference to the common good have
become all too familiar manifestations of this
fundamental challenge.

After consulting on the development of nearly every
constitution in Eastern Europe and the newly
independent states of the former Soviet Union and
reflecting on the challenges that lie ahead for both the
East and West, A. E. Dick Howard, our distinguished
colleague and world renowned constitutional scholar,
concluded, “Ultimately, no objective is more important
than civic education—the inculcation of civic virtues.
A viable democracy requires that citizens understand
that liberty is not license, that the open society depends
upon mutual tolerance, that rights have a universal
quality. A people who do not understand the basic
precepts of free government are unlikely to keep it
alive and vibrant.”

Civitas: An International Civic Education

Exchange Program was created in recognition of the

need in both East and West to build and continually
renew through education the democratic political
cultures and strong civil societies that provide the
indispensable social base for a democratic political
order. The Civitas Exchange Program involves
leading civic education organizations in the United
States working in partnership with counterparts in the
countries of Eastern Europe and the newly independent

states of the former Soviet Union. The program was
established in 1995 with support from the United
States Department of Education in cooperation with
the United States Information Agency. The Center for
Civic Education administers the program and The
Ohio State University’s Mershon Center and College
of Education serve as one of the primary sites for
exchange and curriculum development activities.

Two of the major goals of the Civitas Exchange
Program are to facilitate the exchange of ideas and
experience in civic education among the Civitas
partners, and to create instructional materials for
students in the United States that will help them better
understand emerging constitutional democracies. This
book represents a significant contribution to these
goals and clearly demonstrates the practical benefits to
be derived from sustained cross-national collaboration
by educators willing to transcend national differences
in their firm commitment to democracy and civic
education.

The lessons presented here, all originally written for
this book, will help students and teachers in many
countries gain a deeper understanding of key elements
of the process of democratic consolidation. In addition,
these lessons afford students and teachers opportunities
to sharpen the critical thinking and inquiry skills so
essential to competent citizenship. The lessons can also
serve as models for additional curriculum development
at the local level and can be used to help strengthen
preservice teacher education in pedagogical institutes,
colleges, and universities of the partner nations.

We congratulate and express our deep gratitude to
the co-editors of this book, Dawn Shinew and John
Fischer, for bringing their creativity, dedication, and
expertise in curriculum development to bear in leading
this innovative project to a highly successful
conclusion. The classroom teachers, civic education
leaders, and scholars from six nations that participated
in the development of this book also deserve special
recognition. Finally, we thank the Mershon Center at
The Ohio State University for hosting this project and
the staff of the Center for Civic Education for their
editorial contributions. We look forward to the
widespread dissemination and use of this valuable new
teaching resource.

Charles N. Quigley, Center for Civic Education
Richard C. Remy, The Ohio State University
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Developing Comparative Lessons for Democracy
by John M. Fischer and Dawn M. Shinew, Editors

The Challenge of Teaching for Democracy
Every democratic society faces the challenge of
educating succeeding generations of young people for
competent citizenship. In all instances, it seems clear
that such an education cannot be achieved in isolation

of other citizens or the rest of the world. In addition,
civic education must go far beyond merely having
students memorize the structures and functions of
government. The somewhat daunting task facing all
educators is how to move beyond knowledge-based
civic education and use this knowledge as a foundation
for developing the skills and attitudes that are
conducive to living and participating effectively in a
democracy. A fundamental question looms before
educators throughout the world: How can we prepare
students for active participation in a democratic
society, particularly in an increasingly interconnected
world? Comparative Lessons for Democracy offers
one response.

Characteristics of Comparative Lessons for
Democracy

This teacher resource book has several distinctive
characteristics. Described below, these include a
unique focus on Central and Eastern Europe, the
organization of the book, the structure of the lessons,
an emphasis on active teaching and learning methods,
and the inclusion of comparative analysis.

A Focus on Central and Eastern Europe

Comparative Lessons for Democracy presents a rare
opportunity to strengthen education for democracy in
the United States through the use of curricular
materials about the history and government of several
Central and Eastern European nations. Analyzing
issues and events related to these emerging
democracies encourages students in the United States
to clarify some of the basic assumptions and principles
upon which democracies rest. The content of the
lessons contained in this resource book is designed to
raise questions, not only about countries in Central and
Eastern Europe, but also how these same issues relate
to American society and politics. In this manner,
students are able to identify the elements common to
democracies everywhere and those dimensions that are
unique to the United States.

Educators and scholars from the Czech Republic,
Hungary, Latvia, Poland and Russia contributed large
amounts of the materials included in these lessons.
(For a complete discussion of the development process
of this book, see the section entitled “Comparative

Lessons for Democracy and the Process of
Cross-Cultural Collaboration.””) These materials
proved to be essential in insuring that accurate
information was available and that multiple
perspectives were included. The unique opportunity to
include materials from educators in Central and
Eastern Europe provides this book with a rare
opportunity to analyze events from an American view,
as well as to consider them from the view of those
directly involved. This promotes a deeper
understanding for students and provides a strong
foundation for building comparisons.

Organization of the Book

The materials are divided into four major sections
that follow a schematic organization. While this
organization is not intended to reflect sequence or
priority, the structure offers teachers a sense for how
certain lessons are, or could be, connected. In each
section, lessons revolve around some organizing
question. The sections and questions are:

® Historical Connections
“What are the connections between the past and
present?”’

® Transitions: Comparative Trends
“What are the challenges inherent to any form of
change or transition?”

® Constitutionalism and Democracy: Compara-
tive Issues
“How are the components of constitutionalism
and democracy reflected in government?”

¥ Citizens’ Rights and Civil Society
“How do emerging democracies protect citizens’
rights and promote the growth of a civil society?’

While none of these questions is ultimately
answered in its entirety, the lessons in each section
provide an understanding of the complex issues
involved. These sections are not intended to be an
exhaustive treatment of the topics. Instead, these
lessons are a first step, an opening to issues that
resonate in our own nation. Additional information
may be obtained by encouraging students to conduct
their own research and by investigating other sources.

Historical Connections. This section sets the
context of both time and place. Included in this section
is a collection of maps that can be copied and
distributed or made into overheads. The maps provide
students with a sense of the shifting boundaries of this
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turbulent region. In addition, students need to have a
sense for how the past affects the present—and the
future. The lessons in this section focus on major
historical events in the twentieth century. The last
century has seen battles, both political and military,
ebb and flow across the boundaries of state and nation
in this part of the world. The lessons provide students
with a representation of the complexities and
interrelationships inherent to these areas. In addition,
several lessons have been included that will help to
establish a historical context for the sections that
follow.

Transitions: Comparative Trends. The second
section highlights some of the issues involved in the
transition toward democracy. Scholars often debate
when to mark the beginning of the transition to
democracy from the authoritarian/totalitarian states.
This section includes lessons about events in the
transition and relates them to the individual countries
under study. The section also includes lessons about
more subtle forms of dissent, including poetry,
literature, and rock music. The lessons entitled “A fter
the Collapse of Communism: Post-Revolutionary
Blues” and “Rival Visions of the Future: The President
and Prime Minister of the Czech Republic” are
included as reminders that change is a slow, often
difficult and arduous process. Finally, the section
discusses the struggle and impact of the transition in
terms of the economy and the media. Citizens in these
countries feel the impact of the transition in every area
of life, from the obvious changes in governmental
structures and laws to more personal issues.

Constitutionalism and Democracy. Lessons in this
section explore the ideas and concepts underlying both
democracy and constitutionalism. What is democracy?
What is constitutionalism? How does constitutionalism
help solve the problems of the state? These questions
require students to explore the procedural aspects of
forming new governments. In addition, many of these
lessons encourage American students to critically
examine their own rights and responsibilities.

Citizens’ Rights and Civil Society. The fourth
section includes lessons that challenge students to
comparatively consider two areas: the rights of
individuals and groups and the role of institutions in
civil society. What constitutes the building blocks of
society? How do states establish boundaries for
citizens’ actions? The lessons in this section explore
what it means to be a citizen in a democratic society,
addressing the issues of equality, responsibilities and
rights. The intricate relationship between citizen’s
rights and their accompanying responsibilities is a
major focus of this section. The transitions may have
had their greatest impact at the intersections between
the government and the populace.

/xvi

Guide for Instructional Support Materials. The
Russian and Eastern European Institute at Indiana
University provided this guide. The listing is designed
to show educators what is available and to provide
direction on how to borrow these materials for very
little cost. Creating an active and engaging educational
environment, one of the goals shared by teachers
around the world, can only be made easier for teachers
in the United States with the materials included in this
bibliography.

Appendix. Constitutions from the Czech Republic,
Hungary, Latvia, Poland, Russia, and the United States
(in their most recent form) are included. These
constitutions are referenced in a number of lessons. By
comparing the constitutions of other states and nations,
students in the United States will examine their own
constitution in considerable detail. The task of
comparing and contrasting two or more documents
often leads to a more thorough understanding of each.

Structure of the Lessons

The lessons begin with one or more quotes. The
quotes may be used as part of the lesson, to provide a
writing prompt for an essay, or add another
commentary on the issues involved in the lesson.

Each lesson provides teachers with a Summary of
the Lesson in which key ideas and concepts are
identified in bold print. This section helps teachers
identify the subject-matter of each lesson quickly and
easily. In addition, teachers will be able to see
connections between the important ideas and concepts
among numerous lessons.

Obyjectives identify specific goals for each lesson.
The objectives are stated in a manner that suggests the
importance of establishing high expectations for
students. In all cases, objectives should be clearly
communicated to students throughout the lesson. In
addition, these objectives serve as a basis for
evaluating students’ learning in the lesson.

In many cases, Background Material for the
Teacher is included. These materials are often longer
or more sophisticated than materials one might wish to
use with students. The background materials provide a
foundation for understanding the subject-matter
relevant to the lesson. In some instances, teachers
might conclude that students would benefit from
reading the background material as well. Students who
are interested in or require more breadth or depth about
the content could use the background materials as
additional resources.

The Lesson Plans follow a basic plan of Opening,
Developing, and Concluding the lesson. Designed to
take from one to three periods to complete, teachers
have the flexibility to decide what to include, how to
include it and in what order. The lessons are designed
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to build students’ comprehension of the ideas and
knowledge necessary for fully understanding the
subject matter of the lesson. Introductory activities are
designed to set a context for issues that arise later in
the lesson and to stimulate students’ interest. Each
activity, however, is capable of standing alone. The
flexibility of the lessons allows the classroom teacher
to use them to augment existing curricula and texts.

Finally, suggestions for Extending the Lesson are
included. This section includes additional information
that expands the focus of the lesson (including other
countries or historical events for comparative analyses)
and activities that support, reinforce or evaluate the
concepts presented in the lesson. Some of these
suggestions may also provide teachers with a basis for
designing alternative forms of assessment.

The structure of these lessons is intended to provide
teachers with as much information as possible but
recognizes the importance of the teacher as the
decision-maker in his or her own class. These lessons
are not intended to be of the “cookbook” variety in
which eliminating one step ruins the dish. Instead,
teachers have the option of picking and choosing those
activities and/or materials that are most useful for their
students.

Active Teaching and Learning Methods

Another way in which educators can prepare
students for participation in a democratic society is
through the use of active methods of teaching and
learning. The challenge to every teacher—American,
Czech, Hungarian, Latvian, Polish, and Russian—is to
create an environment in which students are
encouraged to think critically and interact with
subject-matter, peers, and teachers in ways that
promote democratic behaviors and attitudes. This
simply cannot be accomplished by a teacher lecturing
from behind a podium day after day. While not
denying the importance of academic content or the
value of a well-delivered, content-rich lecture, the
limitations of such a pedagogical strategy seem
obvious: students who are asked only to be passive
recipients of knowledge will not develop the skills
necessary for engaging in the public discourse so
essential to a successful democracy.

For these reasons, the lessons contained in
Comparative Lessons for Democracy use a variety of
teaching strategies. The purpose of these strategies is
not merely to increase students’ interest in the lesson,
although this is usually the case. Instead, the intention
is to provide students with opportunities to be actively
involved in the lesson. Lessons that require students to
participate in discussions with peers, make and defend
decisions on important issues, and analyze text from a
critical perspective provide them with the tools

/ xvii

necessary for applying such strategies outside the
classroom.

In several lessons, students are involved in role-play
situations that require them to build on factual
knowledge previously obtained in the lesson.
Role-plays can accomplish two objectives. First,
students are asked to manipulate information in ways
that require a more sophisticated understanding of the
material. Second, students often are able to personalize
information when asked to assume a particular role; in
this manner, students come to identify ways in which
seemingly sterile decisions and events affect the lives
of individuals.

Teachers in virtually all countries complain that
students are not prepared to participate in lessons that
require such active involvement. In fact, ata
conference in May of 1996, a Polish teacher raised a
question that seems to plague all educators, “How can
we expect students to act in such cooperative,
democratic ways when all around them society is
wrought with examples of authoritative policies and an
apathetic public?” The response drives at the very
heart of the role of schools in democratic societies. Do
we want schools to merely mimic society at large or,
as educators of future generations, do we want schools
to promote a model of what society should be? The
assumptions of the authors of these lessons clearly
reflect the latter vision.

Comparative Analyses

Another characteristic of this book is the extent to
which lessons include opportunities for comparative
analysis. The past decade has seen almost
inconceivable changes in the world. The political,
social and economic changes in Central and Eastern
Europe have created pressing questions about how
democracy might be defined in today’s context.
Citizens and government leaders in these countries
continue to wrestle with questions about free and open
elections, restructuring centrally-controlled systems,
and the challenge of educating people for participating
in a democratic system. As members of a
long-standing, stable democracy, students in the
United States are often required to know what rights
are included in the Constitution but are rarely asked to
consider the question facing many Central and Eastern
European countries about what rightsshould be
included in a constitution. Consideration of this issue
and others can raise the level of understanding among
students in the United States to an entirely new level.

Comparative Lessons for Democracy and the
Process of Cross-Cultural Collaboration

This book was developed as part of CIVITAS: An
International Civic Education Exchange Program,

t
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sponsored by the United States Department of
Education in cooperation with the United States
Information Agency. Educators from the Czech
Republic, Hungary, Latvia, Poland and Russia were
involved in an exchange to promote civic education in
their own countries and, through the sharing and
questioning that resulted from the exchange, in the
United States as well.

One goal of the project was to develop a resource
book about Central and Eastern Europe for teachers in
the United States. To facilitate this process,
specifications about materials and lesson plans were
distributed to teams from each of the participating
countries. These specifications provided guidelines
from which educators and scholars from each country
could develop drafts of materials for inclusion in the
resource book.

Many American teachers recognize the serious
shortage of materials about this region, due in large
part to the long reign of communist governments
which limited and censored information. The materials
that have been available in the past have often
over-simplified the complexities of the region. In many
cases, the portrayal of a struggle between the “evil
empire” and the “forces of good” failed to address the
nuances of a world in which few things are so clearly
defined. To more fully understand the impact of
contemporary developments in Central and Eastern
Europe, teachers in the United States need to have
access to materials that illustrate important concepts
and events. The assumption of this project is that such
information should come from educators and scholars
in those countries. Consequently, materials for this
resource book were solicited from the participating
countries in the International Civic Education
Exchange program. At the end of the exchange, each
participating country from Central and Eastern Europe
was asked to contribute sample lesson plans or
materials that could be used in lesson plans for
American classrooms.

The materials received from the participants proved
to be invaluable. In many ways these materials helped
the developers of this book understand more about the
issues relevant to specific countries and those that
seem to transcend state boundaries. The level of detail
and often personalized nature of the information
simply could not have been accomplished without
contributions from the participating countries.

The next step in this process involved five teachers
from the United States. These teachers, selected
because of their expertise in the classroom and their
interest in the project, assumed responsibility for
assisting in the editing, rewriting, and developing of
lessons for inclusion in Comparative Lessons for
Democracy. Throughout winter and spring of 1996,
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these teachers met with the editors and editorial
director to engage in professional development
experiences. The purpose of these activities was to
provide the teachers with a foundation for
understanding the histories and current events in the
countries involved in the exchange. Reading works by
Timothy Garten Ash and scholars in the fields of
constitutionalism and emerging democracies gave
these teachers a better understanding of the seismic
changes in Central and Eastern Europe. In addition,
this group started questioning what is important to
teach American students, both about this region of the
world and about democratic principles.

June brought mail containing draft lessons and
materials from countries participating in the exchange.
Educators from Russia sent materials on the problems
of federalism, presidential power and the right to an
education. Latvians sent lessons on the parliament, the
differences between the concepts of “nation” and
“state,” and the struggle to define Latvian citizenship.
Czechs sent information rich in the stories of history
and the role of the individual: the Prague Spring of
1968, T. G. Masaryk, Vaclav Havel. Hungarians
contributed powerful narrative about the battles over
control of the media and freedom of the press in
democratic societies. Polish lessons included
information about the principles of democracy; the
concepts of patriotism, equality; and a role-play about
the challenges of establishing a state.
Constitutionalism played a large part in all these
lessons. How does a democracy respect the will of the
majority and yet protect the rights of the minority?

During the summer of 1996, the team of American
teachers refined material, elaborated on ideas,
combined readings, investigated additional sources,
and even rewrote materials so they would be accessible
to American teachers and students. In many cases these
lessons were submitted to numerous reiterations as the
group attempted to find an appropriate balance
between the original intention of the lesson and the
needs of U.S. educators. The powerful ideas of those
involved will do much to answer the call for materials
that enliven, personalize and enrich the curriculum.

During the course of the 1996-1997 school year, a
review process strengthened and improved the
materials. In the fall of 1996, twenty-two classroom
teachers agreed to review and pilot teach lessons from
these materials. Their notes and comments clarified
directions and options and dealt with issues about
intended audience and ability level. We also shared the
materials with teachers from the United States and
other countries during a series of presentations at
national and regional conferences of the National
Council for the Social Studies. Participants in each
session received draft copies of the resource book and
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were invited to share their comments and suggestions
with us. Their comments and suggestions are reflected
in this final document.

Concurrently, all lessons and materials that related
to a particular country were sent to the partner center
in that country. For example, all materials and lessons
related to Hungary were sent to the center in Hungary
that had contributed materials. Each center then
recruited an individual to read, review, and comment
on the lessons. Their comments proved most important
and helpful. Changes in lessons are, in many cases, the
result of their input.

Finally, two other groups were involved in the
review process. Several law-related education centers
across the United States identified a teacher to review
lessons. Many of these teachers reminded us of the
realities of American classrooms, leading us to
question how to maintain the complex nature of the
issues without alienating students with overly difficult
materials. The “Editor’s Note” that has been added at
various points in the student readings reflect our
attempt to address the concerns of these teachers.

We also identified four content reviewers familiar
with expertise in the region, constitutionalism, and
history. Each provided extensive comments that had an
impact on the lessons in critical ways. Seen in concert
with the comments from classroom teachers, these
reviews identified directions, holes, and directed the
review process that followed.

The process for developing Comparative Lessons
for Democracy was complex and challenging. The task
of collaborating with educators from five Central and
Eastern European countries, as well as with teachers in
the United States, sometimes seemed overwhelming
and was often ambiguous. Participants in this
“collaboration” shared the same purpose (the resource
book) but were severely limited in terms of
communication because of language barriers and
distance. However, throughout the process, the
developers of the book continued to be acutely aware
of our Central and Eastern European counterparts.
Consequently, numerous issues arose during the
project: What are the similarities and differences
regarding expectations of students from these different
contributing areas? How do our various experiences
and histories affect the way in which we define such

/ xix

fundamental principles as human rights, open society,
free press, etc.? How can we maintain the voices of the
contributors from Central and Eastern Europe while
still meeting the needs of American teachers and
students? Many of the answers to these questions
remain incomplete. The process described above,
however, forced us to at least raise the issues, and,
sometimes, the greatest learning takes place not in
finding the answers but in asking the questions.

Looking to the Future

As participants in the International Civic Education
Exchange, we have gained a greater understanding of
the enormous cost to societies governed far too long by
governments lacking the consent of those governed.
We learned of the yearning to create a society open to
vast possibilities for all its citizens, yet concerned that
no one be left behind.

The five U.S. centers that served as primary sites for
visits from Czech, Hungarian, Latvian, Polish, Russian
civic educators facilitated the creation of the materials
and ideas in this resource book. Participants’
experiences with lesson development varied widely.
However, from each country educators communicated
what may be most difficult to convey, their thoughts
and beliefs about the nature of freedom, democracy
and the relationship between the state and the
individual.

For the American teachers involved in the project,
the work forced us to examine our assumptions about
life in a liberal constitutional democracy. At the
beginning of the project, the group of teachers from the
U.S. were prepared to simply edit and elaborate on the
materials we had been provided. Instead this project
encouraged us to reexamine what it means to “teach
democracy.” Reading about the histories of this region,
the courage of individuals striving to make a
difference, and the struggle of dealing with almost 50
years of communist rule seemed to touch a core, to
revitalize what we wanted to teach in our classrooms.
The power of comparison does much to illuminate our
own existence. These lessons for democracy do much
to illuminate our future in a world where the struggle
for justice, freedom and an open society are ongoing.
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Historical Connections / 1-1

‘ MAPS OF CENTRAL AND
EASTERN EUROPE AND RUSSIA

Yet compared with Central Europe in 1848 or 1918/19...most nations have
states, and have [grown accustomed] to their new frontiers. Ethnically, the
map is far more homogenous than it was in 1848 or 1918.
—Timothy Garton Ash in The Magic Lantem

Summary of the Lesson

Students will benefit from the geographical and historical background these maps provide as
they work with the content in this resource book. The maps may be used to create student
handouts and/or overhead transparencies. The set includes matched pairs that may be placed on
top of one another (on an overhead projector) to demonstrate ways in which the political
geography changed. Comparisons of state borders during the last 100 years will help students
better understand the development of contemporary states in Central and Eastern Europe.

Materials

This map set contains the following maps (some in blank form as well):

Europe, 1996 Europe, 1945-1989
‘ Europe, 1912 Europe, 1929
Central and Eastern Europe, 1929 Central and Eastern Europe, 1945-1989
Central and Eastern Europe, 1996 The Czech Republic, 1996
Poland, 1996 Latvia, 1996
Russia, 1996 Hungary, 1996

In some instances the maps have been designed to facilitate the creation of “overlay pairs.”
“Overlays” are two maps that have been sized by scale and orientation so that comparisons
across time can be made.

The following pairs are included in these materials:

Europe, 1912 Europe, 1929
Central and Eastern Europe, 1912 Central and Eastern Europe, 1929
Europe, 1945-89 Europe, 1996
Central and Eastern Europe, 1945-89 Central and Eastern Europe, 1996

These maps are designed to support the lessons contained in this resource book. Teachers might
use them in a variety of ways. For those interested in having students label the maps
themselves, blank masters have been included of all but those maps of individual countries.

| 2
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Student Handout

Historical Connections / 1-2
Europe, 1996

Europe 1996
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Historical Connections / 1-3
Student Handout Europe, 1945-1989
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Student Handout

Historical Connections / 1-4
Central and Eastern Europe, 1996
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Historical Connections / 1-5
Student Handout Central and Eastern Europe, 1945-1989
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Historical Connections / 1-6
Student Handout Central and Eastern Europe, 1929

Central and Eastern Europe 1929
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Historical Connections / 1-7
Student Handout Central and Eastern Europe, 1912
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Historical Connections / 1-8
Student Handout Czech Republic, 1996
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Historical Connections / 1-9
Student Handout Hungary, 1996
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Student Handout

Historical Connections / 1-10
Poland, 1996
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Historical Connections/ 1-11
Student Handout Latvia, 1996

Latvia 1996
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Russia, 1996

Historical Connections / 1-12
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Historical Connections / 1-13
Central and Eastern Europe, 1912

Student Handout
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Student Handout Central and Eastern Europe, 1929
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Central and Eastern Europe, 1945-1989

Student Handout
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Student Handout Central and Eastern Europe, 1996
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Student Handout
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Student Handout Europe, 1996
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Historical Connections / 2-1

FOUNDATIONS OF IDEOLOGY:
LIBERALISM, COMMUNISM AND FASCISM

We hold these truths to be self-evident; that all men are created equal;
that they are endowed by their Creator with certain unalienable Rights;
that among these are Life, Liberty, and the pursuit of Happiness—
That to secure these rights, Governments are instituted among Men,
deriving their just powers from the consent of the governed....
—Thomas Jefferson, Declaration of Independence, July 4, 1776

Forward development, i.e. towards Communism, proceeds through
the dictatorship of the proletariat, and cannot do otherwise....
— Vladimir llyich Lenin, State and Revolution, /1917

Against individualism, the Fascist conception is for the State; and it is
Sfor the individual in so far as he coincides with the State, which is the
conscience and universal will of man in his historical existence...
Therefore, for the Fascist, everything is in the State....

—Benito Mussolini, The Doctrine of Fascism, /932

Whether we wish it or not we are involved in the world’s problems,
and all the winds of heaven blow through our land.
—Walter Lippmann, 1913

Summary of the Lesson

Students will learn a four-part framework for understanding the functions of an ideology: how
it explains, evaluates, orients and supplies a political program to peoples’ basic need to make
sense of the world around them. This is followed by the major tenets of specific ideologies—
liberalism, communism, and fascism (including Nazism)—with a focus upon their historical
interrelationship. Such a foundation is critical to understanding the major events of the
twentieth century, and their influence upon the future. After engaging in critical thinking about
these concepts, through written and group activities, students will become players in a game
show entitled “I.D. That Idea!” in which they will identify the ideology represented in
contemporary and historical quotes taken from a variety of primary sources.

Objectives
Students will be expected to

m understand the four foundations of political ideology: explanation, evaluation,
orientation, and political program,

m understand the foundations of liberalism, communism, and fascism,
m analyze liberalism, communism, and fascism within this four-part ideological framework,

m distinguish examples of liberalism, communism, and fascism among examples of
political speeches and writings.
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The Lesson Plan

The Lesson Plan

Opening the Lesson

Engage students in a simple brainstorming activity
by writing the word “communism” on a piece of
newsprint. Ask students, “What do you think of
when you see this word?” Quickly write down all
responses, without sorting through answers.

Do the same with “fascism” and “liberalism.” Save
all three pieces of newsprint and revisit them at the
end of the lesson. Explain that the purpose of this
lesson is to gain a clear understanding of all three of
these ideologies, and that students will have a
chance to demonstrate their understanding in a game
show at the end of the lesson.

Developing the Lesson

Distribute the following student handouts to all
students: What Is an Ideology?; About
Liberalism; About Communism; and About
Fascism. As homework or seatwork, have all
students read each handout and answer the questions
in Thinking about Key Concepts and Ideas. 1f
preferred, students could work in pairs or groups.

(Optional: To reinforce understanding of these
concepts, divide the class into four (or eight} groups
and have each group prepare a short presentation
explaining one of the ideologies presented in the
handouts.)

Suggested answers are in italic; however, students
should be encouraged to effectively present these
concepts in their own words. This chart will serve as
the basis for students’ interpretations of quotations.

Ask students to compare and contrast the three
ideologies. Which two most closely resemble one
another? Point out that communism and fascism
share an emphasis on unlimited government,
dictatorship, centralization of power, and disregard
for the individual liberties which conflict with the
aims of the party or the state. Ask students to
analyze the three ideologies in light of this
grouping. Do they agree with this classification?
Disagree? Why? In what ways does liberalism differ
from these qualities of communism and fascism? In
what ways do communism and fascism differ?

Concluding the Lesson

Alternative 1: Play the game “I.D, That Idea!”
using the attached handouts Rules and Directions
for I.D. That Idea! and Questions and Answers to
LD. That Idea!

Alternative #2: Distribute copies of the “ID That
Idea” quotes to students (or display the quotes on a
transparency). Depending on the level of difficulty
the teacher wishes to introduce, use only the 100
point quotes, or the 200 and 300 as well. Working
individually or in small groups, have students
indicate by number for each set of quotes (100 to
300) which ideology the quote exemplifies (e.g. #1,
100 points is an example of fascism).

Alternative #2 (cont.): Students could turn in their
individual sheets for grading, grade one another’s
sheets, or the teacher could conduct a class
discussion of the students’ responses. During the
discussion, ask students to give reasons for their
answer—why do they think a particular quotation
represents one ideology than another?

Option: This game could be extended by having
students research and submit additional quotations
representative of communism, fascism, and
liberalism. Be sure that all quotes are properly cited
and identified with specific reasons for why they
represent particular ideologies.

Extending the Lesson

Have students explain and evaluate specific current
events through the perspectives of different
ideologies, and then stage a debate. Topics could be
chosen based upon newspaper articles or other
media sources.

Assign each student or (pair of students) an
ideology, or allow students to choose their own.
Have them write speeches reflecting the tenets of
their assigned or chosen ideology. Certain students
could be asked to deliver their speeches to the rest
of the class.

Art, architecture and music are important avenues
for perpetuating ideologies. Students could report
on any combination of these, do an audio/visual
presentation, and/or create artwork, architectural
models and/or music to demonstrate their effect.

Students could study the “cult of personality”
phenomenon and demonstrate their understanding
through reports, plays, radio shows, or other
creative means.

Students could research and report upon alternative
viewpoints of these ideologies. What do critics of
communism, fascism and liberalism say about these
ideologies? Have students analyze these
perspectives in light of the material in this lesson.

COMPARATIVE LESSONS FOR DEMOCRACY
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The Lesson Plan

generally favor (although to varying degrees),
and those points expanded upon in the
suggested answers to question #1.

Guidelines for Student Responses

Thinking about Key Concepts and Ideas from
“What Is an Ideology?”

1. Specific wording may vary, but answers
should include definitions of explaining,

evaluating, orienting, and supplying a political

program to adherents.

2. Since this is a preliminary brainstorm

question, students may respond in a number of
ways. There are many correct responses to this

question. The most important thing is that
students consider the readings’ 4-part
definition of ideology. Obvious answers
include liberalism, fascism, and communism,
but other answers could include conservatism,
feminism, environmentalism, ethnocentrism,
etc.

3. There are no specific “right” answers to this
question. Answers should show critical
thinking about environmental factors such as
family, school, politics, and media.

Thinking about Key Concepts and Ideas from
“About Liberalism”

1. The connotation of “liberal” in contemporary
American politics is usually a non-moderate
Democrat who favors more, not less,
government spending and programs with the
intention of lessening or removing disparities
of income, opportunity, education, etc. The
tradition of liberalism as portrayed in this
piece, however, emphasizes “hands-off,”
“laissez-faire,” government in which
individuals are free to pursue their
goals—values more often associated with
contemporary Republicans. (Note: For further
discussion, consider the split of liberalism into
two modern camps: welfare or welfare-state

liberals who believe that individual freedom is

enhanced when government takes action
toward eradicating poverty, ignorance and
illness, and neoclassical liberals who believe
that too much government infringes upon
individual freedom and are therefore closer to
traditional liberalism. Despite these two
alternatives means to the end, both still view
“liberty” as their goal.)

2. Both major American parties fall within this
definition of liberalism. Clues include the
discussion of capitalism, which both parties

. Liberalism is reflected in many ways.

Examples might include but are not limited to
a wide range of people, places and things—the
Bill of Rights (legal protection of individual
rights), John Stuart Mill (author of On
Liberty), the Statue of Liberty (represents
opportunity for self-determination, individual
freedom), the ACLU (protection of individual
rights), various militia groups (freedom of the
individual) and NAFTA (free trade).

Thinking about Key Concepts and Ideas from
“4bout Communism”

1.

Yes, sometimes. Some European countries,
such as Sweden, support socialist values and
beliefs through a democratic system of
government. (It should be noted, however:

a) that it is a mixed economic system, i.e.
socialism with a market economy, rather than
a totally socialist system where the state has
the power to control all aspects of political and
social life, that is compatible with democracy,
and b) that the degree to which a socialistically
oriented system is democratic depends upon
the extent to which it embodies elements of
liberalism.)

. In theory, Communists evaluate social

conditions through material means and class
struggles. A just society is one where the
public owns and controls the means of
production and shares the wealth. An unjust
society is one where the bourgeoisie exploits
the proletariat. (In reality, however,
Communists have often evaluated social
conditions based upon party adherence and
perceived loyalty.)

. Answers might include the hammer and sickle

(industrial and agricultural work),
larger-than-life leaders such as Lenin and
Stalin (totalitarianism, humbling of the
masses, pressure to conform), large public
works such as those shown in Doctor Zhivago
(massive industrial output by workers ),
slogans such as “Workers of the world, unite!”
(overthrow of the bourgeoisie by the
proletariat).
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Thinking about Key Concepts and Ideas from
“About Fascism”

1. There are several ways to answer this question.

Responses might include the following:

Liberalism—individual choices and actions
affect conditions;

Communism—conditions are produced by
economic relationships and struggles between
classes;

Fascism—good or bad conditions are the result
of heroes or villains of the nation state, race,
etc. and can be changed accordingly.

. Answers may vary, but should show an

understanding of fascist ideology. Responses
might include the idea of people looking for
simple answers to complex social, economic
and political problems. Hitler and Mussolini,
for example, appealed to German and Italian

- anger about their respective countries’ status

Historical Connections / 2-4
The Lesson Plan

following WWI, invoking nationalistic pride
and naming enemies of the nation, such as
Jews in Germany, Liberals and Communists in
Italy, etc.

. Fascists might respond to ideas of the

Enlightenment in the following ways:

Humanism—it is not human life itself that is
valuable, but the life of the nation as a whole;

Rationalism—human beings must follow a
strong leader who will guide them properly
and reveal solutions to their problems;

Secularism—religion can work for or against
the state;

Progressivism—human history is the story of
empires and the strong vs. the weak;

Universalism—human beings are bound by
nation, state or race; those on the “outside” are
enemies.
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Background Material

Historical Connections / 2-5
What Is an Ideology?

What Is an Ideology?

From “The Concept of Ideology” by Terence Ball and Richard Dagger, from
Ideals and Ideologies: A Reader, 2nd ed. (New York: HarperCollins Publishers Inc., 1995), p. 1.
Reprinted by permission of Addison-Wesley Educational Publishers, Inc., Glenview, Illinois.

The persistence of ideologies and ideological
conflict throughout modern history should come as no
surprise, for ideologies are born of crisis and conflict.
People need help to comprehend and cope with
turbulent times and confusing circumstances, and
ideologies provide this help. An ideology does this by
performing four important and perhaps indispensable
functions for those who subscribe to it.

First, it helps to explain political phenomena that
would otherwise remain mysterious or puzzling. Why
are there wars or rumors of war? Why are there
conflicts between nations, between classes, and
between races? What causes depressions? The answer
that one gives to these, and to many other questions,
depends to some degree on the ideology to which one
subscribes. A Marxian socialist will answer one way, a
fascist another....

Second, an ideology provides its adherents
[followers] with criteria and standards of
evaluation—of deciding what is right and wrong, good
and bad. Are class differences and vast disparities of
wealth a good or a bad thing? Is interracial harmony
possible, and, if so, is it desirable? Is censorship
permissible, and, if so, under what conditions? Again,
the answer one gives will depend on which ideology
one accepts.

Third, an ideology orients its adherents, giving
them a sense of who they are and where they

belong—a social and cultural compass with which to
define and affirm their individual and collective
identity. A fascist, for example, will typically think of
himself as a member of a superior nation or race. A
Communist will conceive of herself as a defender of
the working class against capitalist oppression and
exploitation....

Fourth and finally, an ideology supplies its
adherents with a rudimentary political program. This
program provides an answer to the question posed by
Lenin, among many others: What is to be done? And,
no less important: Who is to do it?...

An ideology, in short, serves as a guide and
compass through the thicket of political life.

Thinking about Key Concepts and Ideas

1. In your own words, summarize the four functions
of ideology.

2. Based upon this definition of ideology, name two
ideologies and briefly explain how you can tell
they are ideologies and not something else. Use the
four criteria to help with your answer.

3. In your opinion, how do people come to believe in
one particular ideology or way of thinking? Under
what circumstances might one change his or her
beliefs?
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About Liberalism

About Liberalism

From “Liberalism” by Terence Ball and Richard Dagger, from
Ideals and Ideologies: A Reader, 2nd ed. (New York: HarperCollins Publishers Inc., 1995), p. 68.
Reprinted by permission of Addison-Wesley Educational Publishers, Inc., Glenview, Illinois.

Like “liberty,” the word “liberal” derives from the
Latin /iber, meaning free. Liberals usually see
themselves as champions of individual liberty who
work to create or preserve an open and tolerant
society—a society whose members are free to pursue
their own ideas and interests with as little interference
as possible.

History

An ideology with a long history, liberalism began as
a reaction against two features of medieval society in
Europe: religious conformity and ascribed status
[...wherein a person’s social standing was based not
on achievement, but on the status of his or her parents.
One was simply born a nobleman, a free commoner, a
serf...]

...Against this society rooted in ascribed status and
religious conformity, liberalism emerged as the first
distinctive political ideology. Yet this liberal reaction
did not take form until a series of social, economic,
and cultural crises shook the medieval order to its
foundations. Many of these changes were directly
related to the outburst of creativity in the fourteenth
and fifteenth centuries known as the Renaissance.

But the most important change leading to the rise of
liberalism was probably the Protestant Reformation of
the sixteenth century. When Martin Luther
(1483-1546) and other “reformers” taught that
salvation comes through faith alone, they encouraged
people to value the individual conscience more than
the preservation of unity and orthodoxy. Without
intending to do so, then, they prepared the way for
liberalism. The step from individual conscience to
individual liberty was still radical for the time, but it
was a step that liberals began to take in the seventeenth
and eighteenth centuries. ...

Economic Implications

In their efforts to remove obstacles to individual
liberty, many liberals began to argue that economic
exchanges are a private matter between persons who
ought to be free from government regulation. In France
a group of thinkers called the Physiocrats captured this
view in the phrase, “Laissez faire, laissez passer”—let
it be, leave it alone. This is the core of capitalism,
which found its most influential defense in Adam

Smith’s Wealth of Nations (1776). Smith argued that
an economic policy that would allow individuals to
compete freely in the marketplace would be not only
the most efficient, but the fairest policy, since it gives
everyone an equal opportunity to compete.

Changes in Liberalism

Throughout the eighteenth century, then, liberalism
was arevolutionary doctrine that reshaped the
religious, political, social, and economic relations of
people in Europe in North America. Although it
continued to play this part in the nineteenth century,
liberalism began to take new directions. Perhaps the
best way to describe these new directions is to say that
the liberal attitude toward democracy and government
shifted in the course of the 1800s. Whereas earlier
liberals had spoken the language of equality, liberals in
the nineteenth century went further to call for
expansions of voting rights; and whereas earlier
liberals regarded government as, in Thomas Paine’s
words, a “necessary evil,” some in the nineteenth
century came to see it as a necessary ally in the
struggle to promote individual liberty. In both cases,
John Stuart Mill (1806-1873) played a vital part.

J.S. Mill: On Liberty

An early supporter of women’s rights, Mill argued
that literate adults should have the right to vote...Now
that government is responsible to the people, he said in
On Liberty (1859), the majority of voters could
conceivably use the government to deny liberty to
those who do not agree with them. More directly, the
“moral coercion of public opinion” can and does stifle
freedom of thought and action by making a social
outcast of anyone who does not conform to social
customs and beliefs. Mill’s argument against this new
tyranny [of the majority] rests on the claim that not
only individuals, but society as a whole will benefit if
people are encouraged to act and think freely, for
progress is possible only where there is open
competition among different ideas, opinions, and
beliefs—a marketplace of ideas.

Thinking about Key Concepts and Ideas

1. The term “liberal” is used frequently in
contemporary American politics. What connotation
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Published by the Center for Civic Education in cooperation ‘HﬂGThe Ohio State University |QVAIE

TeHE

OHIO



does that word have when used by the media,
politicians, etc.? Compare and contrast that
connotation with this piece’s description of
liberalism.

. What major American party or parties are

represented by this description of liberalism? What
clues lead you to this answer?

Historical Connections / 2-7
About Liberalism

. Ideologies have symbolic institutions (such as

famous words, landmarks, and documents) through
which values and beliefs are reflected. List at least
three such institutions for liberalism and briefly
explain what they represent.
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Historical Connections / 2-8
About Communism

About Communism

From “Communism” by Terence Ball and Richard Dagger, from Ideals and Ideologies: A Reader, 2nd ed.
(New York: HarperCollins Publishers Inc., 1995), pp. 179-80, 192, 220.
Reprinted by permission of Addison-Wesley Educational Publishers, Inc., Glenview, Illinois.

Similarities Between Socialism and
Communism

Although socialism and communism are by no
means identical, they belong to a common family of
ideologies and spring from a common impulse. Both
envision a society in which everyone contributes time,
labor, and talent to a common pool and receives in
return enough goods to satisfy his or her needs. Both
condemn the exploitation of one individual or class by
another that occurs, for example, when one profits
from another’s labor. And both believe that property
should be distributed as to benefit not the wealthy few,
but the public at large. Both are, therefore, critical of
capitalism as an economic system and of liberalism (or
liberal individualism) as an ideology.

Differences Between Socialism and
Communism

But socialism and communism are different in other
respects. One crucial difference concerns the means for
attaining their ends. Socialists are more apt to favor
peaceful and piecemeal reforms as a way of bringing
about a socialist society, while Communists—at least
in the late nineteenth and the twentieth
centuries—have often opted for violent revolutionary
transformations spearheaded by an elite “vanguard”
party. Moreover, the kind of society that each hopes to
create differs to some degree. Socialists envision a
society in which the major means of
production—mines, mills, factories, power plants, and
so on—are either publicly owned or at least operated
for the public benefit. Modern Communists, by
contrast, tend to favor public ownership and
bureaucratic control of virtually all enterprises, large
and small.

Karl Marx and The Communist Manifesto

Originally written at the request of a small group of
radicals known as the Communist League, the
Manifesto of the Communist Party (1848) has become
the most famous, and perhaps the most influential,
statement of Karl Marx’s views [although Marx’s
longtime friend and collaborator, Friedrich Engels, did
most of the writing]....

Beginning with the statement, “The history of all
hitherto existing society is the history of class

struggles,” the Manifesto sets out Marx’s materialist
conception of history in bold terms, then draws on this
analysis of history and economics to offer a program
for radical change.

Foundations

Marx and Engels’ “materialist” view made material
production and class struggle the primary determinants
of social stability and change. All previously existing
societies were divided along class lines. On the one
side was the dominant or ruling class, the owners of
the means of material production; on the other, a
subservient class condemned to do the bidding of the
ruling class. Who the rulers and the ruled are depends
on the type of society or “social formation” one is
talking about. In slave society, masters rule over
slaves; in feudal society, lords rule over serfs; in
capitalist society, the ruling capitalist class or
bourgeoisie rules over the working class or proletariat.

Marxism-Leninism

...The only Marxism worthy of the name,
[Vladimir] Lenin [revolutionary leader of the U.S.S.R.,
1917-1924] argued, was radical in its aims and
revolutionary in its strategy. The aim was nothing less
than the creation of a classless communist society. And
this aim, he argued, could be accomplished only with
the assistance of a revolutionary vanguard party whose
leadership was composed of radicalized “bourgeois”
intellectuals like himself. Left to themselves...workers
would organize themselves into trade unions and form
working-class political parties in hopes of “reforming”
the capitalist system from within. To cooperate with
the capitalist system, said Lenin, was to be corrupted
by it. Better to bury it once and for all. Hence the need
for a relatively small, tightly knit, highly organized
conspiratorial party to raise class consciousness,
educate the workers about where their “real” interests
lay, and prepare the way for a revolution made in the
name of, but not directly by, the proletariat.

...Itis indeed this version of
Marxism—*“Marxism-Leninism”—that proved to be
the single most influential and important variant of
Marxism through the twentieth century. In the Soviet
Union, China, Cuba, Vietnam, Eastern Europe, and
elsewhere, the Marxist-Leninist model, as modified by
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Josef Stalin (1879-1953), Mao Zedong (1893-1976),
and others, served as an ideology to legitimize an
all-powerful party ruling over a highly centralized
government and a planned economy managed by
government bureaucrats. It is this ideology, and the
system it spawned and justified, that in the 1980s and
early 1990s came under withering attack from within
these countries and even from factions within their
respective Communist parties. Communism as we
have known it is rapidly ceasing to exist.

Historical Connections / 2-9
About Communism

Thinking about Key Concepts and Ideas

1.

Lenin advocated a revolution, led by an elite
political vanguard, to accomplish the goals of
communism. Socialists, however, favor piecemeal
reforms to create less division between classes. Is it
possible for socialism to coexist with democracy?

One of the four functions of ideology is evaluation.

" How do communists evaluate social conditions?

What do “just” vs. “unjust” conditions look like?
What symbols have been used to promote
Communism? What values, as portrayed in this
piece, are represented by those symbols?
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About Fascism

In order to understand fascism when it emerged as a political ideology in the 1920s,
itis helpful to first examine the ideas against which it was reacting: the premises of the
Enlightenment, from which liberalism and socialism flowed.

From “Fascism” by Terence Ball and Richard Dagger, from Ideals and Ideologies: A Reader,
2nd ed. (New York: HarperCollins Publishers Inc., 1995), pp. 181+.
Reprinted by permission of Addison-Wesley Educational Publishers, Inc., Glenview, Illinois.

Fascism as Counter-Enlightenment Ideology
... The two great political currents that flow from the

Enlightenment are liberalism and socialism. Different

as they are in other respects, these two ideologies are

alike in sharing the premises of the Enlightenment.
These premises include:

1. Humanism—the idea that human beings are
the source and measure of value, with human
life valuable in and of itself...

2. Rationalism—the idea that human beings are
rational creatures and that human reason,
epitomized in scientific inquiry, can solve all
mysteries and reveal solutions to all the
problems that men and women face...

3. Secularism—the idea that religion may be a
source of comfort and insight, but not of
absolute and unquestionable truths for guiding
public life...

4. Progressivism—the idea that human history is
the story of progress, or improvement...in the
human condition...

5. Universalism—the idea that a single universal
human nature binds all human beings together,
despite differences of race, culture, or religious
creed...

From “Fascism” by Terence Ball and Richard Dagger, Ideals and Ideologies: A Reader,
2nd ed. (New York: HarperCollins Publishers Inc., 1995), pp. 181+,
Reprinted by permission of Addison-Wesley Educational Publishers, Inc., Glenview, Illinois.

Foundations

Fascism emerged after World War I as a reaction
against the two leading ideologies of the time,
liberalism and socialism. Both liberalism and
socialism, the fascists complained, divide the members
of society against one another—liberals by
emphasizing individualism, socialists by stressing the
conflict between social classes. In contrast, fascism
presents a picture of individuals and classes as merely
parts of a larger, all-embracing whole—the society or
state—which can be strong only when all the parts
unite behind a single party and a supreme leader.

Adolf Hitler and Benito Mussolini

This was the core of fascist ideology as it developed
in Italy under Benito Mussolini (1883-1945) and in
Germany under Adolf Hitler (1889-1945). Mussolini’s
Fascist party took its name from the Italian word
Jasciare, to fasten or bind, and its derivative fasci,
meaning group. Fascism was the force that could bind
Italy together, Mussolini declared. Fascism would lead

Italy to a new empire as glorious as the Roman Empire
of ancient times. Everything and everyone would have
to be dedicated to the service of the state, which was
the legal and institutional embodiment of the power,
unity, and majesty of the Italian people, or nation. As
Mussolini and his followers repeated over and over,
“Everything in the state, nothing outside the state,
nothing against the state.”

Totalitarianism

As this slogan suggests, fascism in its pure form is a
totalitarian ideology. In fact, the Italian Fascists coined
the word “totalitarian” to define their antidemocratic
aims and to distinguish themselves from liberalism and
socialism, which they saw as advocating democracy.

Democracy requires equality of some sort, whether
it be in the liberals’ insistence on equal opportunity for
individuals or the socialists’ insistence on equal power
for all in a classless society.

But Mussolini and his followers had no use for
either democracy or equality. Democracy is all talk
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and no action; equality merely restrains the strong in
order to protect the weak. The Fascists did appeal to
the masses for support, to be sure, but in their view the
common people were to exercise power not by
thinking or speaking for themselves, but by blindly
following their leaders to victory. As another of
Mussolini’s many slogans put the point, “Believe,
obey, fight!”

Race Supremacy

Hitler and his National Socialistsl, or Nazis for
short, adopted a similar position in Germany in the
1920’s and 1930s. With Hitler as supreme leader, the
Nazi party was to unify all German-speaking peoples
into a single state that would go on to become a great
new empire (or Reich). Hence the Nazi slogan, “Ein
Volk, ein Reich, ein Fithrer’—one people, one empire,
one leader.

The chief difference between German Nazism and
Italian Fascism was the racial element in Nazi theory.
For Nazis, the fundamental fact of human life is race.
There is no such thing as a single or universal human
nature, for human beings belong to different races. Far
from being equal, furthermore, each race has its own
unique characteristics and its own destiny. One race,
the Aryan [of which the Germanic people were the
purest remnant], is naturally stronger, more intelligent,
and more creative than all the others, and the destiny
of this “master race” is to subject all other races to its
rule.

Nationalism
...Finally, and perhaps most significantly, fascists
are intensely nationalistic. Nationalism is the belief

Historical Connections / 2-11
About Fascism

that the world is naturally divided into distinct nations,
or peoples, each of which ought to be united in its own
political unit, or nation-state. Although nationalistic
tendencies have been evident in many parts of the
world throughout history, they became especially
powerful in the nineteenth century, particularly in Italy
and Germany—two countries that were not forged into
distinct nation-states until the 1860s and 1870s. The
desire to preserve and strengthen this unity seems to
have played a large part in the rise of Italian fascism
and German Nazism.

Mussolini and Hitler both died in 1945, the former
killed by anti-Fascist Italian guerillas, the latter of a
suicide in his bunker in Berlin. Their defeat in World
War II dealt a crushing blow to the Fascists and Nazis,
if not a fatal one. For we should not forget that fascism
was not confined to Italy and Germany, nor has it
altogether disappeared—as the activities of various
Fascists and neo-Nazis in Europe, South Africa, and
the Americas clearly remind us. Hitler and Mussolini
may be dead, but their legacy lingers.

Thinking about Key Concepts and Ideas

1. How do fascists explain political phenomena,
according to the explanation function of ideology?

2. Under what circumstances, in your opinion, would
people be attracted to fascism?

3. How, specifically, would fascists respond to each
of the five premises of the Enlightenment? How
might they reword each premise to fit their
ideology?

1" Editor's Note: This use of the word “socialist” is potentially confysing. For Hitler, “socialism” emphasized the
one-party state, in which the state (in this case, ruled by the(ya_\Ei Party) commanded all aspects of life, including

the economy.
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Functions of Three Ideologies

Functions of Three Ideologies

Directions: Outline the following chart on the chalkboard or large newsprint. Include all but the suggested

answers (in italics). These suggested answers should be used only as guidelines for the teacher, as students should
be encouraged, via group discussion, to develop their own accurate responses.

Based upon a discussion by Terence Ball and Richard Dagger, Political Ideologies and
the Democratic Ideal, 2nd ed. (New York: HarperCollins Publishers Inc., 1995), pp. 9+.
Reprinted by permission of Addison-Wesley Educational Publishers, Inc., Glenview, Illinois.

An Ideology...

Explains—
why (social, political,
economic) conditions
are as they are

Evaluates—
supplies standards for
right & wrong, good &
bad

Orients—
gives followers a sense
of who they are, where
they belong

Supplies Political

Program—
tells followers what to
do, how to proceed

Liberalism

Social conditions are
the result of individual
choices and actions.

The more freedom of
the individual, the
better; the less
[freedom, the worse.

People are rational
individuals with
interests to pursue and
choices to make.

In general, support
programs that
promote individual
liberty and
opportunity.

Communism

Economic & class
relationships shape
one'’s life & choices.

When one class of
people (bourgeois)
controls wealth, it
exploits the working
class (proletariat).

People are defined by
their positions in class
structure. This
consciousness is a
necessary step toward
achieving a classless
society.

Do whatever is
necessary to bring
about a classless
society.

92

Fascism

Society is divided into
groups of heroes (for
the cause) & villains

(the enemy).

The more people are
united behind their
party/ leader, the
better; the more
Jfragmented, the worse.

People are of value
only as members of
nation-state/race.

Do whatever is
necessary to bring
glory to the
nation-state/race.
Follow leaders, fight
enemies: “Believe,

obey, fight!”
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What You Need to Play 1.D. That Idea!

Background Material

What You Need to Play 1.D. That Idea!

Materials
Background Material .D. That Idea! Questions and Answers
Chalk and chalkboard OR markers and newsprint

Roles
1-4 Game Show Hosts (either use 1 for the whole game or rotate them each round)

2-8 Judges, who will determine the accuracy of answers. (Suggestion use teacher-student teams, with the
student as lead judge and the teacher as back-up, for trickier judgement calls.)

Up to 20 Players, in evenly divided teams of up to 5 each

Rules and Directions

Outline the “game board” on the chalkboard or large piece of newsprint as follows:

100 200 300
100 200 300
100 200 300

Divide students into teams of five. Begin with two teams competing against one another. The winner of that
game will then play the third team, and so on. Each team should line up (standing or seating), facing one
another. Teams should choose one person to lead each question, although he or she will have the opportunity to
collaborate with the team for actual answers. Each time a new category is chosen, the team should rotate the
lead player.

Begin the game by having one team choose a category according to desired level of difficulty: 100, 200, or 300.
The game show host will then read a quote from one of the following “cards” from that category. Whomever is
quickest with the bell, buzzer or other contraption gets the first shot at answering the question. Team players
have 30 seconds to collaborate with the team and produce an answer. An answer is considered correct if it both
names the correct ideological perspective of the quotation (liberalism, communism, or fascism) and gives at
least one appropriate “clue” or reason for the answer. When the answer is read correctly, the number should
be erased/crossed off the board/newsprint. If an answer falls short of this criteria, the other team has 30 seconds
to produce a correct answer and therefore win the points. Continue in this fashion, rotating team players, until
all 9 categories are through. The team with the most points is the winner of that round and will then play the
next team.

There are enough questions for 3 rounds, and therefore 4 teams to play at least once. (Note: For additional
games, have students research and write additional questions.) Use the following questions as “cards” for the
Game Show Host to read, and the Judge to judge.

Note: The purpose of this game is to strengthen students’ ability to recognize the foundations of these three
different ideologies—even when they come from sources outside their historical contexts. An attempt has been
made to include a wide variety of sources, spanning a couple centuries and many different countries. Despite
the fact that some of the contemporary American groups’ quotes represent what some might call “fringe”
perspectives, it should be stressed that these ideologies (fascism and communism) represent what have at times
been widespread, popular beliefs.
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L.D. That Idea!

Background Material

LD. That Idea!
100 Points

1. “We believe that the White race is the Master Race of the earth.”

2. “Human rights and fundamental freedoms are the birthright of all human beings, are inalienable and are
guaranteed by law.”

3. “Organize the proletariat, build the Marxist-Leninist party!”

4. “We demand the union of all White Aryans in North America in a White People’s Republic.”

5. “Believe! Obey! Fight!”

6. “Everyone has the right to freedom of thought, conscience and religion.”

7. “The best government is that which governs least.”

8. “To meet the challenge of the capitalist offensive, the times demand one thing: steadfast revolutionary work.”

9. “Over himself, over his own body and mind, the individual is sovereign.”

34
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ID. That Idea!

‘ LD. That Idea!
200 Points

1. “There will never really be a free and enlightened State until the State comes to recognize the individual as a
higher and independent power, from which all its own power and authority are derived, and treats him
accordingly.”

2. “The proletariat needs state power, the centralized organization of force, the organization of violence, both to
crush the resistance of the exploiters and to lead the enormous mass of the population...in the work of
organizing [the] economy.”

3. “The authority of the Leader is not limited by checks and controls, by special autonomous bodies or individual
rights, but it is free and independent, all-inclusive and unlimited... It exists for the people and has its
justification in the people.”

4. “I thoroughly disagree with what you say, but I shall defend to the death your right to say it.”

5. “Democrat and Republican, liberal capitalist and conservative capitalist, are united in waging war on the
‘ working masses, slashing wages, arming the Pentagon to the hilt and stepping up racist attacks.”

6. “The weak must be chiseled away...I want a violent, arrogant, unafraid, cruel youth who must be able to suffer
pain.”

7. “History has proved that only a thoroughly democratic and centralized vanguard party can lead the working
class and its allies to political victory.”

8. “In the struggle for daily bread all those who are weak and sickly or less determined succumb... And struggle
is always a means for improving a species’ health and power of resistance and, therefore, a cause of its higher
development.”

9. “Objective: to consolidate the dictatorship and the proletariat in one country, using it as a base for the over
throw of imperialism in all countries.”

@ -
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LD. That Idea!

LD. That Idea!
300 Points

1. “The most natural privilege of man, next to the right of acting for himself, is that of combining his exertions
with those of his fellow-creatures, and of acting in common with them.”

2. “We shall employ agents, circulate tracts, petition the state and national legislatures, and endeavor to enlist the
pulpit and the press on your behalf.”

3. “...the tyranny of the majority is now generally included among the evils against which society requires to be
on its guard.”

4. “The classical argument for freedom in economic affairs rests on the tacit postulate that the rule of law should
govemn policy in this as in all other spheres....Freedom of economic activity had meant freedom under the law.”

5. “Outside the State there can be neither individuals nor groups (political parties, associations, syndicates,
classes).”

6. “France must be given a leader who can see things clearly, plan, know, give orders, act, endure....For
parliamentary intrigue...we must substitute method, authority, continuity, all that dictatorship alone can bring
about...”

7. “The word degenerate, when applied to a people, means (as it ought to mean) that the people has no longer the
same intrinsic value as it had before, because it has no longer the same blood in its veins, continual
adulterations having gradually affected the quality of that blood.”

8. “The proletariat will use its political supremacy to wrest, by degrees, all capital from the bourgeoisie, to
centralize all instruments in the hands of the state.”

9. “Arevolution is not the same as inviting people to dinner, or writing an essay, or painting a picture... A
revolution is an insurrection, an act of violence by which one class overthrows another.”

90
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LD. That Idea Answer Key

100 Points

1. ID: Fascism (race supremacy)
Source: American Nazi Party, 1981

2. ID: Liberalism (freedom of the
individual)
Source: Charter of Paris for a New
Europe

3. ID: Communism (proletariat,
Marx-Lenin references)
Source: (American)
Marxist-Leninist Party, 1983

4. ID: Fascism (race supremacy)
Source: National Socialist White
People’s Party, 1987

5. ID: Fascism (emphasizes
unquestioning conformity)
Source: Benito Mussolini

6. ID: Liberalism (individual liberty)
Source: The International
Declaration of Human Rights,
1948 (Article 18)

7. 1ID: Liberalism (little interference
in peoples’ lives)
Source: The Democratic Review,
1837 (quoting a Jeffersonian
principle)

8. ID: Communism (fight and surpass
capitalism)
Source: (American)
Marxist-Leninist Party, 1983

9. ID: Liberalism (individual is most
important)
Source: John Stuart Mill

I.D. That Idea Answer Key

200 Points

1.

ID: Liberalism (individual rights)
Source: Henry David Thoreau

ID: Communism (power to the
proletariat, who will lead the
masses)

Source: Vladimir Lenin, The State
and Revolution, 1917

ID: Fascism (idea that a leader
should have unlimited power
(totalitarianism), and exists for the
people (state))

Source: Ernst Huber,
Constitutional Law of the Greater
German Reich, 1939

ID: Liberalism (individual
expression is protected)
Source: (attributed to) Voltaire

ID: Communism (capitalism vs.
working masses)

Source: (American)
Marxist-Leninist Party, 1973

ID: Fascism (strong vs. weak,
emphasis on brutality)
Source: Adolf Hitler

ID: Communism (emphasis on
working class struggle)

Source: Freedom Socialist Party,
1976

ID: Fascism (survival of the
“fittest,” emphasis on species)
Source: Adolf Hitler

ID: Communism (power to the
proletariat via dictatorship,
overthrow imperialism)
Source: Josef Stalin, The
Foundations of Leninism, 1924

]
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300 Points

1.

ID: Liberalism (individual freedom
to pursue interests)

Source: Alexis de Tocqueville,
early 1830s

ID: Liberalism (individuals have
rights to pursue their interests)
Source: Seneca Falls Declaration
of Sentiments and Resolutions (for
women’s rights), 1848

ID: Liberalism (minority rights vs.
tyranny of majority)

Source: John Stuart Mill, On
Liberty, 1859

ID: Liberalism (rule of law should
govern economic activity, and all
other spheres)

Source: Friedrich A. Hayek, The
Constitution of Liberty, 1960

ID: Fascism (the State above all
else—even groups)
Source: Benito Mussolini

ID: Fascism (emphasis on order,
authority, dictatorship)

Source: Charles Maurras, leader of
the Action Frangaise, 1924

ID: Fascism (emphasis on pure vs.
“mixed” blood)

Source: Joseph-Arthur de
Gobineau, 1853-1855

ID: Communism (power of the
proletariat should replace power by
bourgeoisie)

Source: Karl Marx and Friedrich
Engels, Manifesto of the
Communist Party, 1847

ID: Communism (revolution by
clash of classes )
Source: Mao Zedong, 1949
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o NARRATIVES FROM POLISH SURVIVORS
OF NAZI CONCENTRATION CAMPS:
EXPLORING PERSPECTIVES THROUGH
LITERATURE AND PRIMARY SOURCES

The first duty of Auschwitzers is to make clear just what the camp is...But let
them not forget that the reader will unfailingly ask: But how did you survive?
—Tadeusz Borowski, survivor of Auschwitz

It happened, it passed and almost doesn’t matter.
But maybe someone will find this interesting.

—Stanistaw Strzemieczny, survivor of Nazi concentration camps,
in the dedication to his unpublished memoir

Summary of the Lesson

Students will read and analyze the experiences of two Polish survivors of Nazi concentration
camps. These narratives are unique in that they describe daily camp life from the perspectiye of
non-Jewish political prisoners interned in the camps. While many outstanding resources exist
on the Jewish Holocaust, the voices of Slavs, Roma (Gypsies), homosexuals, political
prisoners, and other groups who suffered under Nazi persecution are often absent. The

. materials in this lesson provide insights into the camps’ hierarchies, as well as the ways in
which people who faced horrible atrocities each day dealt with these realities. In addition, the
lesson is intended to broaden students’ understanding of the extent to which Nazi occupation
during World War II affected the lives of individuals in Central and Eastern Europe. NOTE:
The readings in this lesson contain graphic references to incidents in Nazi concentration
camps which students might find disturbing. These passages have not been edited in
order that students might more fully understand the complexities of a world in which
survival was tenuous and brutality commonplace.

Objectives
Students will be expected to

m compare and contrast the experiences of the Polish political prisoners (presented in the
lesson) with their previous knowledge about victims of the Jewish Holocaust,

® analyze the impact of violence and atrocities becoming integrated into people’s daily
lives,

um evaluate the ways in which human dignity is both victim to and conqueror of inhumane
treatment.

Background Material for the Teacher

The materials contained in this lesson are drawn from two sources: the unpublished memoirs of

Stanistaw Strzemieczny (pronounced Stan’-is-swahv Shtrehme-yets’-nuh) and a collection of
. short stories from Tadeusz Borowski (pronounced Tah-day’-ush Bo-rov-skee), entitled This

Way for the Gas, Ladies and Gentlemen. Strzemieczny and Borowski were prisoners in Nazi
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concentration camps and, though housed in different parts of the camp, both were inmates at
Auschwitz in 1943. Both arrived shortly after a change in camp policy that stopped the
execution of non-Jewish prisoners. Strzemieczny’s account is a first person narrative of his
experiences in the camps. Strzemieczny survived the camps, returned to his wife and daughter
following the war, and currently resides in Warsaw, Poland with his son (born after the war)
and grandson.

Additional information about Borowski is contained in the background material handout
entitled Tadeusz Borowski by Jan Kott.
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The Lesson Plan

Opening the Lesson

Begin by reading the following excerpt from
Stanistaw Strzemieczny’s memoirs. Do not,
however, provide students with any background
information about the author.

After waiting for a while the Germans started to
write down records of all the people gathered in
Jfront of the school. We were called by our names
into the school building. A young German SS
officer asked us formal questions. The answers
were typed by a young German woman. When 1
gave my marital status, he dictated to the typist:
“Also erledid” (hooked). This joke was intended
Jor the young woman....

After writing down the records they began
loading us on trucks covered with canvas that
arrived in front of the school. Among the people
watching us from the street I noticed my wife.
When I mounted the truck I went to the rear end
and I saw her through the slit in the canvas. She
ran to the truck and was trying to push a big
bottle of milk through the slit. My hands were
still tied so I had some troubles grabbing the
milk. My friends helped me. While I was
grabbing the milk, the truck started and I saw my
wife trying to run after it in a gesture of helpless
despair. Later in life I saw many such scenes in
films about war and every time I recalled again
my reaction to that hopeless run after the
speeding truck. It was the beginning of our
separation that could be final. 1 did not ask her
about that incident after coming back. Now I
regret that very much. After the war, we rarely
spoke about those sad memories. It is evident that
she risked her life giving me the milk and running
after the truck. The German reaction in such
cases were merciless.

Ask students to hypothesize about this story and its
narrator. If necessary, the following questions might
be used to get students involved:

1. What time period could the narrator be
describing?

2. Why might the narrator be in the truck?
3. Where could the truck be going?
4. What do you know about the narrator?

If students have previous knowledge about WWII
and the Jewish Holocaust, it is likely that they will
hypothesize that the narrator is Jewish, has been

arrested by the Nazis because of their persecution of
the Jews, and is being transported to a concentration
camp.

If students are not familiar with facts about the
Holocaust, the following information may be
helpful:

1. Estimates regarding the total number of people
murdered in Nazi concentration camps range
from 12-15 million.

2. Approximately 6 million of these victims were
Jewish.

3. Estimates of Roma (Gypsy) deaths range from
220,000 to 500,000.

4. 5,000-15,000 “officially defined homosexuals”
were incarcerated in concentration camps. It is
unknown how many of these perished in the
camps but some scholars estimate that the
death rate was as high as 60%.

5. Between 200,000 and 250,000 mentally and
physically handicapped persons were
murdered between 1939 and 1945 in Nazi
“cleansing” actions.

6. An estimated 2,500 to 5,000 Jehovah
Witnesses died in Nazi camps or prisons.

(Source for #s 2-6: The United States Holocaust
Memorial Museum)

Explain to students that, in fact, the narrator is not
Jewish but was a Polish political prisoner at
Auschwitz arrested for his involvement in Poland’s
underground movements—clandestine
organizations who worked against the Nazi
occupation through sabotage,
information-gathering, and counter-invasion tactics.
(Share additional information about Stanistaw
Strzemieczny from the “Background Material for
the Teacher” section above.)

Read the excerpt again and ask students the
following questions:

1. Why did some of them assume that the
narrator was Jewish?

2. What do any of them know about the
experiences of non-Jewish prisoners in Nazi
concentration camps? Were their experiences
the same as or different from the Jewish
prisoners?

3. What do they think Strzemieczny was thinking
about as he waited in line?
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4. Why does it seem strange that the SS officer
would be making jokes with the clerk?

5. Why do they think that Strzemieczny and his
wife never discussed his memory of her
running after the truck?

6. Why would Strzemieczny’s wife risk her life
by giving him the milk and running after the
truck?

Developing the Lesson

Provide students with a summary of the information
from the background material handout Tadeusz
Borowski. (This information was included for use
by the teacher but, particularly for students or
classes interested in literature, the handout might be
shared in its entirety. Stress the graphic nature of
this piece by warning students that they may find
parts of the story very disturbing.) Some of the key
points about Borowski include:

1. Details about life in Warsaw during the
German occupation (the numerous illegal
publications, the secret and *“floating” high
school and university classes, the workers who
held “legal” jobs in order to obtain food
rations but often bought and sold items on the
black market).

2. A description of Borowski’s arrest, after the
disappearance of his fiancée, and the way in
which the S.S. “trapped” members of the
intelligentsia and underground opposition
groups.

3. Explain that Borowski, like Strzemieczny,
arrived at Auschwitz within weeks of the
change in camp policy which meant that
non-Jews were no longer sent to the gas
chambers and crematoria except in extreme
circumstances. However, until this change in
policy, any groups who were considered
“inferior” (including Roma/Gypsies, people of
Slavic origin, homosexuals, and others who
resisted Nazi domination), were subject to the
possibility of automatic extermination.

4. Review the concept of a “first-person
narrative.” Clarify with students that, although
these stories were created from Borowski’s
personal experiences at Auschwitz, he tells his
story through the voice of a fictional character
named Vorarbeiter (“foreman” in German)
Tadeusz. Ask students why they think
Borowski might have chosen to use the voice
of a fictional character instead of his
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own—even though the experiences were very
similar? (If students don’t reach this
conclusion on their own, suggest that these
were very painful memories for Borowski and
perhaps he needed to distance himself from the

story.)

. Briefly describe the hierarchy that existed in

the camp. Both the story The People Who
Walked On and the background material on
Borowski provide some insights into this
structure. While most of the Jews were
immediately killed, some of the Jews and most
of the other prisoners formed a workforce
which was responsible for the daily operation
of the camp. Duties included working in
nearby fields, building and maintaining the
camp, sorting through the enormous amounts
of clothing, bags, valuables, and personal
items taken from the victims who died in the
gas chambers, and taking bodies from the gas
chambers to the crematoria and pits for
disposal. In addition, prostitution was common
at the camp. Women and men were often
forced to sell their bodies in order to obtain
enough food to survive. Virtually everything
was available at enormous material and
personal cost on a black market that operated
at Auschwitz. While some prisoners starved or
were worked to death, others managed to exist
fairly comfortably within the confines of the
camp. Often, these individuals achieved their
own comfort and security by turning against or
manipulating other prisoners. Between these
two extremes, people like Vorarbeiter Tadeusz
existed. Members of this group existed by
protecting their own interests but were limited
in what they did (or could do) to help those
around them.

. Share the following quote from Borowski

which is included in the background material:

The first duty of Auschwitzers [survivors of
Auschwitz] is to make clear just what a camp
is... But let them not forget that the reader will
unfailingly ask: But how did it happen that you
survived? ... Tell, then, how you bought places
in the hospital, easy posts, how you shoved the
‘Moslems’ [prisoners who had lost the will to
live] into the oven, how you bought women,
men, what you did in the barracks, unloading
the transports, at the gypsy camp; tell about
the daily life of the camp, about the hierarchy
of fear, about the loneliness of every man. But
write that you, you were the ones who did this.
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That a portion of the sad fame of Auschwitz
belongs to you as well.

7. Ask students what Borowski meant in this
statement. Why does Borowski feel so guilty
when he was also a victim? (Help students get
a sense for the complexity of the dual roles of
“executioner and victim” that Borowski
describes. This discussion will help them
understand the layers of meaning in
Borowski’s story in which he describes
horrifying details of camp life in the language
of the mundane and commonplace.)

Distribute copies of The People Who Walked On
and the Reader’s Guide. (Given that this is a
lengthy and emotional reading, it may be best to
have students read this at home or individually in
class. Emphasize, again if necessary, the graphic
nature of this piece.)

Explain that students will be asked to share their
responses from the Reader’s Guide in small
groups. The Reader’s Guide is intended to provide
students with a basis for comparing and contrasting
what they learn from this piece with their previous
knowledge about the camps. In addition, the
activities are designed to help students better
understand the victim/executioner role that
Borowski discussed.

Concluding the Lesson

After students have completed the reading (either
later in the period or the following class), divide
them into groups of 3-4. Using their responses from
the Reader’s Guide as a foundation, ask students to
respord to the following questions:

1. Which character did students find most tragic?
Why?

2. What makes the narrator’s discussion about
the everyday operation of the camp so
disturbing?

3. In what ways was the narrator in this story a
victim? In what ways does he feel responsible
for the suffering of others? (Provide examples
from the story for each.)

Explain that discussions about the Holocaust and
questions about responsibility continue to be a
sensitive issue for many Central and Eastern
Europeans, particularly in Poland where the Nazis
built some of the most notorious concentration
camps. In addition, after the war, many communist
governments distanced themselves from accepting
any responsibility for the atrocities that occurred

Historical Connections / 3-5
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during Nazi occupation—explaining that they were
also victimized under the Nazi regime.

Consequently, for a period, a condition of “public
amnesia” emerged in which the events were simply
not raised in the public arena. For this reason,
Borowski (as a communist and one who felt a sense
of responsibility for the genocide) offers a
particularly unusual perspective. Borowski’s dual
roles of victim and executioner captures the tension
surrounding this tragic period. What do students
conclude about these roles? Do people who bear
witness to such atrocities, or who assume any role
in such actions—even if their own survival depends
on it—share responsibility for what happened? Why
or why not?

Extending the Lesson

Students could develop an essay in which they
respond to the italicized questions above. Students
should be evaluated on whether or not they support
their conclusions with illustrations from the story.

Students might create a dialogue between Borowski
and a Jewish survivor from Auschwitz. Some
students may want to develop a play or readers’
theater including these two perspectives.

Students could put themselves in the place of one of
Borowski’s characters (other than the narrator) and
develop a story that further develops one of the
incidents he describes.

Students may wish to explore other ways in which
literature and art emerged from the horrors of the
Holocaust. The following references might be
helpful in getting them started:

1. Art from the Ashes: A Holocaust Anthology,
ed. Lawrence L. Langer.

2. Bearing the Unbearable: Yiddish and Polish
Poetry in the Ghettos and Concentration
Camps, ed. Fridea W. Aaron.

Students might create their own artwork, poetry or
short stories—generated from the images created by
Borowski’s piece.

Students might explore (i.e. in an essay or debate)
the impact of the Roma (Gypsy) Holocaust
experience upon society when so few narratives
exist. What is the relationship between this largely
non-literate, loosely-knit group’s lack of recorded
history and the fact that the general public knows
very little about this tragic part of their history?
What implication does this relationship have for the
ways we, as a society, value people and their
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culture? Additional information is also available on
the Nazi persecution of the Roma (Gypsies). For
more information see:

1. And the Violins Stopped Playing: A Story of
the Gypsy Holocaust by Alexander Ramati.

2. The sections pertaining to the Holocaust in
Bury Me Standing: The Gypsies and Their
Journey by Isabel Fonseca.

3. The Gypsies of Eastern Europe by David
Crow and John Kolsti.

4. Gypsies and the Holocaust: A Bibliography
and Introductory Essays by Gabrielle
Tynmauer.

5. The Story of Karl Stojka: A Childhood in
Birkenau published by The United States
Holocaust Museum.

Additional resources about other groups targeted for
persecution by the Nazi regime (identified in
literature from The United States Holocaust
Museum) follow.

General

1. A Mosaic of Victims: Non-Jews Persecuted
and Murdered by the Nazis edited by Michael
Berenbaum.

2. The Racial State: Germany 1933-1945 by
Michael Burleigh and Wolfgang Wipperman.

Historical Connections / 3-6
The Lesson Plan

3. The Other Victims: First-Person Stories of
Non-Jews Persecuted by the Nazis by Ina R.
Friedman.

Handicapped

1. By Trust Betrayed: Patients, Physicians, and
the License to Kill in the Third Reich by Hugh
G. Gallagher.

2. The Nazi Doctors: Medical Killing and the
Psychology of Genocide by Robert J. Lifton.

3. Racial Hygiene: Medicine Under the Nazis by
Robert Proctor.

Homosexuals

1. The Men with the Pink Triangle by Heinz
Heger.

2. Christopher and His Kind by Christopher
Isherwood.

3. The Pink Triangle by Richard Plant.
Jehovah’s Witnesses

1. The Nazi State and the New Religions: Five
Case Studies in Non-Conformity by Christine
E. King.

2. On video: Purple Triangles, the story of the
Kusseow family. A Starlock Pictures
Production for TVS, 1991. English version
distributed by Watchtower Bible and Tract
Society of New York, Inc., 25 Columbus
Heights, Brooklyn, NY 11201.
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Background Material

Historical Connections / 3-7
Tadeusz Borowski

Tadeusz Borowski
by Jan Kott

From “Introduction” pp. 11-26, from This Way for the Gas, Ladies and Gentlemen
by Tadeusz Borowski, translated by Barbara Vedder. Translation copyright © 1967
by Penguin Books Ltd. Original text copyright © 1959 by Maria Borowski.
Used by permission of Viking Penguin, a division of Penguin Books USA Inc.

Tadeusz Borowski opened a gas valve on July 1,
1951. He was not yet thirty. Borowski’s suicide was a
shock....Borowski was the greatest hope of Polish
literature among the generation of his contemporaries
decimated by the war. He was also the greatest hope of
the Communist party, as well as its apostle and
inquisitor; many years had to pass before many of us
realized that he was also its martyr. The five-volume
posthumous edition of his collected works contains
poetry, journalistic writings, news articles, novels, and
short stories; among the latter are at least a hundred
pages published by a boy of twenty-four one year after
his release from the concentration camps at Dachau
and Auschwitz, pages that—as was written after
Borowski’s death— “will very likely last as long as
Polish literature exists.” Borowski’s Auschwitz stories,
however, are not only a masterpiece of Polish—and of
world—literature. Among the tens of thousands of
pages written about the holocaust and death camps,
Borowski’s slender book continues to occupy...a place
apart. The book is one of the cruelest of testimonies to
what men did to men, and a pitiless verdict that
anything can be done to a human being.

Borowski also left behind the story of his life. There
are lives of writers which not only belong to the
history of literature but are also literature
themselves—that is, human destiny epitomized. These
are primarily the biographies of poets who abandoned
literature... who fell into madness...or who committed
suicides... The existential experience is contained in
those life stories; the boundaries where literature ends
and the realm of silence begins are revealed.
Borowski’s biography is different. It reveals what I
would call the historical destiny of man...There are
years and places, sometimes whole decades and entire
nations, in which history reveals its menace and
destructive force with particular clarity...In such
places and years history is—as my teacher used to
say— “let off the leash.” It is then that individual
human destiny seems as if shaped directly by history,
becoming only a chapter in it.

Borowski received a full “European education.”
One might even say overeducation. He was born in
1922 in Zhitomir in the Soviet Ukraine, to Polish

parents. His father, a bookkeeper, was transported in
1926 to Karelia, above the Arctic Circle, to dig the
famous White Sea Canal. That was one of the harshest
labor camps. He was exiled for his participation in a
Polish military organization during World War I.
When Tadeusz was eight, his mother was in turn sent
to a settlement a little nearer, on the Yenisei River, in
Siberia. Those were the years of collectivization and
hunger [in the Soviet Union]. The monthly food
allowance amounted to two pounds of flour. During
this time young Tadeusz was taken care of by his aunt;
he went to school and tended cows.

In 1932 the elder Borowski was exchanged for
Communists imprisoned in Poland, and Tadeusz was
repatriated by the Red Cross. His mother joined the
family in Warsaw two years later. The father worked
in a warehouse, and the mother made a little money
sewing dresses at home; life was difficult. They put
their son in a boarding school run by Franciscan
monks, where he could study for next to nothing.
When the war began, he was not yet seventeen. During
the German occupation secondary school and college
were forbidden to Poles. Borowski studied in
underground classes. In the spring of 1940 the first big
roundups began in Warsaw. He was just then taking
his final examinations. That day is described [in one of
his stories]: “A long column of automobiles stationed
itself at the end of the avenue and waited for streetcars
like a tiger tracking antelope. We spilled out of the
moving trolley like pears and tore diagonally across a
field newly planted with vegetables. The earth smelled
of spring....And in the city, on the other side of the
river, as in a deep jungle, people were being hunted.”
This final exam during the roundup was a “European”
certificate of maturity [a comprehensive exam which
comes at the end of secondary education].

Borowski obtained a job as a night watchman and
stock boy in a firm that sold building materials. At that
time, of course, young people worked mainly in order
to have a work card, which kept them from being
shipped off to the Reich. One made one’s actual living
through illegal or semilegal trade. Building materials
were hard to come by; on the black market they were
sold for ten times more than the regulated prices.

COMPARATIVE LESSONS FOR DEMOCRACY
Published by the Center for Civic Education in cooperation with The Ohio State University

64



Borowski tried to makes ends meet and studied
literature in underground university courses. The
lectures took place in private apartments and, for
safety, in small groups....

He began writing early. In a seminar on English
literature he drew attention with his translation of the
fool’s songs from Shakespeare’s Twelfth Night He
wrote, of course, his own poems too. He published
them in the winter of 1942, in an edition of 165 copies.

With the exception of the official collaborationist
daily newspaper and a couple of semipornographic
weeklies, not a single Polish periodical appeared
legally in German-occupied Poland. Yet in Warsaw
alone there appeared each day several dozen
underground leaflets and war bulletins transcribed
from radio stations in the West. Political periodicals of
every orientation came out. “Censorship” did not exist
—the printing, distribution, and even possession of
such underground literature was punishable by death
or, at the very least, the concentration camp. As never
before and as never again, Warsaw under Hitler’s
occupation was a city of the clandestine press. The
periodicals were not only from political parties and
military groups; a club of mountain climbers published
its own underground yearbook, and chess players put
out an underground monthly devoted to end games.

There were also underground editions of poetry.
Borowski ran off his first volume of poetry himself on
a mimeograph, which—he was to recollect afterward
with irony in a postwar story— “while used to run off
extremely precious radio bulletins and good advice
(along with diagram) on how to conduct street battles
in the larger cities, served also to print up lofty,
metaphysical hexameters [line or verse consisting of
six meters].” His volume, Wherever the Earth,
predicted in classical cadences the extermination of
mankind. Its dominant image was that of a gigantic
labor camp. Already, in that first volume of poetry,
there was no hope, no comfort, no pity. The last poem,
“A Song,” concluded with a prophecy delivered like a
sentence: “We’ll leave behind us iron scrap/ and the
hollow, mocking laugh of generations.”

A few weeks later Borowski was arrested. His
fiancée, with whom he was living, had not returned for
the night. She had fallen into a trap set by the Nazis at
the apartment of some mutual friends. The following
day Borowski began searching the city for her. He
ended up at that very same apartment—and that very
same trap. He had with him his poems and Aldous
Huxley’s Brave New World.

He sat in prison a little over two months. The prison
was on the border of the Warsaw ghetto. From the cell
window he could see soldiers throwing grenades at the
tenements and systematically setting fire to one house
after another along the opposite side of the street. At
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the end of April he was sent with a transport of
prisoners to Auschwitz. On his arm they tattooed the
camp serial number 119 198. His fiancée was brought
to the camp in another transport. They were both
“lucky.” Three weeks earlier “Aryans™ had stopped
being sent to the gas chambers—except for special
cases. From then on only Jews were gassed en masse.

At first he worked carrying telegraph poles. Then he
wound up in the camp hospital with pneumonia...
When Borowski was on his feet again, he was kept at
the hospital and given the light work of a night
watchman. Then he took a class to become an orderly.

In Auschwitz the third chapter of Borowski’s
“European education” was acted out, and the second
chapter in the history of his love. His fiancée was in
the F.K.L. (Frauen Konzentration Lager—Women’s
Concentration Camp), the women’s barracks, at
Birkenau, near Auschwitz...

...Later Borowski was able to see his fiancée. He
was sent to the women’s camp to pick up infant
corpses. [Her] head was shaven, and her entire body
raw with scabies. Tadeusz was reported to have said:

“Don’t worry; our children won’t be bald.” Late in the -

spring of 1944 he was assigned to a brigade of roofers
working in the F.K.L. From then on he saw his fiancée
every day. At Auschwitz this was the most dreadful
time. The Soviet offensive was approaching, and the
Germans stepped up the liquidation of the Jews from
the occupied lands. In May and June of 1944 more
than four hundred thousand Jews from Hungary were
gassed.

In the summer of 1944 the inmates of Auschwitz
began to be evacuated into the heart of Germany.

Borowski found himself first in a camp outside
Stuttgart, then in Dachau. On May 1, 1945, that camp
was liberated by the U.S. Seventh Army. The prisoners
were transferred to a camp for displaced persons in a
former barracks for the S.S. on the outskirts of
Monachium [a German town]. Once again Borowski
was behind barbed wire. He left the camp in
September and searched desperately for his fiancée. In
December he learned from the Red Cross that she had
been moved from Birkenau and was alive and living in
Sweden. That first year in Europe after the war,
however, “the displaced lovers” could not come
together across the borders and cordons.

On the land liberated by Allies there were more than
ten million men and women driven from all the
German-occupied countries into camps and forced
labor, former prisoners of war, and refugees from
bombed-out cities. Never before was there such a thin
line between the demand for vengeance and the call for
justice, between anarchy and law, between the violent
need to begin everything anew and the equally
desperate need to return to that which was. In those
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new “Indies in the middle of Europe,” as one Polish
writer called postwar Germany, young Americans
from every state in the Union, from California to
Maine, from Nebraska to Texas, had to fill a fourfold
function: judges, gendarmes, missionaries, and food
suppliers. It was too difficult a task.

Borowski wrote in his Monachium diary at the time:
“No doubt the purpose of this whole great war was so
that you, friend from Chicago, could cross the salt
water, battle your way through all of Germany, and
reaching the barbed wire of Allach, share a Camel
cigarette with me....And now they’ve put you on
guard duty, to keep an eye on me, and we no longer
talk to one another. And I must look like a prisoner for
you, for you search me and call me boy. And your
slain comrades say nothing.”

Europe was divided, right down the middle, into the
spheres of influence of the non-Communist Allies and
of Russia. Confronting millions of former prisoners of
war and refugees was this choice: to remain in exile or
to return to the countries in which the

Communists had seized power. From Monachium
Borowski went for a short while to Murnau, in Bavaria
[a region in Germany], the headquarters of those
Polish soldiers and officers who had decided not to go
back.

From there he wrote in a letter: “They would give us
American pineapples and products of the white man’s
civilization not seen in Europe for ages: toothbrushes,
razor blades, and even chewing gum and powdered
eggs, with which we sprinkled our beds, since they
were great for keeping off the fleas....All the same |
ran from Murnau. I wasn’t soldier material—I avoided
the meetings, I was no flag-waver, I took to the fields
with a stack of books and wandered—the lake in that
region was very pretty too.”

He went for a short while to Paris...Borowski
returned to his country in a repatriation transport on
the last day of May 1946. He did not want, as he wrote
in one of his last letters from Monachium, “to live with
corpses.”

For a long time his fiancée did not want to leave
Sweden to go to Communist Poland. She returned only
in November, after Tadeusz’s desperate letters.
Borowski rode out to meet her at the border point.
“Their first night together, no longer in war but in the
liberated homeland,” writes Borowski’s biographer,
“took place behind barbed wire, in the quarantine of a
repatriation camp.” They were married in December.

Two stories by Borowski, “This Way for the Gas,
Ladies and Gentlemen” and “A Day at Harmenz,”
written back at Monachium as soon as he had been
freed, were published in Poland before his arrival.
They produced a shock. The public was expecting
martyrologies; the Communist party called for works
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that were ideological, that divided the world into the
righteous and the unrighteous, heroes and traitors,
Communists and Fascists. Borowski was accused of
amorality, decadence, and nihilism. Yet at the same
time it was clear to everyone that Polish literature had
gained a dazzling new talent. All the publications and
all the possibilities the party offered young writers
were opened up to Borowski. He was as distrustful as
he was ambitious, but he could not resist the most
diabolical of temptations—to participate in history, a
history for which both stones and people are only the
material used to build the “brave new world.” At the
beginning of 1949 he became a member of the
Communist party.

Farewell to Maria, a volume containing his
Auschwitz stories, was published around this time, and -
then the short-story cycle World of Stone, about the
D.P. (displaced persons) camps in Germany and the
return to his hometown, where people carry their food
and bedding wrapped in bundles from place to place
among the ruins like ants. These were the last of
Borowski’s great stories. After this he wrote stories
each week for the Sunday edition of a Warsaw daily
which are nothing more than the impassioned
journalism of hate. For this, the weakest of his work,
he received a government prize. In the summer of 1949
he was sent to Germany to work in the Press Section at
the Polish Military Mission in Berlin. The Polish
Bureau of Information was located in the Soviet sector
of Berlin, the Military Mission in the American sector.
These were already the years of the cold war.
Borowski found himself at the juncture of two worlds,
in a Europe divided down the middle after Yalta
[referring to the agreements reached by the Allied
leaders—Roosevelt, Churchill and Stalin—regarding
the future of Central and Eastern Europe].

At that time a few dozen young writers and college
graduates in the party traveled from Poland to the East
and the West, either to study or to carry out special
missions. From Moscow, they returned with an
incurable ache, depressed and frightened; from the
West they returned with smiles and much contempt for
decaying capitalism. When Borowski returned to
Warsaw after a year in Berlin, it seemed that he no
longer had any doubts. In the party they were saying
he had “grown into an activist.” Literature was
supposed to help the party build socialism. Borowski
took upon himself the role of taskmaster.

“Literature is not as hard as you think,” he wrote.
For him literature had become only agitation. “I don’t
care if they lament my wasting myself on journalism. I
don’t consider myself a vestal virgin consecrated to
prose.” It was only to his closest friends that he
confided in nightly conversations that...he had
“stepped on the throat of his own song.” I think he was
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fully aware of the meaning of those words; he had,
after all, described many times how the guards in the
camps would place a shovel across the neck of a
prisoner and jump on it with their boots until he
expired. Less than fifteen months after his return from
Berlin Borowski committed suicide. ..

...Borowski’s Auschwitz stories are written in the
first person. The narrator...is a deputy Kapo,
Vorarbeiter Tadeusz. The identification of the author
with the narrator was the moral decision of a prisoner
who had lived through Auschwitz—an acceptance of
mutual responsibility, mutual participation, and mutual
guilt for the concentration camp. “It is impossible to
write about Auschwitz impersonally,” Borowski wrote
in areview of one of the...books about the camp. “The
first duty of Auschwitzers is to make clear just what a
camp is...But let them not forget that the reader will
unfailingly ask: But how did it happen that you
survived?...Tell, then, how you bought places in the
hospital, easy posts, how you shoved the ‘Moslems’
[prisoners who had lost the will to live] into the oven,
how you bought women, men, what you did in the
barracks, unloading the transports, at the gypsy camp;
tell about the daily life of the camp, about the
hierarchy of fear, about the loneliness of every man.
But write that you, you were the ones who did this.
That a portion of the sad fame of Auschwitz belongs to
you as well.”

The four million gassed, led straight from the ramp
to the crematoriums, had no choice to make, nor did
the prisoners selected for the ovens. In Auschwitz
there were individual acts of heroism and a clandestine
international military network. Auschwitz has its saint,
a Catholic priest who went to an underground cell and
a slow death by starvation in order to save the life of
an unknown fellow prisoner, but the Auschwitz “of the
living,” like all the other German camps—and Soviet
camps too—was based on the cooperation of the
prisoners in the “administering” of terror and death.
From the Kapos, who almost without exception were
German criminals, to the lowliest functionaries like
Vorarbeiter Tadeusz, everyone was assigned a double
part: executioner and victim....
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Auschwitz was not only, as Borowski writes, “the
bloodiest battle of the war,” but also a gigantic
transshipping station, where the plunder from the
murdered victims was diverted to the Reich. Scraps of
this plunder fell to the privileged prisoners. “Work is
not unpleasant,” says Vorarbeiter Tadeusz, “when one
has eaten a breakfast of smoked bacon with bread and
garlic and washed it down with a tin of evaporated
milk.” When life is cheap, food and clothing are worth
their weight in gold. ..

Auschwitz—with its black smoke from the
crematoriums and its ditches clogged with corpses,
there being no room for them in the ovens—is nothing
out of the ordinary. “The camps, aren’t they for
people?” Auschwitz—with its whorehouse and its
museum containing exhibits made of human skin, with
its sports field where soccer is played and its concert
hall where Beethoven is played—is merely an
inevitable part of the world of stone...For Borowski,
the son of Soviet prisoners and the posthumous child
of Auschwitz, the whole world is a concentration
camp—was and will be. “What will the world know of
us if the Germans win?”’

Borowski called his book about Auschwitz “a
voyage to the limit of a particular experience.” At the
limit of that experience Auschwitz is no exception but
the rule. History is a sequence of Auschwitzes, one
following the other. On his typhus-ridden straw
mattress in the Auschwitz hospital he wrote, in a letter
to his bald fiancée in the women’s barracks: “You
know how much I used to like Plato. Today I realize he
lied. For the things of this world are not a reflection of
the ideal, but a product of human sweat, blood and
hard labor....”

The Polish biographer entitled his book on
Borowski Escape from the World of Stone. Borowski
did not escape the world of stone. “The living,” he
wrote, “are always right, the dead are always
wrong”—an optimistic statement. If the dead are
wrong and the living are always right, everything is
finally justified; but the story of Borowski’s life and
that which he wrote about Auschwitz show that the
dead are right, and not the living.
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Reader’s Guide
‘ Student Handout
Reader’s Guide

Directions: Creating a story web is one way to the “little wood” as they move along “two roads.”
organize information in a graphic form. These webs Using this theme as the center of your web, map out
provide a foundation for analyzing the ways in which the events described. For each incident, include
characters and events relate to one another. The story, extending lines for the characters (with some
The People Who Walked On, contains numerous descriptive details) and details about the event. In
events depicting daily life at the Auschwitz addition, on a line from the event to the central theme,
concentration camp. All of these events are connected explain the connection between the two. (Use the map

with the recurring theme of a “procession” of people to  of the first event as an example.)

planting
spinach flowers

Goalie/Narrator Spring

Building soccer field

Fang Procession to

the wood

patients from  women’s
hospital camp
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Student Handout

Historical Connections / 3-12
The People Who Walked On

The People Who Walked On

From “The People Who Walked On” pp. 82-97, from This Way for the Gas, Ladies and Gentlemen
by Tadeusz Borowski, translated by Barbara Vedder. Translation copyright © 1967
by Penguin Books Ltd. Original text copyright © 1959 by Maria Borowski.
Used by permission of Viking Penguin, a division of Penguin Books USA Inc.

It was early spring when we began building a soccer
field on the broad clearing behind the hospital
barracks. The location was excellent: the gypsies to the
left, with their roaming children, their lovely, trim
nurses, and their women sitting by the hour in the
latrines; to the rear—a barbed-wire fence, and behind
it the loading ramp with the wide railway tracks and
the endless coming and going of trains; and beyond the
ramp, the women’s camp—Frauen Konzentration
Lager. No one, of course, ever called it by its full
name. We simply said F.K.L.—that was enough. To
the right of the field were the crematoria, some of them
at the back of the ramp, next to the F.K.L., others even
closer, right by the fence. Sturdy buildings that sat
solidly on the ground. And in front of the crematoria, a
small wood which had to be crossed on the way to the
gas.

We worked on the soccer field throughout the
spring, and before it was finished we started planting
flowers under the barracks windows and decorating the
blocks with intricate zigzag designs made of crushed
red brick. We planted spinach and lettuce, sunflowers
and garlic. We laid little green lawns with grass
transplanted from the edges of the soccer field, and
sprinkled them daily with water brought in barrels
from the lavatories.

Just when the flowers were about to bloom, we
finished the soccer field.

From then on, the flowers were abandoned, the sick
lay by themselves in hospital beds, and we played
soccer. Every day, as soon as the evening meal was
over, anybody who felt like it came to the field and
kicked the ball around. Others stood in clusters by the
fence and talked across the entire length of the camp
with the girls from the F.K.L.

One day I was goalkeeper. As always on Sundays, a
sizeable crowd of hospital orderlies and convalescent
patients had gathered to watch the game. Keeping goal,
I had my back to the ramp. The ball went out and
rolled all the way to the fence. I ran after it, and as I
reached to pick it up, I happened to glance at the ramp.

A train had just arrived. People were emerging from
the cattle cars and walking in the direction of the little
wood. All I could see from where I stood were bright
splashes of color. The women, it seemed, were already

wearing summer dresses; it was the first time that
season. The men had taken off their coats, and their
white shirts stood out sharply against the green of the
trees. The procession moved along slowly, growing in
size as more and more people poured from the freight
cars. And then it stopped. The people sat down on the
grass and gazed in our direction. I returned with the
ball and kicked it back inside the field. It traveled from
one foot to another and, in a wide arc, returned to the
goal. I kicked it towards a corner. Again, it rolled out
into the grass. Once more I ran to retrieve it. But, as |
reached down, I stopped in amazement—the ramp was
empty. Out of the whole colorful summer procession,
not one person remained. The train too was gone.
Again the F.K.L. blocks were in unobstructed view,
and again the orderlies and the patients stood along the
barbed-sire fence calling to the girls, and the girls
answered them across the ramp.

Between two throw-ins in a soccer game, right
behind my back, three thousand people had been put to
death.

In the following months, the processions to the little
wood moved along two roads: one leading straight
from the ramp, the other past the hospital wall. Both
led to the crematoria, but some of the people had the
good fortune to walk beyond them, all the way to the
Zauna (Sauna), and this meant more than just a bath
and a delousing, a barber’s shop and a new prison suit.
It meant staying alive. In a concentration camp, true,
but—alive.

Each day, as I got up in the moming to scrub the
hospital floors, the people were walking—along both
roads. Women, men, children. They carried their
bundles.

When I sat down to dinner—not a bad one
either—the people were walking. Our block was
bathed in sunlight we threw the doors and the windows
wide open and sprinkled the floors with water to keep
the dust down. In the afternoons I delivered packages
which had been brought that moming from the
Auschwitz post office. The clerk distributed mail. The
doctors dressed wounds and gave injections. There
was, as a matter of fact, only one hypodermic needle
for the entire block. On warm evenings I sat at the
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barracks reading ...while the procession continued on
and one, along both roads.

Often, in the middle of the night, I walked outside;
the lamps glowed in the darkness above the
barbed-wire fences. The roads were completely black,
but I could distinctly hear the far-away hum of a
thousand voices—the procession moved on and on.
And then the entire sky would light up; there would be
a burst of flame above the wood...and terrible human
screams.

I stared into the night, numb, speechless, frozen
with horror. My entire body trembled and rebelled,
somehow even without my participation. I no longer
controlled my body, although I could feel its every
tremor. My mind was completely calm, only the body
seemed to revolt.

Soon afterwards, I left the hospital. The days were
filled with important events. The Allied Armies had
landed on the shores of France. The Russian front, we
heard, had started to move west towards Warsaw.

But in Birkenau, day and night long lines of trains
loaded with people waited at the station. The doors
were unsealed, the people started walking—along both
roads.

Located next to the camp’s labor sector was the
deserted, unfinished Sector C. Here, only the barracks
and the high voltage fence around them had been
completed. The roofs, however, were not yet covered
with tar sheets, and some of the blocks still had no
bunks. An average Birkenau block, furnished with
three tiers of bunks, could hold up to five hundred
people. But every block in Sector C was now being
packed with a thousand or more young women picked
from among the people on the ramp... Twenty eight
blocks—over thirty thousand women. Their heads
were shaved and they were issued little sleeveless
summer dresses. But they were not given underwear.
Nor spoons, nor bowls, nor even a rag to clean
themselves with. Birkenau was situated on marshes, at
the foot of a mountain range. During the day, the air
was warm and so transparent that the mountains were
in clear view, but in the moming they lay shrouded in a
thick, icy mist. The momings were cold and
penetrating. For us, this meant merely a refreshing
pause before a hot summer day, but the women, who
only twenty yards to our right had been standing at
roll-call since five in the moming, turning blue from
the cold and huddled together like a flock of partridges.

We named the camp—Persian Market. On sunny,
warm days the women would emerge from the
barracks and mill around in the wide aisles between
the blocks. Their bright summer dresses and the gay
kerchiefs on their shaved heads created the atmosphere
of a busy, colorful market—a Persian Market because
of its exotic character.

Historical Connections / 3-13
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From afar, the women were faceless and ageless.
Nothing more than white blotches and pastel figures.

The Persian Market was not yet completed. The
Wagner Kommando began building a road through the
sector, packing it down with a heavy roller. Others
fiddled around with plumbing and worked on the
washrooms that were to be installed throughout all the
sectors of Birkenau. Still others were busy stocking up
the Persian Market with the camp’s basic
equipment—supplies of blankets, metal cups and
spoons—which they arranged carefully in the
warehouses under the direction of the chief
supervisors, the assigned S.S. officer. Naturally, much
of the stuff evaporated immediately, expertly
“organized” by the men working on the job.

My comrades and I laid a roof over the shack of
every Block Elder in the Persian Market. It was not
done on official order, nor did we work out of charity.
Neither did we do it out of a feeling of solidarity with
old serial numbers, the F.K.L.. women who had been
placed there in all the responsible posts. In fact, we
used “organized” tar-boards and melted “organized”
tar, and for every roll of tar-boards, every bucket of tar,
an Elder had to pay. She had to pay the Kapo, the
Kommandofiihrer, the Kommando “bigwigs.” She
could pay in various ways: with gold, food, the women
of her block, or with her own body. It depended.

On a similar basis, the electricians installed
electricity, the carpenters built and furnished the
shacks, using “organized” lumber, the masons
provided metal stoves and cemented them in place.

It was at that time that I came to know the anatomy
of this strange camp. We would arrive there in the
mormning, pushing a cart loaded with tar-sheets and tar.
At the gate stood the S.S. women-guards, hippy
blondes in black leather boots. They searched us and
let us in. Then they themselves went to inspect the
blocks. Not infrequently they had lovers among the
masons and carpenters. They slept with them in the
unfinished washrooms or the Block Elders’ shacks.

We would push our cart into the camp, between the
barracks, and there, on some little square, would light a
fire and melt the tar. A crowd of women would
immediately surround us. They begged us to give them
anything, a penknife, a handkerchief, a spoon, a pencil,
a piece of paper, a shoe string, or bread.

“Listen, you can always manage somehow,” they
would say. “You’ve been in the camp a long time and
you’ve survived. Surely you have all you need. Why
won’t you share with us?”

At first we gave them everything we happened to
have with us, and then turned our pockets inside out to
show we had nothing more. We took off our shirts and
handed them over. But gradually we began coming
with empty pockets and gave them nothing.
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These women were not so much alike as it had
seemed when we looked at them from another sector,
from a distance of twenty meters.

Among them were small girls, whose hair had not
been shaved, stray little cherubs from a painting of the
Last Judgment. There were young girls who gazed
with surprise at the women crowding around us, and
who looked at us, coarse, brutal men, with contempt.
Then there were married women, who desperately
begged for news of their lost husbands, and mothers
trying to find a trace of their children.

“We are so miserable, so cold, so hungry,” they
cried. “Tell us, are they at least a little bit better off?”

“They are, if God is just,” we would answer
solemnly, without the usual mocking and teasing.

“Surely they’re not dead?” the women asked,
looking searchingly into our faces.

We would walk away without a word, eager to get
back to work.

The majority of the Block Elders at the Persian
Market were Slovak girls who managed to
communicate in the language of their new inmates.
Every one of these girls had behind her several years
of concentration camp. Every one of them remembered
the early days of the F.K.L., when female corpses piled
up along the barracks walls and rotted, unremoved, in
hospital beds—and when human excrement grew into
monstrous heaps inside the blocks.

Despite their rough manner, they had retained their
femininity and human kindness. Probably they too had
their lovers, and probably they too stole margarine and
tins of food in order to pay for blankets and dresses,
but...

...but I remember Mirka, a short, stocky “pink” girl.
Her shack was all done up in pink too, with pink
ruffled curtains across the window that faced the
block. The pink light inside the shack set a pink glow
over the girl’s face, making her look as if she were
wrapped in a delicate misty veil. There was a Jew in
our Kommando with very bad teeth who was in love
with Mirka. He was always running around the camp
trying to buy fresh eggs for her, and then throwing
them, protected in soft wrapping, over the barbed-wire
fence. He would spend many long hours with her,
paying little attention to the S.S. women inspecting the
barracks or to our chief who made his rounds with a
tremendous revolver hanging from his white summer
uniform.

One day Mirka came running over to where several
of us were laying a roof. She signaled frantically to the
Jew and called, turning to me:

“Please come down! Maybe you can help, too!”

We slid off the roof and down the barracks door.
Mirka grabbed us by the hands and pulled us in the
direction of her shack. There she led us between the
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cots and pointing to a mass of colorful quilts and
blankets on top of which lay a child, she said
breathlessly:

“Look, it’s dying! Tell me, what can I do? What
could have made it so sick so suddenly?”

The child was asleep, but very restless. It looked
like arose in a golden frame—its burning cheeks were
surrounded by a halo of blond hair.

“What a pretty child,” I whispered.

“Pretty!” cried Mirka. “All you know is that it is
pretty! But it can die any moment! I’ve had to hide it
so they wouldn’t take it to the gas! What if an S.S.
woman finds it? Help me!”

The Jew put his arm around her shoulders. She
pushed him away and suddenly burst into sobs. I
shrugged, turned around, and left the barracks.

In the distance, I could see the trains moving along
the ramp. They were bringing new people who would
walk in the direction of the little wood....I seated
myself next to the boiling bucket of tar and, stirring it
slowly, sat thinking for a long time. At one point a
wild thought suddenly shot across my mind: I too
would like to have a child with rose-colored cheeks
and light blond hair. I laughed aloud at such a
ridiculous notion and climbed up on the roof to lay the
hot tar. .

And I remember another Block Elder, a big redhead
with broad feet and chapped hands. She did not have a
separate shack, only a few blankets thrown across a
piece of rope.

“I mustn’t make them feel,” she would say, pointing
to the women packed tightly in the bunks, “that I want
to cut myself off from them. Maybe I can’t give them
anything, but I won’t take anything from them either.”

“Do you believe in life after death?” she asked me
once in the middle of some lighthearted conversation.

“Sometimes,” I answered cautiously. “Once 1
believed in it when I was in jail, and once again when I
came close to dying here in the camp.”

“But if a man does evil, he’ll be punished, won’t
he?”

“I suppose so, unless there are some criteria of
justice other than the man-made criteria. You
know...the kind that explain causes and motivations,
and erase guilt by making it appear insignificant in the
light of the overall harmony of the universe. Can a
crime committed on one level be punishable on a
different one?”

“But I mean in a normal, human sense!” she
exclaimed.

“It ought to be punished. No question about it.”

“And you, would do good if you were able to?”

“I seek no rewards. I build roofs and want to survive
the concentration camp.”
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“But do you think that they,” she pointed with her
chin in an indefinite direction, “can go unpunished?”

“I think that for those who have suffered unjustly,
justice alone is not enough. They want the guilty to
suffer unjustly too. Only this will they understand as
justice.”

“You’re a pretty smart fellow! But you wouldn’t
have the slightest idea how to divide bread justly,
without giving more to your own mistress!” she said
bitterly and walked into the block. The women were
lying in the rows of bunks, head to head. Their faces
were still, only the eyes seemed alive, large and
shining. Hunger had already started in this part of the
camp. The redheaded Elder moved from bunk to bunk,
talking to the women to distract them from their
thoughts. She pulled out the singers and told them to
sing, the dancers—and told them to dance, the
poets—and made them recite poetry.

“All the time, endlessly, they ask me about their
mother, their fathers. They beg me to write to them.”

“They’ve asked me too. It’s just too bad.”

“Ah, you! You come and then you go, but me? I
plead with them, I beg them—if anyone is pregnant,
don’t report to the doctor, if anyone is sick, stay in the
barracks! But do you think they believe me? It’s no
good, no matter how hard you try to protect them.
What can you do if they fall all over themselves to get
to the gas?”

One of the girls was standing on top of a table
singing a popular tune. When she finished, the women
in the bunks began to applaud. The girl bowed,
smiling. The red-headed Elder covered her face with
her rough hands.

“ can’t stand it any longer! It’s too disgusting!” she
whispered. And suddenly she jumped up and rushed
over to the table. “Get down!” she screamed at the
singer.

The women fell silent. She raised her arm.

“Quiet!” she shouted, though nobody spoke a word.
“You’ve been asking me about your parents and
children. I haven’t told you, I felt sorry for you. But
now I’ll tell you, so that you know, because they’ll do
the same with you if you get sick! Your children, your
husbands and your parents are not in another camp at
all. They’ve been stuffed into a room and gassed!
Gassed, do you understand? Like millions of others,
like my own mother and father. They’re burning in
deep pits and in ovens... The smoke which you see
above the rooftops doesn’t come from the brick plant
at all, as you’re being told. It’s smoke from your
children! Now go on and sing.” She finished calmly,
pointing her finger at the terrified singer. Then she
turned around and walked out of the barracks.

It was undeniable that the conditions in both
Auschwitz and Birkenau were steadily improving. At
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the beginning, beating and killing were the rule, but
later this became only sporadic. At first, you had to
sleep on the floor lying on your side because of the
lack of space, and could turn over only on command;
later you slept in bunks, or wherever you wished,
sometimes even in bed. Originally, you had to stand at
roll-call for as long as two days at a time, later—only
until the second gong, until nine o’clock. In the early
years, packages were forbidden, later you could
receive 500 grams, and finally as much as you wanted.
Pockets of any kind were at first strictly taboo, but
eventually even civilian clothes could sometimes be
seen around Birkenau. Life in the camp became “better
and better” all the time—after the first three or four
years. We felt certain that the horrors could never be
repeated, and we were proud that we had survived. The
worse the Germans fared at the battlefront, the better
off we were. And since they fared worse and worse...

At the Persian Market, time seemed to move in
reverse. Again we saw the Auschwitz of 1940. The
women greedily gulped down the soup which nobody
in our block would even think of touching. They stank
of sweat and female blood. They stood at roll-call from
five in the morning. When they were at last counted, it
was almost nine. Then they were given cold coffee. At
three in the afternoon the evening roll-call began and
they were given dinner: bread with some spread. Since
they did not work, they did not rate the Zulage, the
extra work ration.

Sometimes they were driven out of the barracks in
the middle of the day for an additional roll-call. They
would line up in tight rows and march along the road,
one behind the other. The big, blonde S.S. women in
leather boots plucked from among them all the skinny
ones, the ugly ones, the big-bellied ones—and threw
them inside the Eye. The so-called Eye was a closed
circle formed by the joined hands of the barracks
guards. Filled out with women, the circle moved like a
macabre dance to the camp gate, there to become
absorbed but the great, camp-wide Eye. Five hundred,
six hundred, a thousand selected women. Then all of
them started on their walk—along the two roads.

Sometimes an S.S. woman dropped in at one of the
barracks. She cased the bunks, a woman looking at
other women. She asked if anyone cared to see a
doctor, if anyone was pregnant. At the hospital, she
said they would get milk and white bread.

They scrambled out of the bunks and, swept up into
the Eye, walked to the gate—towards the little wood.

Just to pass the time of day—for there was little for
us to do at the camp—we used to spend long hours at
the Persian Market, either with the Block Elders, or
sitting under the barracks wall, or in the latrines. At the
Elders’ shacks you drank tea or dozed off for an hour
or two in their beds. Sitting under the barracks wall
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you chatted with the carpenters or bricklayers. A few
women were usually hanging around, dressed in pretty
little pullovers and wearing sheer stockings. Any one
of them could be had for a piece of bright silk or a
shiny trinket. Since time began, never has there been
such an easy market for female flesh!

The latrines were built for the men and the women
jointly, and were separated only by wooden boards. On
the women’s side, it was crowded and noisy, on ours,
quiet and pleasantly cool inside the concrete enclosure.
You sat there by the hour conducting love dialogues
with Katia, the pretty little latrine girl. No one felt any
embarrassment or thought the set-up uncomfortable.
After all, one had already seen so much...

That was June. Day and night the people
walked—along the two roads. From dawn until late at
night the entire Persian Market stood at roll-call. The
days were warm and sunny and the tar melted on the
roofs. Then came the rains, and with them icy winds.
The mornings would dawn cold and penetrating. Then
the fair weather returned once again. Without
interruption, the trains pulled up to the ramp and the
people walked on...Often we had to stand and wait,
unable to leave for work because they were blocking
the roads. They walked slowly, in loose groups,
sometimes hand in hand. Women, old men, children.
As they passed just outside the barbed-wire fence they
would turn their silent faces in our direction. Their
eyes would fill with tears of pity and they threw bread
over the fence for us to eat.

The women took the watches off their wrists and
flung them at our feet, gesturing to us to take them.

At the gate, a band was playing foxtrots and tangos.
The camp gazed at the passing procession. A man has
only a limited number of ways in which he can express
strong emotion or violent passions. He uses the same
gestures as when what he feels is only petty and
unimportant. He utters the same ordinary words.

“How many have gone by so far? It’s been almost
two months since mid-May. Counting twenty thousand
per day...around one million!”

“Eh, they couldn’t have gassed that many every day.
Though...who the hell knows, with four ovens and
scores of deep pits...”

“Then count it this way: from Koscyce and
Munkacz, almost 600,000. They got ‘em all, no doubt
about it. And from Budapest? 300,000 easily.”

“What’s the difference?”

“Ja, but anyway, it’s got to be over soon. They’ll
have slaughtered every single one of them.”

“There’s more, don’t worry.”
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You shrug your shoulders and look at the road.
Slowly, behind the crowd of people, walk the S.S.
men, urging them with kindly smiles to move along.
They explain that it is not much farther and they pat on
the back a little old man who runs over to a ditch,
rapidly pulls down his trousers, and wobbling in a
funny way squats down. An S.S. man calls to him and
points to the people disappearing round the bend. The
little old man nods quickly, pulls up his trousers and,
wobbling in a funny way, runs at a trot to catch up.

You snicker, amused at the sight of a man in such a
big hurry to get to the gas chamber.

Later, we started working at the warehouses,
spreading tar over their dripping roofs. The
warehouses contained mountains of clothing, junk, and
not-yet-disemboweled bundles. The treasures taken
from the gassed people were piled up at random,
exposed to the sun and the rain.

Every day, after llghtmg a fire under the bucket of
tar, we went to “organize” a snack. One of us would
bring a pail of water, another a sack of dry cherries or
prunes, a third some sugar. We stewed fruit and then
carried it up on the roof for those who took care of the
work itself. Others fried bacon and onions and ate it
with corn bread. We stole anything we could get our
hands on and took it to the camp.

From the warehouse roofs you could see very
clearly the flaming pits and the crematoria operating at
full speed. You could see the people walk inside,
undress. Then the S.S. men would quickly shut the
windows and firmly tighten the screws. After a few
minutes, in which we did not even have time to tar a
piece of roofing board properly, they opened the
windows and the side doors and alred the place out.
Then came the Sonderkommando' to drag the corpses
to the burning pits. And so it went on, from morning
till night—every single day.

Sometimes, after a transport had already been
gassed, some late-arriving cars drove around filled
with the sick. It was wasteful to gas them. They were
undressed and Oberscharfithrer Moll [camp
commander] either shot them with his rifle or pushed
them live into a flaming trench.

Once, a car brought a young woman who had
refused to part from her mother. Both were forced to
undress, the mother led away. The man who was to
guide the daughter stopped, struck by the perfect
beauty of her body, and in his awe and admiration he
scratched his head. The woman, noticing this coarse,
human gesture, relaxed. Blushing, she clutched the
man’s arm.

1 Author’s Note: The Sonderkommando [was} a labor gang composed mostly of Jews and assigned specifically to

crematorium duties.
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“Tell me, what will they do to me?”

“Be brave,” said the man, not withdrawing his arm.

“I am brave! Can’t you see, I’m not even ashamed
of you! Tell me!”

“Remember, be brave, come. I shall lead you. Just
don’t look.”

He took her by the hand and led her on, his other
hand covering her eyes. The sizzling and the stench of
the burning fat and the heat gushing out of the pit
terrified her. She jerked back. But he gently bent her
head forward, uncovering her back. At that moment
the Oberscharfuihrer fired, almost without aiming. The
man pushed the woman into the flaming pit, and as she
fell he heard her terrible, broken scream.

When the Persian Market, the gypsy camp and the
F.K.L. became completely filled with women selected
from among the people from the ramp, a new camp
was opened up across from the Persian Market. We
called it Mexico. It, too, was not yet completed, and
there they also began to install shacks for the Block
Elders, electricity, and windows.

Each day was just like another. People emerged

from the freight cars and walked on—along both roads.

The camp inmates had problems of their own: they
waited for packages and letters from home, they
“organized” for their friends and mistresses, they
speculated, they schemed. Nights followed days, rains
came after the dry spells.

Towards the end of the summer, the trains stopped
coming. Fewer and fewer people went to the
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crematoria. At first, the camp seemed somehow empty
and incomplete. Then everybody got used to it.
Anyway, other important events were taking place: the
Russian offensive, the uprising and burning of
Warsaw, the transports leaving the camp every day,
going West towards the unknown, towards new
sickness and death; the revolt at the crematoria and the
escape of a Sonderkommando that ended with the
execution of all the escapees.

And afterwards, you were shoved from camp to
camp, without a spoon, or a plate, or a piece of rag to
clean yourself with. :

Your memory retains only images. Today, as I think
back on that last summer at Auschwitz, I can still see
the endless, colorful procession of people solemnly
walking—along both roads; the woman, her head bent
forward, standing over the flaming pit; the big
redheaded girl in the dark interior of the barracks,
shouting impatiently:

“Will evil be punished? I mean in human, normal
terms!”

And I can still see the Jew with bad teeth, standing
beneath my high bunk every evening, lifting his face to
me, asking insistently:

“Any packages today? Couldn’t you sell me some
eggs for Mirka? I'll pay in marks [German money].
She is so fond of eggs....”
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() SHAPING POST-WORLD WAR II EUROPE

We can gain no lasting peace if we approach it with
suspicion and mistrust—or with fear.
—President Franklin D. Roosevelt, February 3, 1945, Yalta Conference

Summary of the Lesson

Students will analyze descriptions of meetings between the leaders of the Allied forces near the
end of WWII to determine the impact of these events on post-war Europe. Students will be
asked to evaluate whether the communist domination of Central and Eastern Europe was the
result of internal, domestic political movements; an effort to create “spheres of influence”
among leading powers to promote a more stable Europe; and/or if this was another example of
Western powers “selling out” to Stalin as they did to Hitler in the Munich Agreement.

The lesson includes primary source documents from the Yaita and Tehran Conferences, as
well as Winston Churchill’s account of the “Percentages Agreement.”

Objectives
Students will be expected to

u explain the ways in which the leaders of the Allied countries had an impact on the
political structures of post-WWII Europe,

. m analyze various motives for the agreements between the Allied leaders,

m evaluate, from a variety of perspectives, the events that led to the communist
domination of Central and Eastern Europe.

Background Material for the Teacher

The readings in this lesson contain narratives from Winston S. Churchill, Charles Bohlen
(Roosevelt’s interpreter at Yalta and an advisor to the American delegation) and Jakub Berman
(a leader in the Polish United Workers’ Party (Communist) that was supported by Stalin at the
end of WWII. These three excerpts provide students with different perspectives on the
negotiations and events that occurred near the end of the war. As is usually the case with drastic
political changes, the eventual communist domination of Central and Eastern Europe was the
result of complicated domestic and international relations. Increased understanding of how
these issues influenced the political structures in the post-WWII world will aid students’
comprehension of the Cold War, the U.S. policy of containment, and the demise of communism
in the region by 1989.
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Aruitoxt provided by Eic:
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The Lesson Plan

Opening the Lesson

Make three copies of the handout entitled The
Accident. After reading the introduction, ask three
students to read each of the three “testimonies”
which describe the same accident to the rest of the
class.

Ask students why these three “eyewitness accounts”

from people at the accident are different.

Discuss the concept of perspective and the ways in
which the same events are often interpreted
differently. What biases did each of the
eyewitnesses have? How might that have affected
their perceptions of what happened? How do we
define the “truth” when there are so many
conflicting ideas about the cause of what happened?
Ask students what implications this has for the
study of history.

Developing the Lesson

Place students into three (or six, depending on the
class size) equal groups and distribute copies of
student handouts A, B, and C. Teachers will need to
make adjustments in the groupings according to
each class size. Each group should have a different
handout—unless there are six groups, in which case
two groups will have Handout A, two groups will
have Handout B, and two will have Handout C.

Explain that students have received “Eyewitness
Accounts” of the meetings and events which led to
the communist domination of Central and Eastern
Europe at the end of WWII.

Each group should read its account and respond to
the questions at the end of the reading. Remind
them that everyone in the group should be prepared
to answer all of the questions because each person
will be responsible for sharing the information with
others who have not read this account.

Allow groups sufficient time to read and discuss the
questions. Check with each group to insure that all
students understand the questions and are prepared
to discuss the reading with others.

Have the students in each group number off from 1
to 3. After each person has a number, ask all #1s to
form a group (if there are six groups, students
should be divided into two groups of three). Each
person in the group is responsible for presenting the
information and a summary of the discussion about
his/her reading. Based on the amount of time
available, give students an idea of the amount of

time allotted for each student (i.e. “Each person has
five minutes to explain the most important details of
the reading and summarize the discussion
questions™).

Concluding the Lesson

As students are working in these second groups,
write the following question on the board or
overhead transparency:

Was the communist domination of Central and
Eastern Europe after WWII the result of internal
domestic political movements; an effort to create
“spheres of influence” among leading powers in
order to promote a more stable Europe; or an
example of Western powers “selling out” to
Stalin in order to avoid another war?

After students have finished the “debriefing”
session, ask the class to consider the question on the
board or overhead. What conclusions can they draw
from the information provided in the “eyewitness
accounts”? Who is responsible for the communist
totalitarian regimes that evolved in Central and
Eastern Europe? (Students may have a variety of
answers to these questions. Be sure to ask students
to justify their answers.)

Ask students what can be gained by analyzing
history from a variety of perspectives. In what ways
does this strategy help us understand history in a
deeper and more meaningful way? Why is it
important to examine personal narratives of
historical events?

Extending the Lesson

Students might write a position paper or prepare a
statement in which they argue that the eventual
communist domination of Central and Eastern
Europe could be most effectively attributed to one
of the forces discussed in class. These papers or
statements could serve as the basis of a class debate.
Students should be evaluated on their ability to
present clear, reasoned arguments and defend their
positions. In addition, students should be expected
to anticipate the viewpoint of others and address
those points (“the best offense is a good defense”
strategy).

Students might be asked to construct an essay in
which they address all of the perspectives presented
as part of the class discussion. In this manner
students could practice the skills of historians who
evalua?: all of the evidence and present historical

1

COMPARATIVE LESSONS FOR DEMOCRACY OHIO
Published by the Center for Civic Education in cooperation with The Ohio State University m




Q

ERIC

Aruitoxt provided by Eic:

events as the culmination of a variety of forces and
factors.

Have students construct three different “news”
broadcasts in which startling “new” information has
recently been discovered which sheds light on the
beginning of the Cold War... “Details at 11.”

Students could investigate more information about
the prominent players in the post-WWII era.
Students might create a personality profile and,
based on their increased knowledge about the
individuals involved, hypothesize about the personal
and political motivations of these people.

Another period of history might be selected by the
class or teacher. Students should be asked to
identify the individuals and/or groups who might
have had a stake in the outcome of the particular
period or event. Students could research information
that reflects the various perspectives of those
involved. The information could be used to create a
readers’ theater in which the various voices and
perspectives are presented.

Guidelines for Student Responses

Thinking about Key Concepts and Ideas from
“The Percentages Agreement”

1. Churchill’s attitude about the people living in
the Balkans seemed rather paternalistic. He
seemed to think that it was appropriate for
leaders from stronger countries (Great Britain
and the Soviet Union) to determine the future
of these people. Stalin also appeared to accept
the idea that a few countries should have
influence over others.

2. Stalin may have felt confident in pursuing
dominance in the region because Churchill
gave no indication that any of these countries
had the right to determine their own futures.
Churchill, representing one of the few
countries in any position to challenge the
Soviet Union, did not mention “free elections”
or “democracies” in this description.
Consequently, Stalin may have concluded that
such things were not a priority to Great Britain
or its close ally, the United States. '

3. Churchill’s description supports the accusation
that the major powers carved out spheres of
influence because of the way in which he and
Stalin divided up the Balkans. By indicating
that they could divide the region—even to the
extent of determining the percentage of
influence—Churchill established a desire to

Historical Connections / 4-3
The Lesson Plan

exert control over a region outside the borders
of Great Britain. These spheres of influence
were considered important for stabilizing both
political and economic conditions in the world
and securing the position of the country
exerting the control. The advantages for this
strategy for the Soviet Union and Great Britain
(the U.S. is also implicated in this description)
are that they are able to maintain their status as
a world power. In addition, spheres of
influence expanded economic interests for
more powerful countries. The disadvantages of
this strategy come when one country interferes
in the sphere of influence of another. Major
powers must determine whether or not a
region outside its own borders is worth
defending. Most importantly, this strategy
limits the rights of those living under the
domination of other countries.

Thinking about Key Concepts and Ideas from
“An Interview with Jakub Berman”

1. Berman indicates that Polish communists were
responsible for bringing communism to
Poland. While he acknowledges that the Soviet
Union provided some assistance, he argues
that this was an internal, domestic movement
that was for the benefit of Poland.

2. Berman justifies ignoring election results and
the party’s unpopularity because, he claims,
communism is the only way for Poland to
survive. He claims that people are unable to
understand what the communists are doing for
them. Consequently, it is up to the communist
party members to act for the benefit of the
people—even if it is contrary to what the
people say they want.

3. Berman describes democracy in very negative
terms—as a process in which nationalistic
leaders would take over and, while they might
be popular with the people, they would fail to
lead Poland successfully.

4. Berman states in many places that he believes
the Polish communists were acting in the
interests of Poland. For example, he mentions
the difficult position of Poland in terms of its
location (proximity to the Soviet Union) and
indicates that Poland would not have been
allowed to survive had it not been for the
Polish communists (indicating that the Soviet
Union would have annexed Poland had Stalin
perceived it as a threat).
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5. Students answers may vary but Berman’s

interview best supports the idea that
communism in Poland was the result of
internal forces which, to some extent, acted on
external pressures. Berman rejects the idea that
communism was imposed by the Soviet Union
and asserts that Polish communists maintained
a certain level of independence from the
U.S.S.R.

Thinking about Key Concepts and Ideas from
“The Yalta Negotiations”

1. Students’ answers may vary but should include

references to the exhibition of power and the
impressive display of resources and military
strength.

. Students may decide the following: that

Roosevelt’s priorities were well-founded; that
without the Soviet commitment to the war in
Asia the war would have continued for a
longer period (increasing casualties); and that

Historical Connections / 4-4
The Lesson Plan

the United Nations has played an important
role in maintaining world peace. Students may
also conclude that, given what we now know
about the United States’ atomic weapon
capabilities and the impact of Soviet
domination in Central and Eastern Europe,
Roosevelt should have done more to protect
the democratic interests in those countries.

. Stalin’s comment indicates that, while

measures could be taken to make it appear that
Poland’s elections were “pure” (free and fair
elections), they could, in fact, be manipulated
to favor pro-Soviet groups.

. Students’ answers may vary. Bohlen certainly

lays the foundation for concluding that
Roosevelt had to “sell out” to Stalin because of
the position of the Red Army and domestic
interests at home. Bohlen indicates that the
United States’ public would not support a war
against the Soviet Union.

73
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Historical Connections / 4-5
“The Accident”—An Account by Three Eyewitnesses

‘ Handout

“The Accident”—An Account by Three Eyewitnesses

INTRODUCTION: At 3:26 p.m. yesterday evening a car accident occurred just three blocks
from school. Fortunately, no one was seriously injured, but the two cars involved suffered
extensive damage. No citations have been issued because who was at fault is a matter of
considerable debate. Each of the drivers is blaming the other for the accident—both claiming
that he or she had the right of way and the other drove through the stop sign. Three
eyewitnesses have given their account to a police officer. Listen carefully to the details from
these eyewitness reports and determine who is responsible for the collision.

EYEWITNESS #1 (JOHN): Yeah, well, I saw the whole thing, officer. I was walking down
the street when I heard the squeal of tires. I turned around and saw two cars coming toward the
stop sign. The old woman in the blue car didn’t even try to stop. You know how women drivers
are—they always pretend that stop signs are optional. She might have slowed down a little but
then she just pulled right out in front of that kid with that beautiful *68 Mustang. I can’t believe
that car. The kid must be sick. I think that was all original and now he’ll have to do some major
rebuilding.

EYEWITNESS #2 (SHANNON): I was standing on the corner waiting for the bus to come.
The bus is always late, you know. So I’m standing there when I see this black sports car come

‘ racing up to the stop sign. This woman in a blue car was already there. It was a four-way stop
and since she got there first, she had the right of way. But this guy in the black car acted like he
was in some big hurry or something and pulled into the intersection before she could do
anything. You know how guys with sports cars act—Tlike they own the world or something. My
car got hit by some kid in a sports car just last year.

EYEWITNESS #3 (LISA): I saw exactly what happened. These two cars were coming to the
stop sign at the same time. Both of them looked like they were going to stop but neither one of
them came to a complete halt. I teach drivers’ education and I tell my students all the time that
they have to make a complete stop. None of this “rolling stop” kind of stuff that drivers do all
the time. They should both be cited, officer. They simply weren’t following the “Good Drivers’
Rules.”
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Student Handout A

Historical Connections / 4-6
The Percentages Agreement

The Percentages Agreement
by Winston S. Churchill

Background Information from the Editor

The future of Central and Eastern Europe was a
point of considerable debate among the Allied forces
(with Great Britain, the United States and France
holding similar positions and the Soviet Union taking an
opposing view). In addition to the three major
conferences (Teheran, Yalta and Potsdam), this issue
was raised in other meetings between the leaders of
the major Allied countries.

In December of 1943, the leaders of the “Big Three”
(Great Britain, the Soviet Union and the United States)
had met in Teheran to lay strategies for the war against
the Axis powers and begin negotiations for control of
territories after the war ended. During the Teheran
(Iran) Conference, Stalin advocated that the borders of
Poland be pushed 150 kilometers to the
west—expanding the Soviet occupied territories and
creating a buffer-zone between the Soviet Union and
threats from western Europe, particularly Germany. In
addition, Stalin refused to acknowledge the Polish
government in exile in London and declared the
provisional government, located in Lublin (Poland) and
headed by Soviet-backed communists, as the legal
Polish government. Stalin’s position on Poland at the
Teheran Conference made it clear that he intended to
play a significant role in the post-war government in
Poland.

President Roosevelt indicated that he believed such
negotiations should wait until the war ended. In
addition, an upcoming U.S. presidential election made
Roosevelt hesitant to take positions which might be
used against him later—Stalin had been presented to
the American people as an “ally” and publicized
divisions between the Allied forces might diminish his
support. Consequently, many of these preliminary
agreements were made between Stalin and Churchill.
Churchill, eager to maintain part of the pre-war British
Empire, placed enormous emphasis on protecting
British interests in Greece and parts of the Middle East.
The following excerpt from the memoirs of Great
Britain's leader, Sir Winston S. Churchill, describes his
meeting with Josef Stalin (the leader of the Soviet
Union) in October of 1944. During this meeting,
Churchill's and Stalin's interests in establishing control
over particular regions became quite clear. This
meeting laid the foundation for the Yalta Conference
which was held in February 1945.

Excerpt from Triumph and Tragedy, Volume VI of
The Second World War, pp. 226-27. Copyright 1953
by Houghton Mifflin Co. © renewed 1981 by the
Honourable Lady Sarah Audley and the
Honourable Lady Soames. Reprinted by permission
of Houghton Mifflin Co. All rights reserved.

We [arrived] at Moscow on the afternoon of
October 9 and were received very heartily and with
full ceremonial by Molotov [Soviet foreign minister]
and many high Russian personages. This time we were
lodged in Moscow itself, with every care and comfort.
I had one small, perfectly appointed house, and
Anthony another nearby. [Referring to Anthony Eden,
Britain’s foreign secretary.] We were glad to dine
alone together and rest. At ten o’clock that night we
held our first important meeting in the Kremlin. There
were only Stalin, Molotov, Eden, Harriman [U.S.
ambassador to Moscow], and I, with Major Birse and
Pavlov as interpreters. It was agreed to invite the
Polish prime minister, M. Romer, the foreign
secretary, and M. Grabski, a gray-bearded and aged
academician of much charm and quality, to Moscow at
once. [ telegraphed accordingly to M. MikolajczykI
that we were expecting him and his friends for
discussions with the Soviet Government and ourselves,
as well as with the Lublin Polish Committee. I made it
clear that refusal to come to take part in the
conversations would amount to a definite rejection of
our advice and would relieve us from further
responsibility toward the London Polish government.

The moment was apt for business, so I said, “Let us
settle about our affairs in the Balkans. Your armies are
in Romania and Bulgaria. We have interests, missions,
and agents there. Don’t let us get at cross-purposes in
small ways. So far as Britain and Russia are concerned,
how would it do for you to have 90 percent
predominance in Romania, for us to have 90 percent of
the same in Greece, and for fifty-fifty about
Yugoslavia?’ While this was being translated I wrote
out on a half-sheet of paper:

1 Editor's Note: Stanistaw Mikotajczyk was the leader of the Polish Peasant Party and presented the most
significant opposition to Polish communists. Under increasing pressure from the Soviet-supported Polish

Communist Party, he left Poland in the autumn of 1947.
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Romania
Russia 90%
The others 10%
Greece
Great Britain 90%
(in accord with United States)
Russia 10%
Yugoslavia 50-50%
Hungary 50-50%
Bulgaria
Russia 75%
The others 25%

I pushed this across to Stalin, who by then heard the
translation. There was a slight pause. Then he took his
blue pencil and made a large tick upon it, and passed it

back to us. It was all settled in no more time than it
takes to set down.

Of course we had long and anxiously considered our

point, and were only dealing with immediate wartime
arrangements. All larger questions were reserved on
both sides for what we then hoped would be a peace
table when the war was won.

After this there was a long silence. The penciled
paper lay in the center of the table. At length I said,

“Might it not be thought rather cynical if it seemed we

had disposed of these issues, so fateful to millions of

Historical Connections / 4-7
The Percentages Agreement

people, in such an offhand manner? Let us burn the
paper.” “No, you keep it,” said Stalin.

Thinking about Key Concepts and Ideas

1. Based on Churchill’s description of this meeting,
how would you describe his attitude about the
future of the people living in the Balkans? What
about Stalin’s position on this issue?

2. In this narrative, Churchill indicates that this
agreement was “only dealing with immediate
wartime arrangements.” However, Soviet
dominance in the most of the Balkan states
continued for the next 50 years. What details from
Churchill’s description of this meeting might have
provided clues about why Stalin felt confident in
aggressively pursuing dominance in the region?

3. The major powers after WWII (U.S., Great Britain,
France and U.S.S.R.) have been accused of carving
out “spheres of influence” after the war. A sphere
of influence can be described as a territory in
which an outside nation exercises some control
over internal affairs. How does Churchill’s
description support these accusations? Why might
the major powers have wanted to establish these
spheres of influence? What were the advantages
and disadvantages of this strategy?

61
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Historical Connections / 4-8
An Interview with Jakub Berman

Student Handout B

An Interview with Jakub Berman
(a leader in the Polish United Workers’ [Communist] Party)
“Stalinists,” from From Stalinism to Pluralism: A Documentary History of Eastern Europe Since 1945,

Second Edition, p. 43, edited by Gale Stokes. Copyright © 1991, 1996 by Oxford University Press, Inc.
Used by permission of Oxford University Press, Inc.

One of the participants in the formation of the
Polish communist government as World War II was
ending was Jakub Berman. Berman was “a member of
the top leadership of the Polish United Workers’
[Communist] party that Stalin and the Red Army
imposed on Poland in 1945 and 1946. Berman was a
“Muscovite,”l as were many of the new leaders in the
communist states of Eastern Europe, in the sense that
he had spent much of World War II in the Soviet
Union. He remained in power until 1956. In 1980,
under the relatively relaxed conditions of Solidarity

Poland, Teresa Torariska conducted a series of
interviews with several old-line Polish communists,
including Berman. The remarkable thing is...that he
was not alone in the early postwar period in his
enthusiasm for the new regime. Many were fed up with
the squabbling of interwar parliaments, the narrow
religious or nationalistic views of old politicians, and
the economic backwardness of their countries.
Berman’s justifications and passions reflect the
worldview of men and women who imposed Stalinism
for what seemed to them good reasons.

Excerpts from Them: Stalin’s Polish Puppets by Teresa Toraiska,
PP- 256-57, 277-78, 298-99, 351-54. English translation copyright © 1987 by
William Collins Sons & Company, Ltd, and Harper & Row, Publishers, Inc.
Reprinted by permission of HarperCollins Publishers, Inc.

The interviewer’s comments are indicated in
italicized text:

On 21 April 1945, when you signed the treaty of
Jriendship, mutual aid, and postwar cooperation with
the Soviet Union, which was supposed to provide a
“guarantee of the independence of the new democratic
Poland,” as well as “assure its strength and
well-being, " you could have included a clause
requiring the release of Poles from Soviet prisons and
camps, could you not?

It wasn’t a question of us or of the Soviet Union in
that treaty. It was drawn up as a compromise with the
coalition against Hitler. But what exactly are you
getting at?

At the fact that you brought yet another disaster
upon this nation.

That’s not true. We brought it liberation.

Did you?

Yes, we did. We didn’t come to this country as its
occupiers, and we never even imagined ourselves in

that role. After all the disasters that had befallen this
country, we brought it its ultimate liberation, because
we finally got rid of those Germans, and that counts
for something. I know these things aren’t simple. We
wanted to get this country moving, to breathe life into
it; all our hopes were tied up with the new model of
Poland, which was without historical precedent and
was the only chance it had throughout its thousand
years of history; we wanted to use that chance 100
percent. And we succeeded. In any case we were
bound to succeed, because we were right; not in some
irrational, dreamed-up way we’d plucked out of the air,
but historically—history was on our side.

So how did they vote [in the referendum held in
1946]? PSL [Polish Peasant Party—the leading
opposition against the communists] statistics show, on
a necessarily fragmentary scale, that in 2,004 out of
the 11,070 votin% districts, 83.54 percent of the vote
was against you.

1 Editor's Note: Many of the communists who eventually seized power in Central and Eastern Europe in the period
immediately following WWII spent extended periods of time (including most of the war) in the Soviet Union.
Stalin’s support of these “Muscovites” made it easier for them to consolidate their power but, in many cases, also
raised the suspicions of their compatriots.

2 Author's Note: The PSL (Polskie Stronnictwo Ludowe) was the Polish Peasant party, which Mikotajczyk
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I can’t say. Probably it was like that in some district,
while in others we had a majority.

Why didn’t you at least reveal this fact?

My dear lady, you can’t, not if you want to stay on.
If we’d had an alternative—if we win, we stay, if we
lose, we hand over power—then of course you can tell
the whole truth. But here we were compelled by the
situation: in an election, we can’t go by the criterion of
a majority, because there isn’t anyone we can hand
power over to. There wasn’t then and there isn’t now.

1 don't understand.

Well, whom would you have had us hand power
over to? To Mikolajczyk [leader of the Polish Peasant
Party who the communists accused of being too
nationalistic], perhaps? Or to those even more to the
right of him? Or to the devil knows who else? You’ll
be telling me in a moment that it would have been
democratic if we had. So what? Who needs that kind
of democracy? And we can no more have free
elections now that we could ten or twenty years ago,
even less so, because we’d lose. There’s no doubt of
that. So what’s the point of such an election? Unless,
of course, we wanted to behave like ultrademocrats,
such perfect gentlemen, that we took off our top hats
and bowed and said: Fine, we’re going to get some
rest, go ahead and take power.

Well?

Well what (shouting)? Well what? Why do you say
“well”?

Because that’s just what you should do, exactly that.

I don’t want to be rude.

Well then, I1will: You're hated here.

Miss Torariska, politics isn’t something you do for
pleasure, and it’s not something you do in order to be
loved and understood. I know things are bad now, but
there are some prospects that we’ll make them better.
We will make them better, ’'m deeply convinced of it.
We’ll find a way out of the situation, despite all its
zigzags and contortions. Maybe not in my lifetime, but
we will. It’s not at all true that Poland is doomed to
destruction, to total destruction.

Historical Connections / 4-9
An Interview with Jakub Berman

But you're considered to be the cause of all the evil
that has befallen this nation, don’t you see that?

That’s the result of mental backwardness, yes
backwardness (shouting)! You can’t live by
nineteenth-century concepts. Two great powers arose,
and spheres of influence were defined and agreed. We
found ourselves in the Soviet sphere of influence,
which was lucky for us because it helped in
implementing a number of changes, although I agree
that it also introduced many restrictions—no one’s
denying their existence. They had to meet with
resistance on the part of the population raised on and
accustomed to an entirely different set of ideas. But
don’t people undergo a process of evolution? Don’t
they change when reality contradicts their ideas?

You really don’'t see?

It’s certainly true that people here are weighed
down by complexes which the Czechs, the Romanians,
and even the Hungarians don’t have, because they
didn’t experience either the geographical or the social
[changes] that we went through. But clinging to
absurdities, imagining that we live on the moon instead
of the Oder and the Vistula, is completely ridiculous.
It’s on a different planet that you can reflect, or
meditate, or write poetry, not here. Here we have a
different world, different threats, different dangers, and
different prospects. Was it plausible at any moment to
imagine that Poland would be again the country it had
been between the wars? In this configuration? With
this distribution of forces? Surely that’s inconceivable.
You have to be deaf and blind not to see that we, the
Polish communists rescued Poland from the worst.

Certainly, this sovereignty of ours became stronger,
greater, and more independent after Stalin’s
death—that’s why I introduced the division into the
years before his death and the years after—but even
then, during his lifetime, we tried to ensure the greatest
possible autonomy and independence for Poland. That
was what the Polish road to socialism was about; that
was how we understood it....

organized in 1945 on the basis of a tradition of Polish populism that began in 1895. The Referendum of 1946
asked Polish voters three questions: (1) Are you in favor of a senate? (2) Do you favor nationalization of basic
industries while maintaining the rights of private enterprise? and (3) Are you for the Oder-Neisse line, the new
western frontier that compensated Poland for losses to the Soviets in the east? Because most Poles favored the
second and third questions, Mikotajczyk asked for a no vote on the first question as a symbolic protest against
communist repression. In many places proposition 1 lost heavily, but the official tally released by the
Communist-dominated government showed it winning handily....

1 Editor's Note: A sphere of influence can be described as a territory in which an outside nation exercises some

control over the internal affairs of another nation.

2 Editor's Note: Rivers in Poland.
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Historical Connections / 4-10
An Interview with Jakub Berman

Thinking about Key Concepts and Ideas 3. How does Berman describe democracy? How does ‘

1. Many people from the U.S. and Western Europe this differ from the ways in which democracy is
have portrayed the communist domination of usually viewed in the United States?
Poland and other Central and Eastern European 4. Did Berman believe that he and other Polish
countries as being forced upon these countries by communists were acting for the good of Poland or
Stalin and the Soviet Union. What does Berman the Soviet Union? Support your conclusion with
say that contradicts this impression? examples from the text.

2. Why does Berman claim that it was necessary to 5. Based on this reading, would you say that
ignore election results and the party’s establishing a communist government in Poland
unpopularity? (What justification does he give for was the result of internal or external forces? Why
these actions?) did you draw that conclusion?

84
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Student Handout C

Historical Connections/ 4-11
The Yalta Negotiations

The Yalta Negotiations
by Charles E. Bohlen

From Witness to History: 1929-1969, by Charles E. Bohlen, pp. 173-201. Copyright © 1973 by W. W.
Norton & Company, Inc. Reprinted by permission of W. W. Norton & Company, Inc.

[Editor's Note: Charles E. Bohlen acted as Franklin
D. Roosevelt's interpreter at the Yalta Conference and
as an advisor to the American delegation. This reading
is an excerpt from his description of the conference.]

We took off from Malta [an island in the
Mediterranean] in the middle of the night. Although
we had no fighter escort, we flew over Yugoslavia,
Bulgaria, and Romania, all of which were occupied in
part by Axis troops. We landed about noon at an
airfield at Saki which had been hurriedly repaired.
Churchill arrived twenty minutes after the president
[Franklin D. Roosevelt].

After being welcomed by a greeting party, headed
by Molotov, we were offered refreshments, including
vodka and champagne, caviar, smoked sturgeon,2 and
black bread. The eighty-mile drive over the mountains
to Yalta was made under lowering clouds that spat rain
and a little wet snow. The road was lined with troops
of at least two Soviet divisions, each soldier standing
within sight of the next, for the entire eighty miles. As
the presidential car passed...the soldiers, many of them
girls, snapped to the Russian salute—an abrupt move
of the arm to put the rifle at a thirty-degree angle from
the body. Repeated thousands of times, the salute was
impressive. The drive took about five hours. Although
the country was mostly uninhabited, we saw signs of
destruction—gutted buildings and burned out Nazi
tanks, I believe that the wreckage Roosevelt saw on the
drive hardened his view on Germany. “I’m more blood-

thirsty than a year ago,” he told Stalin when they met....

Roosevelt, very much a political animal, went to the
Yalta Conference keenly aware of American public
opinion. With the war almost over in Europe,
Americans wanted Soviet help in the final battle
against Japan. Thus one major goal for Roosevelt at
the conference was to pin down Stalin on the timing
and the extent of entering the war in Asia. Roosevelt
also realized that he might have scored only a

temporary success in gaining public support during the
war for an international organization, which he thought
was the only device that could keep the United States
from slipping back into isolationism. Thus his other
major goal was an accord on the United Nations. The
other important problems, principally Eastern Europe
and Germany, had to be considered against the
overriding importance of Roosevelt’s two main goals.

The conference, which lasted for eight days, was
organized in such a way that there was no orderly
discussion and resolution of each problem by the
leaders. Instead, issues were brought up, discussed,
then shunted off to the foreign ministers or military
chiefs or just dropped for a few hours. There was a
plenary session of the three leaders every day at 4 p.m.
and meetings of the foreign ministers and the military
chiefs every morning. In addition, there were private
meetings between any two of the leaders, and
discussions by all three at lunch and dinner.

It is a wonder that any agreements could emerge
from such confusion. But the constant switch from one
subject to another kept tempers cool. It is a matter of
fact that despite the difficulties and disappointments,
the atmosphere remained pleasant throughout the
conference. The good feeling was evident on February
4, at the first Roosevelt-Stalin private meeting before
the first plenary session. The two leaders greeted each
other as old friends, and in a sense they were, having
conferred in Teheran® and exchanged many messages
during the year. Smiling broadly, the president grasped
Stalin by the hand and shook it warmly. Stalin, his face
cracked into one of his rare, if slight, smiles, expressed
pleasure at seeing the president again.

Underneath this gloss of goodwill, the three leaders
were waging a fierce struggle on the shape of the
postwar world. The decisions they reached on these
questions, while hailed almost universally at the time
as great accomplishments, ultimately came under such

1 Editor's Note: Molotov was the Soviet foreign minister under Josef Stalin.

2 Editor's Note: The fish from which caviar (fish eggs) is extracted.

3 Editor's Note: Referring to the Teheran Conference, held in December, 1943 in Iran. This meeting included

Churchill, Stalin and Roosevelt.
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heavy attack, first from the right and later from the left,
that Yalta is undoubtedly the most controversial
conference in United States history. From my position
at Roosevelt’s side, I witnessed almost all the
important exchanges with the Soviet Union.

The most difficult question of all at Yalta was
Poland. The Soviets realized that since they had
physical control over Poland, they could, in the last
analysis, do pretty much what they wanted to with that
country. On the other hand, they also realized that the
British and American governments had a strong
interest in Poland. The Western goal was absurdly
simple—the right of the Poles to govern themselves,
even if they chose a Communist government. The task
of the Soviet diplomacy therefore was to retain a tight
grip on Poland without causing an open break with the
Western powers. In this regard, Stalin displayed a,
considerable astuteness, an extensive knowledge of the
geographic elements of the problem, such as the
location of the frontiers, and a tenacity for beating
back one Western attempt after another to create
conditions for a genuinely democratic government.

A sure clue to the gravity of the problem was
Stalin’s getting up and walking up and down behind
his chair while expounding his points. His best
debating skill stood out on the Polish question. When
Roosevelt said he wanted the Polish election to be
pure, like Caesar’s wife, Stalin commented, “They said
that about her but in fact she had her sins.”

The frontiers of the new Poland, although not what
we wanted, did not present a difficult problem.
Churchill and Stalin had pretty much settled the issue
at Teheran. The president did attempt to get Lvov! and
the adjacent oil fields returned to Poland, but Stalin
refused. Churchill had second thoughts about his hasty
giveaway of German land at Teheran. While still
favoring the movement of Polish frontiers west, he
said it would be a pity to stuff the Polish goose so full
of German food that it got indigestion. Stalin brushed
aside the argument by asserting that most of the
Germans in the affected areas had run away from the
advancing Red Army....

I do not presume to know what was going on in
Roosevelt’s mind, but from what he said at Yalta and

Historical Connections / 4-12
The Yalta Negotiations

from his actions there, I feel he did everything he
could to help the Poles. He was not acting out of any
sympathy for the London Poles (although he had met
and admired Mikohajczyk)2 and was not trying to
install an anti-Soviet regime in Warsaw [capital of
Poland]. He only wanted to give the Polish people,
whose country had been overrun and brutalized by the
Nazis and who then faced domination by the Soviet
Union, the right to choose their own government. He
was trying to balance domestic political
considerations—strong Polish sentiment in the United
States—with his diplomatic goal of maintaining Allied
unity by recognizing Soviet determination to protect its
western flank. The compromise failed because Stalin
insisted on more than security against attack; he
wanted to establish the Soviet system of authoritarian
control of every aspect of life in Poland. The Red
Army gave Stalin the power he needed to carry out his
wishes, regardless of his promises at Yalta. Stalin held
all the cards and played them well. Eventually, we had
to throw in our hand....

Thinking about Key Concepts and Ideas

1. What kind of impression do you think Roosevelt
and Churchill had about Stalin and the Soviet
Union during their eighty mile drive to Yalta?
Support your response with examples from
Bohlen’s description of the trip.

Bohlen describes Roosevelt’s major goals for the
meeting at Yalta as getting a commitment from
Stalin on entering the war in Asia and reaching an
agreement about the United Nations. Problems
related to Eastern Europe were, according to
Bohlen, considered less important. In retrospect,
how would you evaluate Roosevelt’s priorities?

3. What did Stalin mean about Polish elections when
he made the comment, “They said that about her
[referring to Caesar’s wife being pure] but in fact
she had her sins”?

4. Based on this account, do you think Roosevelt (and
Churchill) “sold out” on the issue of Central and
Eastern Europe in order to avoid confrontation with
Stalin in other areas? Why or why not?

N

1 Editor’s Note: In the period between World Wars | and Il the city of Lvov was part of Poland's territory. At the
Teheran Conference, Stalin and Churchill negotiated new boundaries for Poland. Poland’s borders were shifted
to the east. Consequently, large territories which once belonged to Germany now belonged to Poland and most
of Poland's former eastern territories were absorbed by the U.S.S.R. Under this new configuration, Lvov and the
surrounding territories—rich in oil—became part of Ukraine, one of the republics in the Soviet Union.

2 Editor's Note: Referring to Poland’s government-in-exile located in London. The London group, headed by
Mikotajczyk, was considered the “official” representatives for Poland by the United States and Great Britain. The
Soviet Union, however, recognized only a Communist-dominated group in the Polish city of Lublin (the city was

occupied by Soviet troops).

COMPARATIVE LESSONS FOR DEMOCRA8C§()
Published by the Center for Civic Education in cooperation with The Ohio State University SM%E

T*H*E

OHIO



Historical Connections / 5-1

o TURNING POINTS IN THE
HISTORY OF THE CZECH REPUBLIC

[U.S. President Woodrow Wilson was guilty of] the colossal conceit of
thinking that you could suddenly make international life over into what you
believed to be your own image; when you dismissed the past with contempt,

rejected the relevance of the past to the future, and refused to occupy yourself
with the reality that a study of the past would suggest.

—George F. Kennan, American diplomat and historian,
quoted in William Pfaff, The Wrath of Nations

Summary of the Lesson

Students will examine documents and readings to understand three turning points in the

history of the Czech Republic. These events include the Pittsburgh Agreement,

which assisted in the creation of Czechoslovakia in the aftermath of World War I, the

partition during World War II, and the “Velvet Divorce” of January 1, 1993—which followed

the Velvet Revolution of 1989. While working in small groups, students will be involved in

role-plays, an analysis of a chronology and a discussion about a short text. At the end of the

lesson students should understand that due to the influence of external forces and internal

pressures of the region, many states in Central and Eastern Europe have had a tumultuous

history. The histories of the Czech Republic and Slovakia, formerly united as Czechoslovakia,
‘ offer good examples.

Objectives
Students will be expected to
m explain the origins of the state of Czechoslovakia at the end of World War I,
m analyze the possibilities and limitations of the young state’s chance for survival,

m trace the dissolution of a united Czechoslovakia in the 1938-39 period and explain the
impact of internal and external forces on the separation,

- m discuss the ways in which the origins of Czechoslovakia and the results of World War II
were connected to the dissolution of the state in 1993.
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Historical Connections / 5-2
The Lesson Plan

The Lesson Plan

Opening the Lesson

Ask students: What 20th-century European state
was born in Pittsburgh, Pennsylvania, on June 30,
19187 (Answer: Czechoslovakia)

Provide them with the following background
information:

® On June 30, 1918, Czech and Slovak
nationalist leaders in exile in the U.S. met in
Pittsburgh, where many immigrants from both
groups had settled. Without formal or legal
power to speak on behalf of the other members
of their groups, they agreed to join these two
ethnic (cultural and language) groups together
to form a new, federal state when the Great
War (World War I) finally ended.

® The “Pittsburgh Agreement” pledged that the
Slovaks, although joined with the Czechs in
one state, would have an autonomous legal
system and civil administration and would be
able to use Slovakian as the official language
for education and government business.

® In 1918, both Czechs and Slovaks were the
unhappy subjects of the multi-national
Austro-Hungarian Empire ruled by the
Hapsburg Dynasty. This so-called “dual
monarchy” was a result of an agreement
between the Austrians and the Hungarians in
1867, by which each was able to rule one part
of the empire and dominate the other ethnic
groups within it.

8 The Czechs, who lived in Bohemia and
Moravia, were governed by the Austrians
(from Vienna) and treated fairly mildly;
Slovakia was more harshly governed from
Budapest by the Hungarians (or Magyars). The
Pittsburgh Agreement reflected the
dissatisfaction of these two nations and their
desire for independence.

Maps of this region are included at the beginning of
this resource book and may be used to provide
students with a geographical sense of the region.

Tell students that they are going to analyze some of
the turning points in the histories of the Czech and
Slovak people.

Developing the Lesson

Divide the class into groups of 3-4 people and
explain that their first task will be to assess the
viability of the new state of Czechoslovakia.

& Each group will be a team of advisors to
President Franklin D. Roosevelt in early
1938—just before the Munich Agreement in
which Hitler annexes the Sudetenland, the part
of Czechoslovakia with a large ethnic German
population. President Roosevelt has asked
these advisors to prepare a statement advising
future relations with Czechoslovakia. He wants
them to consider the stability of the
government, as well as the political
implications of encouraging closer relations
with Czechoslovakia.

® Each group will be given a set of readings in
the student handout Briefing for Presidential
Advisors. Students may read all of the handout
or assume responsibility for the information in
a particular section and then share this
information with the rest of the group. Each
group, however, is collectively responsible for
all the materials in the student handout.

® This collection of readings contains excerpts of
historical information from a variety of
sources. Students should be encouraged to
consider the different perspectives presented
while reaching their conclusions. Students
should be prepared to discuss the following
within their groups (also included at the end of
the readings):

1. What factors does Czechoslovakia have in
its favor?

2. What disadvantages and dangers does
Czechoslovakia face?

3. What recommendations would the group of
“presidential advisors” give to President
Roosevelt regarding U.S.-Czechoslovakian
relations? (What kind of economic and
political relations do they suggest?)

& Each group member should be able to explain
the findings and reasoning of his or her group
and may be called upon by the teacher to make
a presentation before “President Roosevelt” (a
student may be selected for the role) and his
cabinet (the rest of the class).
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B Members from other groups may ask the group
spokesperson for clarification or for an
explanation of the group’s reasoning.

Ask one or two groups to present their conclusions
to the rest of the class. (More groups may share their
conclusions if presentations are not redundant.)
After the presentations, ask the whole class to:

1. Create a summary list of Czechoslovakia’s
hopes and liabilities for survival. (Write the
list on a chalkboard or overhead transparency.)

2. Make predictions about the likelihood of the
Czechoslovak Republic’s survival during that
period.

Next, give students a copy of the student handout
Chronology. Have them read it and discuss the
questions in their small groups.

As an entire class, discuss the groups’ responses to
the questions at the end of the handout.

Explain that Czechoslovakia became a unified state
again at the end of World War II (minus
Carpatho-Ukraine, which was annexed by the
Soviet Union), and fell under communist rule in
1948. On January 1, 1993, however, as a result of
what we commonly call the “Velvet Divorce,”
Czechoslovakia ceased to exist as a state.

= Ask them to speculate—without knowing
details of the “Velvet Divorce,” but knowing
what they know so far—how and why the state
of Czechoslovakia ceased to exist in 1993.

Distribute the student handout entitled The Velvet
Revolution and have them read the text. Use the
questions at the end of the handout to guide their
small group discussions.

® With the entire class, ask students to explain
their response to the final questions: What
connections can be drawn between the
formation and history of Czechoslovakia and
the Velvet Revolution? What can we learn
from this example that might help us
understand other states?

Concluding the Lesson

Ask students:

1. Can a multi-ethnic state survive in an age of
nationalism? What disadvantages does it have?
What advantages must it have to survive?

2. Was Czechoslovakia ever a real state or was it
merely an artificial creation? Could the United
States be considered an artificial state? What

Historical Connections / 5-3
The Lesson Plan

about other countries which united more that
one nation (ethnic or distinct cultural group).

3. What obstacles to survival do small nations
such as Slovakia and the Czech Republic face?
Are conditions for survival more favorable in
today’s Europe than immediately following
World War 1? Explain.

4. Is the dissolution of Czechoslovakia likely to
be repeated elsewhere in Europe or in the
world? Where? Why?

Extending the Lesson

Students could write an essay reacting to the
following statement: “The state of Czechoslovakia
was both the product of the desires of ethnic groups
for self-determination and a victim of these same
desires.” Their answers should be supported by
information and insights gained from this lesson.

Students could examine similar, actual or desired,
dismemberments of Yugoslavia in Europe; Canada
in North America; Nigeria, Ethiopia, Sudan in
Africa; and Indonesia in Asia. This analysis should
include the ways in which outside forces and
internal pressures contribute to separations among
groups in the same state.

Have students study current relations between the
Czech and Slovak Republics by comparing and
contrasting resources, assets, political stability,
GNP, etc.. What predictions do students have about
the future of Czech/Slovak relations?

Students could research American Czech and
Slovak communities and report on their customs,
language retention, religious affiliations, etc. What
similarities do they share? What is the cultural
relationship between American Czechs and Slovaks
and people living in the Czech and Slovak
Republics? What differences exist between them?
What roles(s), if any, do Czech- and
Slovak-American communities/organizations
currently play in Czech and Slovak politics?

Guidelines for Student Responses

Thinking about Key Concepts and Ideas from
“Briefing for Presidential Advisors”

1. Czechoslovakia possessed industrial
capabilities, had strong leadership (Masaryk),
and should have had international
support—based on Wilson’s commitments in
his “14 Points” document and the League of
Nations.
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2. Czechoslovakia faced threats from expanding

German nationalism—especially in the Czech
areas in which large numbers of ethnic
Germans lived. There were also tensions
between the Czechs and Slovaks.

3. Students answers will vary.

Thinking about Key Concepts and Ideas from
“Chronology”

1. Although students answers may vary, it was

apparent that the federation between the
Czechs and Slovaks was precarious, at best.
Increasing activity among fascists in Slovakia
and German expansionism in the Czech lands
made it unlikely that Czechoslovakia could
have survived under the conditions established
by the Munich Agreement.

. No. In fact, internal pressures that resulted

from ethnic tensions between Germans and
Czechs, as well as Czechs and Slovaks made
the dissolution likely.

. Students answers will vary but should include

references to the ethnic tensions, the lack of
support from the international community (the
“sell-out” of the Munich Agreement), and
Hitler’s desire to bring all ethnic Germans
under one “fatherland” all contributed to the
dismemberment of Czechoslovakia in 1939.

Historical Connections / 5-4
The Lesson Plan

Thinking about Key Concepts and Ideas from
“The Velvet Revolution...”

1. Gorbachev’s “hands-off” policy towards other

Warsaw Pact members and the fall of
communism in Poland and Hungary were both
external forces that contributed to the fall of
communism in Czechoslovakia. Internal forces
include the popularity and organization of the
Civic Forum and the dynamic leadership of
Havel.

. The Velvet Revolution provided a model for

peaceful change in governments. In addition,
the Velvet Revolution offered an opportunity
for completely restructuring the government.
Without the communist party to serve as the
unifying (though oppressive) factor, regional
and ethnic differences became more
pronounced.

. Students answers may vary but should include

the ethnic tensions and regional differences
between the Czechs and Slovaks. Students
should also demonstrate an understanding of
the fact that Czechoslovakia had been created
artificially and, as primarily a two-nation state,
was bound to experience conflict. This
comprehension could be used to understand
the conflicts in the Balkans (former
Yugoslavian Federation), Russia, and Rwanda.
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Student Handout

Historical Connections / 5-5
Briefing for Presidential Advisors

Briefing for Presidential Advisors

This collection of readings contains excerpts of information from a variety of sources.
All of them are written from the perspective of what was known at the beginning of 1938.
It is your job to consider these different perspectives as you reach conclusions about how to
advise President Roosevelt regarding future relations with Czechoslovakia.

Calendar of Events after WWI

This information provides background for the events
that led to the formation of Czechoslovakia:

On October 14, 1918, the Allies declared the
Czechoslovak provisional government in Paris the
legal government of the new nation they promised to
create at the end of the war.

On October 28, 1918, the Czechoslovak provisional
government in Paris declared the independence of
Czechoslovakia from the Austro-Hungarian Empire.

On October 30, 1918, the Slovak national council in
Slovakia voted for union with the Czechs.

On June 28, 1919, the Treaty of Versailles (Article
81) referred to “the complete independence of the
Czecho-Slovak State which will include the
autonomous territory of the Ruthenians to the south of
the Carpathians (mountains).”

On February 29, 1920, Czechoslovakia adopted a
constitution.

Excerpts from Wilson’s Fourteen Points

From The Western Tradition, 3rd ed.,
by Eugen Weber, published by D.C. Heath and
Company, Lexington, Massachusetts, 1972.

This information provides an orientation for previous
U.S. policy on Czechoslovakia and the rights of
independent states. It should be noted, however, that
many of Wilson's Fourteen Points were ignored by U.S.
legislators and later presidents.

We entered this war because violations of rights had
occurred which touched us to the quick and made the
life of our people impossible unless they were
corrected and the world secure once and for all against
their recurrence. What we demand in this war,
therefore, is nothing peculiar to ourselves. It is that the
world be made fit and safe to live in; and particularly
that it be made safe for every peace-loving nation
which, like our own, wishes to live its own life,
determine its own institutions, be assured of justice
and fair dealing by the other peoples of the world as
against force and selfish aggression. All the peoples of
the world are in effect partners in this interest, and for
our own part we see very clearly that unless justice be

done to others it will not be done to us. The
programme of the world’s peace, therefore, is our
programme; and as we see it, is this:

..IX. A readjustment of the frontiers of Italy should
be effected along clearly recognizable lines of
nationality.

X. The peoples of Austria-Hungary, whose place
among the nations we wish to see safeguarded and
assured, should be accorded the freest opportunity of
autonomous development.

XI. Rumania, Serbia, and Montenegro should be
evacuated; occupied territories restored; Serbia
accorded free access to the sea; and the relations of the
several Balkan states to one another determined by
friendly counsel along historically established lines of
allegiance and nationality; and international guarantees
of the political and economic independence and
territorial integrity of the several Balkan states should
be entered into.

XII. The Turkish portions of the present Ottoman
Empire should be assured a secure sovereignty, but the
other nationalities which are now under Turkish rule
should be assured an undoubted security of life and an
absolutely unmolested opportunity of autonomous
development, and the Dardanelles would be
permanently opened as a free passage to the ships and
commerce of all nations under international guarantees.

XIII. An independent Polish state should be erected
which should include the territories inhabited by
indisputably Polish populations, which should be
assured a free and secure access to the sea, and whose
political and economic independence and territorial
integrity should be guaranteed by international
covenant...

...We have spoken now, surely, in terms too
concrete to admit of any further doubt or question. An
evident principle runs through the whole programme I
have outlined. It is the principle of justice to all
peoples and nationalities, and their right to live on
equal terms of liberty and safety with one another,
whether they be strong or weak. Unless this principle
be made its foundation, no part of the structure of
international justice can stand.
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Information about Tomasz G. Masaryk

This short biography provides some insights regarding
the quality and vision of the leadership in
Czechoslovakia.

Tomasz G. Masaryk, born in 1850, was a Czech
philosopher, statesman, and founder of the democratic
Czechoslovak republic in 1918. In the 1890s, he
represented the Young Czech Party in the Austrian
parliament and was critical of Austrian policies
regarding the position of the “small nations.” He
became the chairman of the Czech National Council in
London, 1914. Masaryk raised questions about the
question of national identity in the Austro-Hungarian
Empire. From 1916 onwards, he organized the
Czechoslovak legions in Russia, which were fighting
with the Allies against the Austro-Hungarian Empire
for the independence of Czechoslovakia. Therefore, he
won the support of President Wilson and was accepted
by the United States as the head of an allied
government. In addition, his wife was American. In
1918 he was elected the first president of the
Czechoslovak Republic; he was re-elected twice and
resigned in 1935. As a political thinker he defined two
powerful influences (dangers) on the “small nations”
in Central Europe: Germany and the Soviet Union.
After the rise of Czechoslovakia, he said that at least
50 years (two generations) should live in democracy to
insure that the independence of the new state could be
preserved.

From Capitalism to Socialism

This summary provides some information regarding the
economic conditions in Czechoslovakia (in 1938) and
traces its economic trends since the state’s formation.

Among the successor states created on the ruins of
Austro-Hungarian Empire, only Czechoslovakia is an
industrially advanced nation. Approximately 70% of
the industrial capacity of the Monarchy’s western
provinces was located in the territory of the Czech
lands. Consequently the new Czechoslovakia emerged,
in 1918, as one of the most industrially developed
countries of the world. Similarly, Czechoslovakia’s
agriculture is well-developed, intensive and
specialized. In addition, the new republic has an
excellent education system and a highly skilled labor
force.

This does not, however, apply to the country as a
whole. The Eastern provinces, Slovakia and
Subcarpathian Ruthenia, previously ruled by Hungary,
are backward in economic and political, as well as
cultural and educational, terms. Slovakia and Ruthenia
fit the traditional picture of a rather undeveloped
Eastern Europe. Czechoslovakia is thus split into two
unequal parts: the developed and fairly affluent Czech

Historical Connections / 5-6
Briefing for Presidential Advisors

lands with a sizeable German minority, and the
undeveloped Slovakia and Ruthenia (with a sizeable
Hungarian minority).

Slovaks and Czechs: An Uneasy Coexistence

This provides a description of the two nations (Czech
and Slovak) that comprise the Czechoslovak state.
This is of particular interest when considering the
stability of the state.

In the history of Czechoslovak statehood, a constant
and fundamental problem has defined the relationship
between two nations: the Slovaks and Czechs. [The
Czechoslovak Republic is a multinational state
including Czechs, Slovaks, ethnic Germans, and Jews.
The Czechs and Slovaks are the largest of these
groups.] The Czechs tend to view the Slovaks as
withdrawn, devout Catholics who are timid about
embarking on new ventures.

The first clash came in 1919 when thousands of
Czechs entered Slovakia to work as civil servants and
help organize local governments and school systems.
The Czechs were initially welcomed, in part because
the Slovaks did not have enough of their own
educated, nationally-conscious people to take up the
positions vacated by the Hungarians. Many Czechs,
however, came with a missionary spirit, and wanted to
educate what they perceived to be a backward
country.... Hostility has grown towards the Czechs,
who occupy positions in the civil service, the
educational system, the army and business.... In
addition, the majority of the Slovaks see themselves as
a distinct nation.... Further dissension has led to a
strong Slovak separatist movement, headed by the
nationalistic Hlinka’s Slovak People Party. This party
is demonstrating strong fascist tendencies and has
increasingly strong alliances with Hitler’s Nazi Party.

Castles on the Landscape: Czech-German
Relations

This information pertains to the relationship between
Czechs and ethnic Germans (referred to as
Sudetenland Germans) who live in the Czech territories
known as Bohemia and Moravia. Although these
groups have lived in the region for centuries, recently
tensions have increased—due in no small part to the
rise of German nationalism across Europe. '

The fundamental question to be raised here is why
the Czechs and the Germans of Bohemia, who shared
so much over many centuries, were not able under
circumstances of these modern times to reach amodus
vivendi [way of getting along]. One key to
understanding the ethnic hostilities is the
modernization process.... Industrialization of the Czech
lands started within the German community in the
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second half of the 19th century.... Towards the end of
the 19th century, however, the situation changed
dramatically. The Czechs soon proved to be
competitive in economic prosperity. In addition,
increased numbers of Czechs have moved into
previously German-majority towns and cities to take
advantage of new industrial opportunities. The
modemnization process has led to increased competition
and hostility instead of assimilation and cooperation.

There are four areas in which one might distinguish
similarities and differences between the United States
and current conditions in these areas of
Czechoslovakia:

1. In the Czech lands both Czechs and Germans had
been settled in their communities for hundreds of
years. However, recent trends have led many
Czechs to migrate from the farm to the cities. A
similar pattern has existed in the United States,
with ethnic groups forming distinct local
settlements. However, more emphasis has been
placed on assimilation through the use of education
and language in the United States than in the Czech
lands.

2. Immigration to the United States has produced
somewhat “decapitated ethnic societies.”
Immigration to the U.S. from the late 1800s to the
period following WWTI has consisted
overwhelmingly of members of the lower classes.
Without traditional leadership structures,
immigrants have assimilated more quickly into the
dominant culture. As Czech workers flocked into
German districts, they have been followed by
Czechs from higher social strata so that a complete
vertical structure inclusive of social, economic and
cultural dimensions has emerged.

3. In the United States, large urban areas often
include distinct ethnic districts (i.e. “Little Italy” in
New York City, or Polish neighborhoods),
however, these exist in the context of a larger
“American” city—so some assimilation and
cross-cultural interaction is somewhat inevitable. In
the western regions of Czechoslovakia, the basis of
industrialization took place in small towns and
villages, ethnic enclaves could survive intact.
Without the larger city forcing at least limited
integration, these ethnic enclaves exist with
virtually no assimilation.

Historical Connections / 5-7
Briefing for Presidential Advisors

4. The Anglo-Protestant social, political and
economic elite tend to dominate in the United
States. Consequently, while certain ethnic groups
have been successful in gaining political power
(the Irish in Boston, for example), most public
institutions are designed to promote the interests of
this elite. Public schools are one of the primary
examples of the ways in which public money is
used to socialize immigrants for integration in
American society. On the contrary,
industrialization in the Czech lands has produced
what are in effect two separate “castles on the
landscape”—one Czech and one German (each
with its own school systems).

Therefore after the rise of Czechoslovakia, the
German population rejected initial participation in the
new state. Germans have been accustomed to being the
dominant nationality, and consider themselves the
culture-bearing Volk (a group with a more advanced or
superior culture) of Central and Eastern Europe. In
contrast, the Czechs suffered institutional
discrimination under the Hapsburg Monarchy. As the
Republic stabilized in the 1920s, a new democratic
system that guaranteed the rights of minorities, was
established. Over the past decade, the Germans have
become a minority and find it difficult to reconcile
themselves in this new status.

The Great Depression hit Czechoslovakia in 1932,
at the same time the Nazis in Germany seized political
power. Many Germans who opposed the Nazis moved
to areas of the Czech lands with ethnic German
populations. However, this region has also been
radicalized as the Nazis provide a new conceptual
framework for German ethnicity in a greater German
Reich animated by Pan-Germanic racial and
imperialist goals.

Thinking about Key Ideas and Concepts

1. What factors does Czechoslovakia have in its favor?

2. What are Czechoslovakia’s disadvantages and
dangers?

3. What recommendations would the group of
“presidential advisors” give President Roosevelt
regarding U.S.-Czechoslovakian relations? (What
kind of economic and political relations do you
suggest?)
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Historical Connections / 5-8
Chronology

Student Handout

Chronology

Read the chronology, then answer the questions that follow.

1937

1938

1939

(Oct.) Sudeten Germans demand complete autonomy for 3.3 million ethnic Germans in Czechoslovakia
(whose total population then was about 15 million).

(Feb. 20) Hitler, Germany’s leader, promises protection for German ethnic minorities outside the German
Reich (state).

(March 3) The Czechoslovak government declares that it will defend itself against outside interference.

(March 13) Germany annexes Austria without opposition. Czechoslovakia is now bordered on three sides
by the German Reich.

(March-Sept.) Munich Crisis. Increasing demands for complete autonomy by Sudeten Germans, backed
by Hitler, create an international crisis. Hungary and Poland, who have made claims to parts of
Czechoslovakia since the post-war treaties, also make their demands known. Hitler prepares for war, as
does Czechoslovakia, its ally France, and Great Britain. But by September Britain and France, convinced
that Hitler is not bluffing and anxious to avoid war, decide to appease [pacify or try to keep the peace]
Hitler and so put pressure on Prague to agree to Hitler’s demands.

(Sept. 29) The Munich Settlement:

® Germany gains 10,000 square miles of Czechoslovakian territory along its border, including that coun-
try’s fortifications in the mountains, effectively rendering Czechoslovakia defenseless. Germany gains
2.8 million Sudeten Germans and about 700,000 Czechs.

® Poland presents Prague with an ultimatum and on October 2 unilaterally occupies the long-coveted Tes-
chen region (400 square miles, 240,000 inhabitants, of whom fewer than 100,000 are Poles) along its bor-
der with Czechoslovakia.

® Hungary’s claims are only settled by force and with German and Italian arbitration. Hungary gains a strip
of southern Slovakia (almost 5,000 square miles and 1 million people) but is denied the common frontier
she mutually desired with Poland.

® Czechoslovakia loses 5 million (retaining 15 million) inhabitants and 16,000 square miles (retaining
38,500 square miles) of territory.

® France and Britain pledge to guarantee the now defenseless borders of what is left of Czechoslovakia.

(Oct. 6) Giving in to Slovak demands and German pressure, Prague grants Slovakia full autonomy within
the republic.

(Oct. 8) Giving in to Ruthenian demands and German pressure, Prague grants Ruthenia (renamed
Carpatho-Ukraine) full autonomy within the republic.

(March 10-16) Prague deposes the Slovak premier, accusing him of working for separation from
Czechoslovakia, and he appeals to Hitler, who intervenes. Slovakia and Carpatho-Ukraine declare their
independence. Germany declares the Czech lands (Bohemia and Moravia) a protectorate and sends in
troops to occupy it; Slovakia is also put under the protection of the Reich.

(March 31) Britain and France, who had failed to prevent the dismemberment of Czechoslovakia, now
guarantee Poland against aggression. Poland is under increasing pressure from Germany to make territorial
concessions.

(Sept. 1) Germany launches a surprise attack on Poland. World War II begins.
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Historical Connections / 5-9
Chronology

‘ Thinking about Key Ideas and Concepts

1. Was the dissolution of Czechoslovakia in 1939,
nearly half a year after the Munich Agreement, a
surprise? Explain.

2. Is it accurate to place all the blame for the
dissolution on the ambitions of Hitler and
Germany? Explain.

3. What external and internal problems led to the
dismemberment of Czechoslovakia? Create a
summary of these factors.
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Student Handout

Historical Connections / 5-10
The Velvet Revolution of 1989 to Present

The Velvet Revolution of 1989 to Present

Information provided by the Russian and East European Institute, Indiana University, Ballantine Hall 565,
Bloomington, IN 47405, ph. (812) 855-7309, FAX (812) 855-6411, e-mail REEI@indiana.edu.

Even after Gorbachev’s visit to Czechoslovakia in
April 1987 brought cheering crowds into the streets,
the Czechoslovak communist leadership maintained its
hard-line opposition to political reform. By fall 1989,
however, non-communist governments had taken
power in both Poland and Hungary, and
Czechoslovakia had become a transit zone for East
Germans trying to escape to West Germany. In
November, a student ceremony to commemorate a
youth killed by the Nazi occupiers turned into a
pro-democracy demonstration which ended with
unarmed students being beaten by riot police. In the
Czech lands, opposition groups coalesced into an
umbrella organization called Civic Forum. Civic
Forum, and its Slovak counterpart Public Against
Violence, joined students and actors in orchestrating a
series of strikes which crippled the country and led to
the resignation of the communist leadership. The first
non-communist cabinet since 1948 was sworn in on
December 10. Dubgek, ! brought out of retirement to a
hero’s welcome in Prague, was elected chairman of the
parliament on December 28, and on the following day
Civic Forum leader Havel® was sworn in as president.

But the end of the Velvet Revolution (so called in
the Czech lands for its exceptional lack of violence;
Slovaks prefer the name “Gentle Revolution) was
also the end of the common Communist enemy,
opposition to which had united Czechs and Slovaks to
an unprecedented degree. On April 20, 1990,
parliament changed the country’s name to “The Czech
and Slovak Federal Republic” at the insistence of

Slovak leaders, who feared a return to the political
centralization of the communist period. Throughout
1990 and 1991 there were demonstrations in favor of
independence in Slovak cities, although public opinion
polls continued to show that most Czechs and Slovaks
favored a federal system. Of particular concern to
Slovaks were federal and Czech leaders’ plans for
rapid economic reforms, which many feared would be
more painful for Slovakia. The general elections of
June 1992 were regarded by most people in both
republics as a referendum on the federal union, and
after separatist parties won significant victories in both
republics, talks began on the breakup of the country. In
what has come to be regarded as typical Czechoslovak
style, the split was negotiated and carried out
bloodlessly. At midnight on December 31, 1992, the
Czech and Slovak Federal Republic ceased to exist and
the Czech Republic was born. ‘

Thinking about Key Ideas and Concepts

1. What external forces came to bear on the fall of
communism in Czechoslovakia? Internal events?

2. How did the Velvet Revolution pave the way for
the separation of the Czechs and Slovaks?

3. What connections can be drawn between the
formation and history of Czechoslovakia and the
Velvet Revolution? What can we learn from this
example that might help us understand events in
other states?

1 Alexander Dub&ek was leader of Czechoslovakia in the late 1960s. Under his leadership, Czechoslovakia began
to experiment with radical economic, political and social reforms. The reforms were abruptly brought to a halt in
the spring of 1968 when a Soviet-led Warsaw Pact troops invaded Czechoslovakia. Dubéek was forced to resign
as leader and sent to Slovakia, where he served as a mid-level bureaucrat with little power and influence.

2 Vaclav Havel was a playwright and vocal dissident of Czechoslovakia's communist government. He acted as
primary spokesperson for political groups who opposed the communist regime (collectively known as the Civic
Forum) during the “Velvet Revolution™ of 1989. He was elected president of the newly democratic

Czechoslovakia.
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Historical Connections / 6-1

’ THE USE OF PROPAGANDA IN
COMMUNIST CZECHOSLOVAKIA:
THE CASE OF THE AMERICAN POTATO BUG

All propaganda has to be popular and has to adapt its
spiritual level to the perception of the least intelligent of those
towards whom it intends to direct itself.

—Adolf Hitler, Mein Kampf (1933)

Print is the sharpest and strongest weapon of our party.
—Josef Stalin (April 19, 1923)

Summary of the Lesson

Students will explore the ways in which propaganda was used in Czechoslovakia during the
early 1950s to promote mistrust and division with the West. Using a case study of “The
American Bug: A Study in the Cold War,” students will analyze the ways in which
propaganda was used at a variety of levels in society (with adults and children) and through
many genres (children’s literature, newspapers, radio) to create a “socialist world.”
Students will generate other examples of ways in which propaganda has been used.

‘ Objectives

Students will be expected to

m explain the ways propaganda was used by the communist government in Czechoslovakia
to promote distrust of and division with the West,

m analyze the ways in which propaganda was used to create a “semiosphere” in
Czechoslovakia,

m identify ways in which the government infiltrated all dimensions of people’s lives to
promote a “socialist world,”

m generate examples of other situations in which propaganda was used to manipulate
people,

m evaluate ways in which people might be able to protect themselves from being
manipulated by propaganda.

Background Material for the Teacher

The essay included in this lesson was written by Vladimir Macura, a professor at the Institute
for Czech Literature in Prague. Macura’s piece offers not only a case study of the ways in
which the communist government in Czechoslovakia used propaganda to isolate people from
Western Europe and the United States, but also provides an example of an interesting tradition
in Czech literature and film: a focus on the absurd. Macura’s essay demonstrates the extent to
which even the most inane incidents can be twisted and manipulated to create something

‘ different, in this case something menacing.
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Historical Connections / 6-2
The Lesson Plan

The Lesson Plan

Opening the Lesson

Ask students to describe what was happening in the
United States during the year 1950. Students might
discuss politics (Truman was president), society
(post-WWII baby boom, urban flight), culture
(Frank Sinatra).

Provide students with additional details if necessary
(from The Timetables of American History,
Laurence Urdang, editor, New York: Simon &
Schuster, 1981):

1. U. S. recognized the new state of Vietnam and
sent military advisors to train its armed forces.

2. Truman authorized the use of U. S. forces in
Korea, following the invasion of South Korea
by North Korea.

3. Popular radio shows included “The Lone
Ranger” and “Dragnet.”

4. Jackson Pollock, abstract expressionist,
painted “Lavender Mist,” the first “drip” or
“action” painting.

5. Charles Schultz, cartoonist, created the popular

“Peanuts” comic strip featuring Charlie Brown.

6. Jack Kerouac, leading author of the “Beat
movement,” published The Town and the City.

7. Congress passed the McCarran Act (Internal
Security Act) over President Truman’s veto.
" The legislation required Communists and
Communist-front organizations to register
with the government.

8. Senator Joseph McCarthy of Wisconsin
charged the State Department had been
infiltrated by Communists. He stated: “I have
here in my hand a list of two hundred and five
[people] that were known to the Secretary of
State as being members of the Communist
Party and who nevertheless are still working
and shaping the policy of the State
Department.”

Remind students that this marked the beginning of
the period known as “The Cold War,” a time of
increasing tensions between the United States
(representative of the noncommunist countries) and
the Soviet Union (representative of the communist
countries). While war was never officially declared
between the U.S. and U.S.S.R., a series of
events—beginning with the Soviet-style communist
domination of Central and Eastern Europe after

WWII and the intervention of American troops in
Korea—defined the world into what Stalin called
“Two Camps”—often referred to in the United
States as the “Free World” and the “Communist
Bloc.”

Until the collapse of communism in Central and
Eastern Europe, as well as in the Soviet Union, it
was difficult to ascertain details about the impact of
this period on the daily lives of people in that region.

Developing the Lesson

Distribute copies of the student handout, The
American Bug: A Study in the Cold War by
Vladim{r Macura. Explain to students that this was
written by a Czech scholar about events in the
former Czechoslovakia in 1950. As they read,
students should be comparing the life and events
described by Macura with what they know about the
United States in 1950. Point out to students that the
“Editor’s Notes” at the bottom of each page may
help them understand unfamiliar words or
references. (Students may find some of the Czech
words and names difficult to pronounce. However,
Czech references have not been changed because of
their historical significance. Remind students that it
is not essential that they know how to pronounce the
name or word in order to understand its use in
context.)

After students finish the reading, they should
complete the questions at the end. Students should
be prepared to share their responses in small groups.

Concluding the Lesson

Break students into groups of three or five. Have
students discuss their answers to the questions at the
end of the reading. Based on their individual
responses to the last question, each group should
construct a definition of propaganda.

Ask each group to share their definitions and
examples of propaganda. Compare students’
definitions with the following: 1) “the spreading of
ideas, information, or rumor for the purpose of
helping or injuring an institution, a cause, or a
person” or 2) “ideas, facts, or allegations spread
deliberately to further one’s cause or to damage an
opposing cause” (from Webster's Ninth Collegiate
Dictionary). Point out to students that the most
effective propaganda often plays on people’s
emotiogs and insecurities.
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As a class, brainstorm other examples of situations
in which propaganda was used as part of
government policy. (Examples might include the
policies of the Nazi Party during the 1930s and 40s
to justify the persecution of Jewish people, the
American government’s portrayal of Germans and
Japanese during WWII, American anti-communist
propaganda in the 1950s—*“Better Dead than Red.”

Read Hitler’s statement (at the beginning of the
lesson) about propaganda to students. What does
this quote tell us about the ways in which people are
manipulated? How would more effective education
alter the effectiveness of propaganda?

Extending the Lesson

As ahomework assignment, have students select a
newspaper article or story from the evening news.
Using this as a basis, students should manipulate the
information presented and create a piece of
propaganda. Students’ products should clearly
reflect the definitions of propaganda discussed in
class. Products could be in the form of a political
cartoon, children’s story, etc.

To develop their research skills, students could
search for additional information on the use of
propaganda in various Central and Eastern
European countries as they developed their own
versions of a “socialist world.”

Each class could contribute to a “Propaganda Wall”
on which examples of literature, posters, fliers, etc.
from periods of history could be displayed. In this
way, students would be able to develop
generalizations about the use of propaganda in
various cultures and time periods.

Guidelines for Student Responses

Thinking about Key Concepts and Ideas from
“The American Bug...”

1.Macura talks about the “semiosphere™ as the
Communist Party’s effort to create a “New
World” which would have special meaning to
those living within it. The case of the potato
bug demonstrates the Party’s attempt to create
a semiosphere by the way in which they use
(and manipulate) language and things (the bug

9
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Historical Connections / 6-3
The Lesson Plan

itself) to create a sense of unity against an
enemy.

. The Communists probably compared the

socialist state to a garden or paradise to
promote connections with the Garden of Eden.
(While the Party was strongly anti-religious,
they often used religious references in an effort
to create the same type of faith and loyalty that
many people feel towards their religion.) The
potato bug, as a destroyer of the garden, is
easily turned into something evil and
destructive which represents the capitalist
United States.

. There is no real relationship between the

Korean War and the potato bug except in the
timing of both. The Communist Party in
Czechoslovakia used the potato bug infestation
as a way of uniting the people and making
them believe they, like the Koreans, were
“under attack” from the United States. The
various ways in which the potato bug was
described made it sound as if this was, in fact,
a military attack.

. The children’s books and magazines

demonstrate the ways in which children were
socialized. These include references to youth
organizations that children could (and were
expected to) join. In addition, the children’s
literature makes children sound like good little
soldiers if they helped fight against the potato
bug and the “imperialist West.”

. Students’ answers will vary but should reflect

some understanding of the ways in which
propaganda influenced the thinking of the
average young person in Czechoslovakia.
Students might hypothesize that Americans
were portrayed as greedy, wasteful, and
sneaky. All of these perceptions were
promoted by the government through
literature, television, radio and other forms of
communication and art—all of which were
strictly censored.

. Students’ answers will vary but should include

the idea that the purpose of propaganda is to
manipulate people’s thinking through the use
of symbols (words, art, music).
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Student Handout

Historical Connections / 6-4
The American Bug: A Study in the Cold War

The American Bug: A Study in the Cold War

by Vladimir Macura
(Institute for Czech Literature, Prague)

The obscure North American beetle, which infested Central European potato fields in 1950,
unwittingly played a role in shaping a “socialist world” in Czechoslovakia.

Background Information'

The building of socialism in the Soviet Union and
the countries under its control required an original way
of thinking, an all-encompassing “semiosphere,”
which is the idea of creating an atmosphere filled with
symbols that have meaning to those living within the
environment. An important part of this
self-representation was the promotion of a universally
happy and peaceful “New World,” which had replaced
the old one marked by exploitation and militarism.
This New World borrowed heavily from religious
(especially Christian) concepts, invoking images of
paradise symbolized by the “garden” or “orchard.”

If socialism was represented by the “garden,” then it
followed that the rest of the world represented the
natural enemies of gardening and fruit growing, or
horticulture. In the 1950s, a relatively small and exotic
bug, not native to Europe, became this enemy. Even
the name of this bug—mandelinka—was symbolic.
This Czech word for “leaf bug” was previously used as
a very positive reference. In fact, in a famous Czech
poem, mandelinka was linked with the Russian
Revolution and Stalin himself, with Stalin being
portrayed as a revolutionary hero. The change in the
ways the word was used is an example of how the
creation of the New World altered the language and
meaning of words.

The Battle against the Imperialist Bug

The drive against the potato bug was launched in
Czechoslovakia with an official proclamation by the
government to the citizens published in all dailies
[newspapers]. The proclamation commenced with a
dramatic contrast:

“Our working peasants, together with the whole
nation, filled with joyful hope and the care of a
prudent husbandman [farmer], survey daily the
ripening of grain and the quality of root-crops and

prepare together for the heartfelt and efficient
participation of all the people in the second harvest of
the Five-Year Plan.® But in this very moment of joyful
preparation for the commencement of the harvest,
resulting from the year-round creative work of our
small and middle peasants, alarming reports
concerning a serious menace to this year's crop of
potatoes by the Colorado beetle are coming from the
southern and western parts of our republic. This pest,
dangerous to potato cultivation, appeared in some of
our regions already in past years. However, the
dangerous pest was localized and finally liquidated by
the coordinated effort of peasants, youth, citizens and
the national committees in the afflicted municipalities,
with the substantial aid of rich Soviet experience in the
fight against the Colorado potato bug and with the
willing, brotherly and direct participation of Soviet
experts, lasting for several years. A year ago the
menace of the Colorado bug was completely
eradicated.

This year all the western and southwestern parts of
the republic that border upon the occupied zones of
West Germany were attacked by the Colorado bug en
masse and simultaneously. The Colorado potato bug is
expanding from here to other regions of the state. In
western Czechoslovakia, the potato bug appeared not
only on fields, but on squares, on streets and in the
backyards of houses in towns, and in several districts
the bug appeared mainly in the vicinity of streets and
highways. Boxes and jars filled with potato bugs were

Jound as well. All this provides irrefutable proof that
the current menace of the potato bug did not and could
not have arisen in the natural and usual way, that the
dangerous pest was transported to us by western
imperialists and their terrorist agents artificially,
intentionally and en masse, with the aid of clouds and
wind.” '

1 Editor's Note: This section was revised from the original text.

2 Editor's Note: Refers to the Communist strategy of a planned economy in which every 5 years a central

committee set quotas and goals for industry and agriculture.
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This “fact” was characterized in the proclamation as
an “unprecedented attack on the existence of our
peasants and all our peace-loving people.” The
government expressed its conviction that “our working
people would reject with disgust and aversion this
criminal attempt to destroy the crop and would pillory
it before all of the cultured world.” It urged the people
to “foil this deed completely and respond to it with a
grand and total fight against the potato bug,
transported here in a criminal manner by imperialists
and warmongers, and their monstrous agents.”

In no time, the potato bug became the impetus for
an exchange of diplomatic notes. On July 2, a Soviet
note accusing the USA of diversionary tactics against
the fields of the German Democratic Republic was
passed on to the American cabinet. A week later a
formal complaint by the Czechoslovak government
reached the United States embassy in Prague.

The timing of the campaign was carefully
orchestrated. The proclamation of the Czechoslovak
government against the potato bug was published in
newspapers only two days after reports of the outbreak
of the Korean War, when (in the obligatory
interpretation of the times) “the pro-American puppet
government of South Korea waged war against the
Korean People’s Republic.”l

The case of the potato bug was consistently
associated with the Korean War, with the two topics
often paired: “While the aerial murderers of the
American Air Force drop bombs on the residential
sections of Korean towns, Europe has not been spared
the “peace-loving deed” of the American
imperialists...” (J. Kubka). The press reported the
outrage of cooperative farmers: “The members of the
collective farm in Jedomaélice, district of Slany, protest
the aggression against the People’s Republic of Korea.

Historical Connections / 6-5
The American Bug: A Study in the Cold War

We declared war on the potato bug, brought in by
warmongers and provocateurs [one who creates or
provokes trouble)....The proof of this was the criminal
aggression against the People’s Republic of Korea and
terrorist dissemination of potato bugs in the regions
bordering the American occupation zone in Germany”
(A. Kac - J. Foltyn). The satirical weekly [newspaper]
Dikobraz [The Porcupine] published an anecdotal
dialogue between two American pilots: “Where to,
Sam? With bombs to Korea?” “No! With potato bugs
to Europe.”

The close connection between the two events was
demonstrated by the prevailing tendency to infuse texts
on the Colorado bug with military terminology.
Already the proclamation of the government, cited
above, which opened the propaganda drive, resembled
the announcement of an unexpected military assault
from abroad. The text contrasted idyllic pictures of
joyful and peaceful labor with dark depictions of
danger; it stressed in particular the advent of the
menace from across the western border and mobilized
the “people” to resist it vigorously. This stylization
influenced the official choice of lexical [relating to the
meaning of words] items— “fight” (boj), or even “total
fight” (hromadny boj), “to localize and finally
liquidate” (lokalizovat a nakonec likvidovat) , “to foil”
(zdolat) , “attack” and so on.

A comparison view of two superficially different
texts proves revealing in this respect. Zikmund
Skyba’s article GanysteFi v letadlech (Gangsters in
Airplanes) exemplifies the governmental “appeal to
defense” genre: “Alarming voices rang out amidst the
joyful preparations for the peace harvest... Citizens of
the republic, be on guard! Your motherland, the most
beautiful in your eyes, was attacked by the potato
bug....” Assuming the role of a war correspondent, the

1 Editor's Note: During the closing days of WWII, Soviet and American troops drove the Japanese from Korea.
After the war ended, a line was drawn across the Korean peninsula at the 38th parallel—separating the

American occupied south from the Soviet occupied north. Although this was initially considered a temporary
arrangement, in 1948 North and South Korea established separate governments, each claiming the authority to
govern the entire country. The North Korean government called itself the “People’s Republic of Korea” and was
supported by the Soviet Union. The South Korean government, the “Republic of Korea,” was led by President
Syngman Rhee who had been elected in a U.N. sponsored election. The United States and Soviet Union
withdrew troops but left behind two Korean armies each had helped to train. On June 25, 1950, the North Korean
army launched a full-scale invasion of South Korea. In an emergency session, the U.N. Security Council adopted
a resolution for an immediate cease-fire. The Soviet delegate was not present for the vote and probably would
have vetoed the action. On June 27, 1950, President Truman pledged U.S. aid to South Korea—including
committing U.S. troops to defend South Korea. The events in Korea led to further tensions between the U.S. and
U.SSR.

Editor's Note: There is no evidence that this was, in fact, any type of “attack” by the Americans or that any such
“mission” to spread the insects to Czechoslovakia ever occurred.

Editor's Note: The specific words are less important here than noting the way in which words typically associated
with military actions and/or war are used to describe the potato bug infestation.
) 4 .3
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author announced that “the counter-attack against the
insect pests was launched on as broad a front as
possible and with the mobilization of all effective
means. We are in a war which we must win.”

The other text, a children’s story, appeared, like
Skyba’s article, in Lidové noviny (The Popular
Newspaper), but this time in lts regular column
dedicated to Young Pioneers. ! The reader would
expect this type of literature to yield an account of a
substantially different tenor from the news report, but
that proved not to be the case.

The short story in question, by Jifi Hodek, bore the
characteristic title, “Forward Against the Enemy!” The
gist of the story was simple: a small boy, Véclav,
found a potato bug and reported on it to the chairman
of the local governmental body, the National
Committee. The chairman decided—again,
characteristically: “We have to mobilize all children
between the ages of eight and fourteen, as well as their
teachers.” The style persists throughout the text. In
spite of its literary form, the text does not abandon the
pose of a war report: “A moment later, the company
rose to an inexorable fight... Before evening, all the
potatoes were saved and the spread of the fearful
vermin transported from America was prevented. The
enemy was crushed.”

The propagandistically motivated analogy between
bugs that attack potato fields and the conflict in Korea
seemed to involve every inhabitant of the “western
outpost” of the Socialist bloc in events occurring in
far-off eastern Asia. The fight against the Colorado
beetle became an allegory of the Korean War, its
micro-model. The fight against the bug enabled
citizens to demonstrate their love of the “country” and
of socialism. And conversely, any lack of interest in
the.appearance of the bug, unwillingness to annihilate
it, refusal to report its discovery to the authorities was
interpreted as a high treason and severely punished.

The American origin of the potato bug made it an
apt symbol of the West, above all of “American
imperialism” as the leading force of the capitalist
world: “Our plates will be out of danger when we
annihilate the last Colorado bug. The world will

Historical Connections / 6-6
The American Bug: A Study in the Cold War

breathe a sigh of relief when the last warmongers are
liquidated [completely destroyed], too.” (O. Sekora)
In light of the socialist inclination to mythologize,
the qualities of the beetle seemed to express central
features imputed to “imperialism,” the final and
definitive state of capitalism.2 “The Wall Street
parasites called the insect parasites to their aid,” Rudé
pravo (The Red Truth—a newspaper) wrote on June,
30, 1950. A similar idea was expressed in verse form
by the satirist Karel Bradic (“The Parasite Insect has
Insect Allies”) or [in this poem by] Viclav Lacina:

The crisis is darkening above the Capitol,
Where Mr. Dollar plans the next invasions.
He is searching for somebody to fight
for him,
Since he is afraid to fight alone.
His sword would splinter on our iron
shield.
But he’s no stranger to the meanest weapon.
Himself pestilence, he wants to annihilate
us with pest,
Himself insect, he recruits against us
his fellow insects.

An important attribute which, in the rhetoric of
socialist mythology, connected the potato bug with
“American imperialism” was its “voracity” (“It
resembles imperialism in its voracity.” “Not a grain
(sic!), not a single potato, shall we allow to be
destroyed by this voracious bug which is so similar to
those who scattered it among us.”)3 However, other
attributes, especially visual attributes, of the bug could
be fruitfully exploited and proved extremely popular in
the political cartoons of the fifties. The longitudinal
stripes on the bug’s wings suggested the American
flag, as depicted in a drawing by Antonin Pelo,
showing the fist of the working class smashing a
swarm of potato bugs. A few of the vermin, with
human faces and such telling accessories as a top hat, a
walking hat of a clearly western type, and a general’s
cap, flee in terror; the wings of one, an obvious
caricature of U.S. President Harry S. Truman, are
transformed into the shape of the American flag.
[Cartoon at the end of reading.]

1 Editor's Note: The Young Pioneers were youth groups common to virtually all communist bloc countries. The
groups sponsored a variety of activities for members and provided another means by which children were to be

socialized under the communist rule.

2 Editor's Note: According to Marx’s theory of communism, a capitalist society goes through a series of stages
which end with the workers, “proletarians,” rising up against the middle class managers, “bourgeoisie.” Marx
claimed that the final stage before the complete collapse of a capitalist society is a period of imperialism.

3 Editor's Note: The term “voracious” means ravenous, having a huge appetite, insatiable. Capitalist societies
were often portrayed as greedy, uncaring, and promoting enormous class differences.
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In the popular subconscious, the potato bug came to
symbolize not only (American) imperialists, but also a
tool of imperialism. It could mean either the “vile
seeds of imperialists,” a twisted interpretation of the
post-war UNRRA parcels,l or, on a more metaphorical
level, the submissive helpers of the imperialists: “The
Americans are not ashamed to associate with traitors,
murders, Nazi cut-throats and collaborators. The potato
bug is a new American ally.”- “Oh, if they had
succeeded in destroying our whole potato yield! They
would triumph: ‘We have fulfilled the task the
gentlemen from the West gave to us.”” (0. Sekora)

The Colorado potato bugs also served as a
convenient allegory for the “inner enemies” of
socialism, notably Tito in Yugoslavia, and those men
and women sentenced to death or imprisoned under
communism in the Eastern Europe.2 The daily Rudé
prdvo wrote in this vein: “Bringing the potato bug into
our fields is no more than another link in a chain of
provocations by American imperialists, the chain
leading from the installation of agents of the type of
Tito, Rajk or Kostov® in the people’s democracies to
the support of spies and traitors in Czechoslovakia....”

The poet Josef Kainar in his evocatively-titled poem
Poli¢ko (The Field), a literary affirmation of the
show-trial verdict against Communist party leader
Rudolf Slénsky and his “associates,”4 condemned the
alleged traitors with a telling metaphor. Its

Historical Connections / 6-7
The American Bug: A Study in the Cold War

connotations are for the present-day reader opaque
[unclear or not obvious], but a reader in the fifties
would have perceived a clear allusion to the
phantasmic [a product of fantasy or a figment of
imagination] image of the potato bug: “only treachery
flies on the west winds.” This motif was a
conventional element in the repertoire of the
mythology of the “American bug,” this “hexapodal
[six-legged] ambassador of Wall-Street,” unleashed by
aircraft into the “storm clouds and winds blowing from
the west to the east.”

The potato bug episode epitomizes the Cold War
construction of a polarized world, marked by
irreconcilable opposites. We—on the one side,
they—on the other side; here, the east and there, the
west; on the one hand, the Kremlin, on the other, Wall
Street. A socialist paradise against a capitalist hell,
good versus evil, war against peace. The world of
socialism was presented as a garden in bloom, the
world of capitalism as a nest of vermin.

The calamitous [something that creates misery
because of loss or misfortune] potato bug infestation in
Czechoslovakia was interpreted according to this
scheme and served to concretize it. The potato bug was
portrayed as a foreign, inimical [enemy-like] element.
The intruder was usually called the “American bug,”
not only to emphasize its American origin, but to
render it a stand-in for the “world of evil” situated

1 Editor's Note: Refers to the United Nations Relief and Rehabilitation Administration which was formed at the end
of WWI!. The agency supplied food, clothing, shelter and medical care to people in war-damaged nations. A
large part of the funds for this agency came from the U.S. government—making it a target for Soviet accusations
of American imperialist intentions.

2 Editor's Note: In 1948, Yugoslavia and the Soviet Union broke formal relations. During the next five years, there
would be a series of trials, accusations and party purges in Central and Eastern European countries as the
communist parties attempted to strengthen their hold on the people. As the leader of Yugoslavia, Tito was seen
as an outcast and dangerous rebel against the Soviet Union and the communist regimes it supported. Many
“insiders” within the various communist parties were accused of being “Titoists"—often leading to their
imprisonment or execution.

3 Editor's Note: Rajk was foreign minister under the Hungarian communist government until 1949, when he was
accused of being a “Titoist spy.” He admitted to charges—probably after torture or with the promise that he
would be freed—and was executed. Kostov was a deputy minister and chairman of the communist party
financial committee in Bulgaria. He was arrested in 1949 and charged with conspiring against the communist
government. During his trial, he retracted an earlier confession and refused to admit his guilt. The publiic
broadcast of the trial went silent and the simultaneous translations provided to foreign journalists developed
technical difficulties. To save further embarrassment, the court decided to proceed without Kostov who, on the
basis of his previous, written confession, was sentenced to death and executed immediately. (R.J. Crampton,
Eastem Europe in the Twentieth Century, New York: Routledge Press, 1994)

4 Editor's Note: Refers to the trial of Rudolf Slansky, General Secretary of Czechoslovakia’s Communist Party,
and 13 associates who were convicted on charges of conspiracy against the government and executed in 1952.
Later investigations of the trial reveal that they were falsely accused and testimonies were manipulated through
intimidation and torture.

5 Editor's Note: A world in which there are two clearly defined sides. In this case, Macura means the United States
and the Soviet Union.
Ao
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beyond the Czechoslovak western border. The potato
bug allowed for an interpretation of this world as a
world of insects. Often personified (especially in
cartoons and political posters) with features
traditionally attributed to capitalism, it permitted a
caricature of the West as a grotesque realm of
worthless vermin. Of course, this symbolic realm,
which was abhorrent and possibly dangerous, was, at
the same time, doomed to extinction from the very
beginning.

Let them be cockroaches, let them be
beetles,
they cannot escape annihilation.
In the end they will find themselves in...
Sorry, I wanted to say: in trouble.
—K. Brada¢

New elements were introduced into the otherwise
militarized repertoire of texts on the potato leaf,
notably those linking the matter to new forms of
socialist festivity. The basic features of the socialist
festival crystallized on the backdrop of meetings,
marches, and other ceremonies, connected with the
pathos of collective construction.? The fight against the
potato bug was often stylized as a celebration, as we
see clearly in several cases in the visual arts. Ondrej
Sekora, a popular author of cartoons and children’s
books, on the back cover of a pamphlet against the
Colorado potato bug, depicted children marching, jars
in hand, to collect bugs under a banner bearing the
inscription FORWARD TO FIGHT THE POTATO
BUG.

The same motif of a parade was used by Lev Haas
on his cartoon subtitled THE WHOLE NATION TO
FIGHT THE AMERICAN BUG. On the right side of
his drawing, Haas depicted a procession moving half
in a battle march, half in a parade formation. In the
foreground was a truck resembling a float, decorated
with the slogan above.

The potato bug was—at least for a part of the year
1950—incorporated into the obligatory ritual of the
time: its collecting and liquidation was interpreted as a
honorable task (“For all the Pioneers in the village we
have only one rule: catch it, liquidate it, it is the potato
bug”— J. Skécel). It became the impetus for new
commitments at work (a certain F. Svoboda from

Historical Connections / 6-8
The American Bug: A Study in the Cold War

Bretnov in Northern Moravia pledged in response to
the “American-bug” calamity to overfulfill the norm
for his potato crop by 130 per cent) and over-ritualized
proclamations (a girl in J. gerven)'ﬂs poem “A Letter to
Comrade Gottwald” reports to the President of the
Republic on her successful participation in anti-bug
activities).

The unwelcome visit of the “American bug” on
Czech potato fields served as a welcome argument in
the sphere of ideology. It helped to confirm the
irreconcilable distortion of the world into a world of
honest socialist labour which results in rich yields, and
a mad world where all values are topsy-turvy and
where “Yankees breed potato-bugs to destroy the
crops” (J. Kubka).

The irreparable division of the world, in fact,
deepened after the potato-bug scandal. On one side of
the world the American flying machines were
dropping bombs on Korea and performing “the evil
sowing” of pests on Czechoslovak fields. On the other
side of the world the Soviet aircrafts of peace helped
with chemical treatment of the collective farmland.
From the very beginning (noting again the initial
proclamation of the government) the campaign was
accompanied by euphoric panegyrics [enthusiastic or
extravagant praise] to the Soviet fraternal [brotherly]
aid. This could be documented by fantastic reports of
attempts by Soviet scientists to cultivate a sort of
potato, the leaves of which could repel the “American
bug,” or of the unselfish help of the Soviet specialists,
as well as by dozens of articles and essays about the
successful and effective engagement of the Soviet
airmen over the affected fields. In this system of
propaganda, the Soviet pilots could be viewed as the
positive counterpart of the “criminal” American
airmen: “the real fighters for peace,” “heroes of love
and help.”

Where the role of the Russian pilots arose, the
theme of the Soviet victory in the World War II was
never far behind. The link between the participation of
the airmen in the anti-bug campaign and those in the
liberation of Czechoslovakia in May 1945 became a
favorite motif. This fact was very important as the
“American bug” was very often demonized in
connection with Nazism—it was characterized as “a
secret weapon” of imperialism; the markings on its

1 Editor’s Note: The communist governments continually perpetuated the idea that the Westem, capitalist societies

were destined to fail.

2 Editor's Note: Socialist states promoted numerous meetings, memberships in various associations, and
numerous official festivals, marches and ceremonies. These occasions were presented as opportunities to build
the socialist community but also provided the communist party with a means for increased involvement in
people’s daily lives. While participation was “voluntary,” most people were aware that their participation—or lack

of it—would be carefully noted by party officials.
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shell resembled the letter ¥ (German letter Fau),
suggesting an ominous association with Hitler’s type
“V” missiles. The description of “American
imperialism” as a new sort of fascism was a nearly
compulsory element in the rhetoric of the Soviet bloc
of the fifties (“the American gauleiter Eisenhower,”l
“the American Gestapo” [referring to the Nazi secret
police]). The Czechoslovak friendship with the Soviet
Union, the winner of World War 11, held out the
promise of all possible future victories.” The military
campaign against the Colorado potato bug represented,
on the semiotic [using symbols to represent or create
reality] level, their optimistic simulation.

Historical Connections / 6-9
The American Bug: A Study in the Cold War

Thinking about Key Ideas and Concepts

1. What does Macura (the writer) mean by the term
“semiosphere”? In what ways does the case of the
potato bug demonstrate the Czechoslovakian
Communist Party’s attempt to create this
semiosphere?

2. Macura explains the ways in which communist
parties compared the socialist state to a garden or
paradise. Why might they have promoted this
particular analogy? How does the potato bug fit
into this analogy?

3. What is the relationship between the potato bug
and the Korean War? In what ways did the potato
bug infestation promote the Cold War? What role
did language play in this comparison?

4. Most communist parties attempted to socialize
children to become “good” socialist citizens. What
examples of this do you see in this reading?

5. Based on what you already knew and what you
learned from this reading, how do you think a
student in Czechoslovakia during 1950 would have
described life in the United States? How would a
U.S. student in the 1950s have described life in
Czechoslovakia? How might these perceptions
have been shaped by their governments during the
Cold War?

6. This is a case study about the ways in which the
government in Czechoslovakia used propaganda to
generate mistrust and division with the West,
particularly the United States. In your own words,
how would you define the term propaganda?

1 Editor's Note: “Gauleiter” refers to a high official of the Nazi party who served as governor of a district in
Germany or other parts of Europe under German control. The Gauleiter was Hitler's chief deputy in a district.

2 Editor's Note: The Soviet Union and its supporters in Central and Eastern Europe portrayed the Allied victory in
WWII as primarily an accomplishment of the U.S.S R. In many cases, history books simply failed to mention the
involvement of troops other than those of the Soviet Union in defeating the Germans.

3 Editor's Note: In a symbolic sense, the Czechoslovak Communist Party used the potato bug infestation as an
opportunity to demonstrate how, as was allegedly the case during WWII, the Soviet Union had rescued

Czechoslovakia.
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Historical Connections / 7-1

o GOVERNMENT WITHOUT
THE CONSENT OF THE GOVERNED:
HUNGARY, 1956

It is not always by going from bad to worse that a nation is driven to
revolution. It often happens that a nation which has suffered without
complaint, almost as if it were insensible to the most oppressive of laws, will
suddenly reject them with violence at the first sign of alleviation. A regime
which a revolution has destroyed is often much better than the one which
preceded it, and experience suggests that the most dangerous moment for an
evil government is usually when it begins to reform itself....

—-Alexis De Tocqueville

I call revolution the conversion of all hearts and the raising
of all hands in behalf of the honor of man.
—Karl Marx

If ten or so Hungarian writers had been shot at the right moment,
the revolution would never have occurred.
—Nikita Khrushchev

Summary of the Lesson

Students will be introduced to the human face of the Hungarian Revolution of 1956,

a defining moment in Hungarian history, through a “reader’s theater.” This primary source
material will set the stage for readings and discussion about important social, political and
economic issues of Hungary’s communist era. These events, according to many Hungarian
scholars, were the result of a government that disregarded the importance of obtaining the
consent of the governed when establishing laws. Students will engage in critical thinking
about these and other related issues, culminating in a letter they write to a student dissident to
whom they were introduced at the beginning of the lesson.

Objectives
Students will be expected to
m explore primary source material of the Hungarian Revolution of 1956,
m use critical thinking to draw inferences about the dynamics of the Hungarian Revolution,

m understand the facts related to the introduction and eradication of communism in
Hungary,

m demonstrate comprehension of the concept of “consent of the governed,”

m apply “consent of the governed” to Hungarian communism, Hungarian democracy and
American democracy to better understand and compare all three systems of government.
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Historical Connections / 7-2

Background Materials for the Teacher ‘

This lesson is not intended to cover all aspects of the Hungarian Revolution of 1956; however,
the reader’s theater that opens the lesson, will undoubtedly lead to questions about the event.
Please refer to the background material attached, entitled The Hungarian Revolution,

for more specific information about the period. The Hungarian Revolution was but one event in
the Cold War of the 1950s which hardened both sides to their respective positions. The
revolution, however, is often seen by the Hungarian people as a betrayal by the United Nations.
Many Hungarians hoped that their efforts for revolution would be supported by the Western
powers.
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The Lesson Plan

The Lesson Plan

Opening the Lesson

Choose five students (or ask them to volunteer) to
participate in the reader’s theater. They will read the
parts of Laszlo Beke, a student who lived through
the events of October and November, 1956, before
fleeing Hungary and later publishing a diary written
under an assumed name to protect his family who
was still in Hungary; Peter Fryer, author who wrote
on the revolution from his own experiences and that
of eye-witnesses; Alistair Cooke and Noel Barber,
British newspaper reporters who covered the action;
and the “voice” of the teletype reporter in Budapest
who tried to wire the latest events to the Associated
Press. (Note to students that the pronunciation of the
Hungarian president’s name (Nagy) is “NAHjz"—
rhymes with “corsage.”)

The “actors” should sit in front of the room with
“scripts” in hand. They should be given time to read
over the material and “‘get into character” through
voice, manner, and tone. They should read in turn,
identifying themselves at the end of their piece and
the date on which it was written. Ideally, the
students should be seated on stools with their backs
to the “audience” or class, turning around only when
their part is to be read, and turning back as they
finish. In this way, they are “off stage” as someone
else is on.

After the readings, discuss what students have
learned about the revolution: How did it start? What
was the fighting like? What seemed to be the issues
on each side? Who seemed to be involved? What
was the United Nations’ involvement? Did help
ever arrive from the United States? What do they
think happened in the end?

Have a student read a brief summary of the 1956
Revolution, such as the background material The
Hungarian Revolution.

Provide students with additional background on the
often brutal consequences of one-party rule in
Hungary in the early 1950s. Human rights abuses
which gave impetus to the uprising include
subjecting hundreds of thousands of Hungarians to
torture, imprisonment, or murder.

Developing the Lesson

Ask students how they think the 1956 Revolution
might have influenced Hungary in the years that
followed. What impact could this have had on more
recent revolutionary events in the late 1980s or 90s

government do they think Hungarians envisioned
for themselves? Do they think that Hungarians
might have modeled a government based on the
example of the United States?

What do students think “consent of the governed”
means? Is this a fundamental concept of
democracy? Can one have democracy without this?
How does ‘“consent of the governed” work in the
United States? By exploring this topic in more
detail, students can gain a comparative perspective
that will enhance their understanding of both
communist and democratic governments.

Distribute the student handout Democracy
Re-Established—The Case of Hungary, 1989-90
for students to read. Answer questions they might
have following the readings. What happened after
the 1956 Revolution? Did the actual events
following the 1956 Revolution match their
predictions? If not, why not?

Have students answer the questions that follow the
readings for reinforcement or for analysis.

Concluding the Lesson

Have students write a letter to Laszlo Beke, telling
him their impression of the present-day Hungary and
“consent of the governed.” Do they think that he and
the other freedom fighters would feel that democracy
and freedom had at last come to Hungary?Note:
Laszlo had been a young Hungarian art student who
was one of the organizers of the Budapest protest
meetings that triggered the Hungarian revolution. Born
in 1932, he was only 24 years old at the time and was a
leader of the freedom fighters who, sometimes with
guns, and sometimes with only fists, battled Soviet
tanks, the secret police, and soldiers. Only near the end
when it was clear that the Russians were encircling the
city, did he and his pregnant wife escape to the West.
He rewrote his notes as a diary after he reached
Canada, but he published the diary under an assumed
name because his parents and friends were still in
Hungary.

Extending the Lesson

Have students discuss, write, or debate the
following point:

“Learning about different countries and different
cultures (or political models) is an effective way
to better appreciate your own system while
understanding that there is probably no one

in Central and Eastern Europe? What type of perfect model.”
Q4
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Students might build on the concept of “consent of
the governed” by applying it to periods of U.S.
history (women’s suffrage, Jim Crow laws). In
small groups, have students develop a reader’s
theater which demonstrates their understanding of
the concept in another context.

There are a number of Hungarian movies and
documentaries that explore different aspects of the
Hungarian Revolution of 1956. Some of these were
banned for several years and others were made after
the re-establishment of democracy in 1990. Many of
these films are available in the U.S., with English
subtitles. Students could view one or more of these
movies and analyze these perspectives, through
class discussion and/or writing. For more
information about these and other resources,
contact the Hungarian Embassy in Washington DC,
the Civitas Association Main Office in Budapest,
Hungary, or refer to the annotated bibliography in
the appendix of this book provided by the Russian
and East European Institute at Indiana University.

Guidelines for Student Responses

Thinking about Key Concepts and Ideas from
“Democracy Re-Established”

1. See the first paragraph of the handout, under
“Consent of the Governed.”

2. Reasons cited within the article include but are
not limited to: low production; increasing
prices and inflation; discouragement of
initiatives; the need for foreign loans which
produce huge debts; forbidding local freedom
to re-invest, plan and expand; and lack of
emphasis on quality.

Historical Connections / 7-4
The Lesson Plan

3. There was an emphasis on giving the
appearance of lessgned control. People were
allowed limited freedoms, especially in their
private lives. However, these concessions were
still within the dictatorial context of the Soviet
bloc.

4. Reasons cited within the article include but are
not limited to: Hungary’s inability to continue
to finance and manage its economy; that the
Soviet union was on the defensive itself and
could not help the communist leadership in its
satellite states; strong anti-Soviet U.S. policies
in the 1980s which contributed to the overall
demand of democracy among the peoples of
Central and Eastern Europe and then to the
collapse of the communist states; political
opposition which was gaining more and more
influence; huge public demonstrations backing
the opposition forces.

5. The main reason cited is the Soviet Union’s
internal weakness.

6. Although the difference between these two
terms may seem minor to many Americans, it
is likely tremendous for those who have
experienced life under a communist regime.
The term “people’s republic” is a characteristic
name for, and is used by, communist
dictatorial states. (Think of the example of the
“People’s Republic of China”—an example to
which many American students will probably
be able to relate.) The difference is thus
significant.
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Historical Connections / 7-5
The Hungarian Revolution, 1956

The Hungarian Revolution, 1956

An excerpt from Revolution in Eastern Europe by Peter Cipkowski © 1991, published by
John Wiley & Sons, Inc., New York, pp. 43-44. Reprinted by permission of John Wiley & Sons, Inc.

Many Eastern Europeans thought Stalin’s death in
1953 would signal immediate change. The new Soviet
leader, Nikita Khrushchev, denounced the brutality of
the Stalin regime. He even suggested that “different
roads to socialism” were possible. Disappointment
mounted in Hungary, however, as repression by Soviet
leaders continued even after Stalin’s death. Of the ten
million people who lived in Hungary in early 1954,
more than 640,000 were imprisoned. Hungarians
demanded that the Party relax its controls and “open
doors to the West.” Since the occupation of Hungary
by Stalin’s troops in World War II, the borders had
been tightly sealed. People could not even visit former
Hungarian villages that had been absorbed by
neighboring Romania or Czechoslovakia. Families
were separated.

In October 1956, only a few days after news of
Poland’s uprising reached Hungary, huge
demonstrations of sympathy for the Poles occurred in
Budapest. Someone suggested marching on to
Parliament. By the time the demonstrators reached that
grand building along the Danube River, they numbered
hundreds of thousands. According to one spectator,
“Calls went out for Imre Nagy, the most
reform-minded Communist leader. Part of the crowd
toppled the huge statue of Stalin. After the secret
police fired on the crowd, soldiers joined the
demonstrators and distributed arms.”

Desperate to prevent more unrest, the Communist
party named Nagy prime minister. Pushed by

enthusiastic crowds, the new leader promised to
disband the secret police. He undertook a brave but
dangerous policy of changing Hungary’s relationship
with the Soviet Union. “From the youngest child to the
oldest man,” Nagy said, “no one wants communism.
We have had enough of it forever.” Nagy called for the
removal of Soviet troops and the ultimate
neutralization of Hungary. He even went so far as to
call for the withdrawal of Hungary from the Warsaw
Pact.

These policies were completely unacceptable to the
Soviet Union. In early November, an infuriated
Khrushchev dispatched two hundred thousand troops
to Hungary backed with massive units of tanks and
artillery. Hungarian suicide squads hurled Molotov
cocktails, paving stones, even sticks at the invaders.
Sniper fire rained down from the top floors of the
buildings in the city center. Soviet tanks responded by
destroying entire buildings. Soldiers used automatic
gunfire to cut down the patriots.

In a matter of weeks, the insurrection of 1956 was
over. More than twenty thousand people had been
killed. Some two hundred thousand people had either
escaped to the West or were soon pushed out of their
homeland by the Soviets. Before their withdrawal, the
Soviets set up a “puppet” government, controlled by
the Soviets and headed by the hard-line Communist
Janos Kadar.
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Student Handout

Historical Connections / 7-6
A Reader’s Theater

A Reader’s Theater

This reader’s theater is constructed with excerpts from A Student’s Diary: Budapest,
October 16-November 1, 1956 by Laszlo Beke, (New York: Viking Press, 1957); and
The Hungarian Revolution by Melvin J. Lasky (ed.), (New York: Praeger, Inc., 1957).

from “A Student’s Diary...”

Before the revolt, students in Hungary were tied
down in a political, cultural, and economic strait
jacket. Any so-called “cosmopolitan
behavior’—wearing clothes patterned after Western
styles, showing interest in jazz, expressing liberalism
in the arts—was considered dangerous in the eyes of
the people’s democracy. To cite a small example, let us
take the case of my university colleague, John. He
showed up at lectures one day several weeks before the
revolution in a new suit and a striped shirt and necktie,
all of which he had received from an uncle in the
United States through gift-parcel channels. His shoes
were smooth suede and would have cost one month’s
wages in Hungary. After classes, John was summoned
by the party officer. He received a tongue-lashing and
was expelled.

Laszlo Beke (pseud.),
Hungary, early October, 1956

The Beginning
It began with a students’ demonstration, partly to

show the students’ sympathy for the people of Poland
who that weekend...had rebuffed an attempt by an
unprecedented delegation of Soviet leaders to get
tough with them. This sturdy assertion of
independence captured the imagination of the
Hungarians, and the student orators who addressed the
demonstration.... The crowds which had gathered
outside the radio station to ask that the students’
demands be broadcast were fired on.... This was,
without question, the spark that turned peaceful
demonstrations. ..into a revolution.

Peter Fryer, 1956

Hungarian Tragedy

from “A Student’s Diary...”

After the tanks had moved into the square, we
sealed off three approaches to the area by overturning
cars and streetcars. We were in time to help them seal
off the fourth and final approach to the square. Then
the Soviet tank corps discovered what the student force
of 150 strong was doing. They let loose a volley of
shells at the fourth barricade, and managed to kill
many of the student fighters.

Young boys then dashed into the street with buckets
of soapy water and grease. They covered the streets
behind the tanks with a slippery coating of soap, and
ducked as the tanks turned around. Tank-chains
slipped on the soapy pavement, and the tanks coming
along behind piled up against the ones ahead of them
as they too turned and tried to get at the
soap-and-water brigade. Their treads became useless,
and the young boys dispatched several of the tanks
with Molotov cocktails.... Three of the tanks were in
flames, while two others were being attacked by the
gasoline throwers.

Laszlo Beke (pseud.),
25 October 1956

“A City of Mourning”

(Dateline Budapest)

Tonight Budapest is a city of mourning. Black flags
hang from every window. For during the past four
days, thousands of its citizens fighting to throw off the
yoke of Russia have been killed or wounded. Budapest
is a city that is slowly dying. Its streets and
once-beautiful squares are a shamble of broken glass,
burnt-out cars and tanks, and rubble. Food is scarce,
and petrol is running out.

But still the battle rages on. For five hours this
morning until a misty dawn broke over Budapest, I
was in the thick of one of its battles. It was between
Soviet troops and insurgents trying to force a passage
across the Danube.

Two of the rebels into whose ranks I literally
wandered died in the battle, one of them in my arms.
Several were wounded. Tonight as I write this
dispatch, heavy firing is shaking the city which is now
sealed off from the rest of the world.

... Where formerly the trams ran, the insurgents
have torn up the rails to use as anti-tank weapons. At
least 30 tanks have been smashed so far, many with
Molotov cocktails. Their burnt-out skeletons seem
everywhere, spread on both sides of the Danube...but
still Soviet tanks are rumbling through the city. There
are at least 50 still in action...they fire on anything,
almost at sight.

Traveling around the city is a nightmare, for no one
knows who is friend or foe, and all shoot at
everybody.... I owe my life to a young girl insurgent
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who, speaking a little English, helped me to safety
after the Russians had opened fire on my car.

...I made for the Chain Bridge that spans the
Danube...as I drove towards it, lights full on...heavy
firing started...machine-gun bullets whistled past the
car. Then, when some heavier stuff began falling I
switched off the lights, jumped out and crawled round
to the side.

It was foggy. For ten minutes the firing...went on.
Then I heard a whispered voice—a woman’s. She
spoke first in German, crawled round to where I was
crouching, then in halting English told me to get back
in my car. She herself, walking, crouched by the car,
guided me into a side street.

...I found nine boys...average age about 18. Three
wore Hungarian uniforms, but with the hated Red star
torn off. Others wore green, and white arm bands, the
national colors of Hungary. All had sub-machine guns.
Their pockets were filled with ammunition. The girl,
whose name I discovered was Paula, had a gun too.

Half-way across the bridge, I could see the dim
outlines of two Soviet tanks. For an hour they fired at
us. But never a direct hit—a shell smashed straight
through the bus. One of the boys was killed instantly. I
tried to help a second boy who was hurt, but he died
five minutes later.... We crouched under cover and
only splinters hit us. The rebels kept up machine-gun
fire all the time. Paula was wounded in the arm, but
not seriously....

“Now you see what we are fighting against,” said
Paula. ... “We will never give in—never,” she said.
“Never, until the Russians are out of Hungary....”

Noel Barber,
Daily Mail (1.ondon)
27 October 1956

“Sunday Session of the United Nations
Security Council”

Not since June, 1950, has the Security Council been
called into emergency Sunday session to urge the
condemnation of an act of war. But yesterday the
United Nations, Britain, France, abandoning their
inclination to let the Hungarian rebellion advertise its
heroic course a little longer, asked the Council to meet
at once to consider “the action of foreign military
forces in Hungary in violently repressing the rights of
the Hungarian people.”

.. .The Soviet Union cannot prevent the mere
placing of the Allied protest on the agenda. But it can,
and surely will, veto any action, or condemnation that
the Council might take.

Alistair Cooke,
Manchester Guardian,
28 October 1956

Historical Connections/ 7-7
A Reader’s Theater

“Every Street Is a Cemetery”

President Nagy has surrendered to all the demands
of Hungary’s freedom rebels—and told the Russian
troops to quit Budapest immediately.... Nagy’s
surrender offer, made only a few hours before the
United Nations debated Hungary, could bring peace
after six days of heavy fighting.

...And the Soviets are advancing towards Budapest
in force.... Everywhere people ask me one thing:
“When is help coming?”

“Please, anything—even one gun,” a girl begged me.

“Can’t the British help—we are fighting for the
world,” said another.

It makes me ill, unable to reply.

What makes the situation so difficult is that if the
Russians win the Hungarians are going to feel a
thousand times worse the disappointment experienced
by the East Germans in their rising in 1953.

Noel Barber,
Daily Mail (London)
29 October 1956

Hungarian News Agency Message to the
Associated Press Bureau in Vienna

The Russian troops suddenly attacked Budapest and
the whole country. They opened fire on everybody in
Hungary. It was a general attack....

The Russian attack was started at 4 AM.... Please
tell the world of the treacherous attack against our
struggle for liberty....

Our troops are already engaged in fighting....
Help!—Help!—Help!—SO0S8!—S0S!—S0S!

It can’t be allowed that people attack tanks with
their bare hands. What is the United Nations doing?
Give us a little encouragement.

(9AM) The tanks are coming nearer. Both radio
stations are in rebel hands. They have been playing the
Hungarian National anthem....

They have just brought us a rumor that the
American troops will be here within one or two
hours.... We hope the UN. meeting won’t be too
late....

(10:50 AM) Just now the heaviest fighting is going
on in the Maria Terezia Barracks. There is heavy
artillery fire....

(The wire connection was cut...the reporter did not
come back.)
Associated Press,
4 November 1956
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Student Handout

Historical Connections / 7-8

Democracy Re-Established—the Case of Hungary 1989-1990

Democracy Re-Established—the Case of Hungary 1989-1990
by Balazs Hidvéghi

The Consent of the Governed. The basic idea of the
“consent of the governed,” a fundamental principle of
any democratic society, is that citizens are active
participants of their political system and government.
They are indeed governed, but, at the same time, they
also delegate their government and determine who can
withdraw its mandate. This basic notion in itself
describes a politically democratic system—natural to
Americans, however quite a new phenomenon for
many Central European people.

The political transition to democracy that took place
in Hungary during 1989-1990 dramatically changed
the lives of Hungarians. Let us first summarize briefly
those very recent events that shook the world and
brought a sudden and ultimate end to decades of
communist dictatorships.

Communism in Hungary till 1956. Communism in
Hungary was introduced in 1948. A minority of
Hungarian communists, backed by Soviet military
presence and active support, seized power and
eliminated political opponents. Shortly afterwards
communist policies were forced onto Hungary and its
citizens: private property was eliminated and firms,
corporations, etc. were nationalized. Farmers were
forced to donate their land to the state and form the
so-called “cooperatives” where they had to work for a
small salary with no ownership. Families of noble and
even middle class origin were discriminated against;
many of those people were forced to leave their homes
and had to live in exile for years in remote areas in the
countryside whilst their apartments and houses were
confiscated by the state and granted to the politically
trustworthy. The political dictatorship affected the
lives of everybody; not even personal privacy was left
untouched. Dictatorial, communist ideology ruled in
the country.

The communist dictatorship can be categorized into
two basic periods: the first period of hard-line, total
dictatorship from 1948-1956, and following the
suppressed revolution of 1956, the second period of
“soft” dictatorship from 1957-1989.

Communist Economic Policies. In the economic
sphere, central planning took over free enterprise and
the market economy. The economy, argued communist
theorists, cannot solve society’s problems, and a free
market results in huge differences in terms of income

and subsequently in the standard of living. In other
words, it results in rich and poor people. According to
the communists, such conditions had to be avoided and
thus the economy had to be planned, managed, and
controlled. This might even have sounded appealing to
advocates of egalitarianism; however, practice proved
that communist economic policies result in an overall
decline of the economy and cannot survive in the long
term.

Hungary went through harsh communist
restructuring during the first part of the 1950s.
Agriculture was reorganized into cooperatives and
production subsequently decreased. Not long after the
introduction of communist policies, Hungary—once
called “the food court of Central Europe”—needed to
import basic food to compensate for an all-time low
agricultural production. This resulted in increasing
prices and inflation and growing discontent among
farmers.

Since it was a political imperative [order] to follow
and indeed copy Soviet policies whatever the context
and the price, Hungary also started to build and invest
in heavy industry. The slogan said Hungary must
become “the country of iron and steel.” This goal,
however, was probably too ambitious given the fact
that the country lacked the very natural resources
necessary to build a heavy industry.

Strong state intervention in the economy caused a
lack of initiative. Companies and management were
not interested in producing good results or developing
techniques since all profits, if any, were taken away by
the state only to be redistributed to those corporations
that did not manage to produce profits or even
produced deficits. This, along with the fact that all
property including companies and corporations
belonged to the state, did not allow the economy to
grow and resulted in constant economic decline.

Communism After 1956. Following the 1956
Revolution, the communist political leadership got rid
of its most prominent pre-1956 politicians in an effort
to try and rally some sort of support for the “new”
communist leadership. The basic idea behind the new
political approach was to let people live their own
private lives (so, for instance, people were no longer
harassed to participate in afternoon communist
seminars) and govern the country in a more careful
way. It must be understood that the political system
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after 1956 was no less of a dictatorship but it was a
different kind of dictatorship.

Communist leaders had to make a compromise in
order to avoid future outbreaks of bloody protest such
as that of 1956—a result of Stalinist policies in the
1950s. They decided to soften their approach and tried
to convey an image to the outside world of a friendly
and not-so-bad type of a communist country. This was
successfully done, especially from the mid-1960s, and
Hungary was gradually perceived as the most
democratic country of the non-democratic block. (An
often recited nickname of communist Hungary
illustrates the controversial nature of this period— “the
Merriest Barrack.”l)

While there was some liberalization in the
economic and the political life of the country, and life
in the 1970s and 1980s was significantly different
from that of the 50s and even 60s, the basic
characteristics of communism remained untouched:
basic political and citizenship rights and freedoms
were limited, human rights were violated and the
economy was still centrally controlled and dominated
by the state.

Democracy Re-established. As a result of this overall
inefficiency, the country was forced to take huge
foreign loans during the 1970s and 1980s to finance its
economy. This resulted in an ever-growing circle of
debts with large interests, which forced the country to
take new loans in order to pay back the interests of the
former loans. The centrally planned economy was
more and more difficult to manage, and, meanwhile,
the Soviet Union was busy trying to solve its own
problems. (Note that Mikhail Gorbachev’s painstaking
reforms had started in 1985.) By the end of the 1980s it
became clear that neither the economy nor the political
life of Hungary could be managed by the communist
party.

Political opposition gained influence quickly with
the communist party no longer able and not really
daring to control events. Real political backing was no
longer available from the Soviet Union. (Although
some 64,000 troops were still stationed in Hungary at

Historical Connections / 7-9

Demaocracy Re-Established—the Case of Hungary 1989-1990

the time, they stood by silently as the communist
system collapsed within one and a half years.)

People, realizing the historic chance for freedom
and seizing the opportunity immediately, took to the
streets and demanded comprehensive political and
economic reform. Exactly 200 years after the French
Revolution, people in Hungary (and soon in the other
countries of the Soviet bloc) started what went down in
history as the Democratic Revolutions of 1989. The
communist party in Hungary was basically driven by
these events instead of controlling them. A coalition of
democratic groups comprised of newly founded and
re-established parties (the Roundtable of Opposition)
pressed the communist government for more and more
reforms, and through negotiations finally succeeded in
achieving virtually all of its goals. Many democratic
institutions were re-established and civil society (local
initiatives, civic groups, clubs, etc.) started to flourish
again after decades of oppression. The communist
government was forced to declare Hungary a
“republic” (instead of a “people’s republic,” a term
used by communist countries) and they also had to
agree to hold free and democratic general elections.
The general elections were held in March-April 1990;
these elections mark the end of the institutional
transition to democracy. The new, democratic
government of the republic took office in May 1990
and Hungary has been a democracy ever since.

Thinking about Key Concepts and Ideas

1. Explain the basic idea behind the “consent of the
governed.”

2. Summarize the most important reasons why a
communist economy cannot survive in the long
term.

3. Why was Hungary often referred to as “the
Merriest Barrack” in the 1970s and 1980s?

4. What internal and external reasons led to the
collapse of communism in Hungary in 1989-1990?

5. Why do you think the Communists could not
defend communism by force in 1989-1990?

6. Why is it important to recognize the difference
between a “people’s republic” and a “republic”?

1 Editor's Note: the “Merriest Barrack” is a reference to Hungary as subject to the least restrictive policies within
the realm of the Soviet Union’s many “military camps” or satellite countries.
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Historical Connections / 8-1

() CONFLICTING THEORY, RHETORIC, AND
REALITY IN COMMUNIST INTERNATIONALISM:
A CASE FOR THE GRAND JURY

Working men of all countries, unite!
—Karl Marx and Friedrich Engels, The Communist Manifesto, /848

Summary of the Lesson

Students learn that while Marx and Engels preached internationalism in their

Communist Manifesto, later communists—especially in the Soviet Union—edged away

from this perspective and toward Soviet domination. By participating in a role play of a
grand jury hearing, students will examine documents showing what the founders of
communism, Russian communists, and Eastern European communists have said about the
theory, rhetoric, and reality of Marxist internationalism. Students will analyze these
perspectives in the context of the events surrounding the Prague Spring of 1968, when radical
political reforms in Czechoslovakia resulted in military intervention by the Warsaw Pact.
Depending on students’ prior knowledge, this simulation may require two class sessions to
complete.

Objectives
Students will be expected to
m analyze reasons for Soviet suppression of the Prague Spring, 1968,

m explain how and why Marxist internationalism gave way to Soviet domination
after the 1920s,

m distinguish between ideological statements and actions.

Background Material for the Teacher
See the background material in the handout The Prague Spring of 1968.
Also refer to the handout Indictment by Grand Jury.

Teachers may wish to divide the lesson into two days. The first day might be used for
developing background information, assigning roles, and collecting details. The second day
could be dedicated to the actual simulation, including the deliberation process and debriefing.
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The Lesson Plan

The Lesson Plan

Opening the Lesson

Show a transparency of the cartoon captioned
“Workers of all countries unite—or I’ll shoot!”
Then ask students if they can:

1. Identify the first part of the quotation (from
Marx and Engels).

2. Guess who is represented by the tank driver
(the Soviet Union).

Tell with what event this cartoon is connected (the
“Prague Spring” uprising against Soviet rule in
Czechoslovakia in 1968)

Based on this summary, ask students, “What point is
the cartoonist trying to make?” This question (and
others which may be generated) should serve as the
basis for additional inquiry during the lesson.

Briefly recount the events of 1968 in
Czechoslovakia, emphasizing the suppression of the
uprising by troops from the Soviet Union and the
Warsaw Pact. (See Background Material for
details.)

Developing the Lesson

Ask the class to recall the following terms (or if
students are not familiar with the concepts, explain
to them):

W grand jury = a group of citizens who listen to
charges against someone suspected of having
committed a crime in order to decide if there is
sufficient evidence to bring charges against
that person and have the person stand trial.

B indictment = a charge by a grand jury that
someone has committed a particular crime and
should go to trial to determine guilt or
innocence.

Tell them that the “Grand Jury of History” is about
to convene to determine who should be charged
with repressing Czechoslovakians in 1968.

Divide the class into the following six groups:

a. Marx and Engels, 1848—suspects (student
handout entitled The Communist
Manifesto)

b. leaders of the Soviet Union,
1968—suspects (student handout entitled
The Brezhnev Doctrine)

c. delegates to the Communist International of
1928—witnesses for the Soviet Union

(student handout entitled Excerpt from
Program of the Communist...)

d. Yugoslav communist officials, late
1940s—witnesses for Marx and Engels
(Student handout entitled Soviet Attitudes
Toward Yugoslav Culture)

e. public prosecutors (divided into two
teams}—questioners who build the case to
determine whether or not (or whom) to
indict:

1) Team A—investigating Marx and Engels
(they should receive handouts entitled The
Communist Manifesto and Excerpt from
Program of the Comm unist...)

2) Team B—investigating the leaders of the
Soviet Union (they should receive handouts
entitled The Brezhnev Doctrine and Soviet
Attitudes Toward Yugoslav Culture)

Provide group members with the appropriate
reading materials (noted above), which should then
be read individually. Each group member must
become thoroughly familiar with their assigned
document or documents since they will use them in
the next step to fashion either a defense, questioning
strategy, or testimony, as the case may be.

Tell them that later in the lesson they will role play
a grand jury hearing. One member from each team
will be randomly selected by the teacher to
represent the group in the actual hearing. Since
students will not know specifically who is playing a
role until the actual hearing begins, ALL group
members must be prepared to play that role.
Students should make written notes on their roles as
part of their preparation.

Share the following procedures with students:

m Each group of witnesses should prepare their
roles by being able to discuss the events,
decisions, actions, and motivations described in
their document.

m Each group of suspects should:

a. examine their own documents for evidence
of their actions and alleged motivations,

b. interview the appropriate witnesses and then
create a strategy for defending themselves.
For instance, they could show that they had
1 1 reason to propose or follow the course taken
tih 1968, or they could show how their
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intentions have been misunderstood by their
followers or outsiders either then or later.

® Each team of public prosecutors should
prepare the questions they will ask the
particular set of suspects and witnesses they
have been assigned to examine. They should,
for instance, be prepared to attempt in the
hearing to determine:

a. exactly what the suspects said and/or did,

b. whether or not the suspect was consistent in
what they said and what they did.

Select one student to play the role assigned to each
group; group members not playing a role will serve
as the grand jury. Members of the grand jury should
take notes on the handout entitled Jurors’ Record
of Evidence Given at the Hearing.

Convene the “Grand Jury of History” and have the
prosecutorial teams question the suspects and
witnesses in the following order:

a. Marx and Engels, 1848

b. delegates to the Communist International,
1928

c. Yugoslav communist officials, late 1940s
d. leaders of the Soviet Union, 1968

Note: Unless students are already familiar with this
Jjudicial process, it may be necessary to review and
or simplify the proceedings. It may be helpful to
point out to students that, while a useful and
interesting method for evaluating an historical
event, this process would not be used in the same
manner as it is during this simulation.

At the end of the hearing, the grand jury should then
deliberate and decide whether or not to indict the
suspects. (Note: Students who assumed the roles of
suspects, witnesses, and prosecutors should be

Historical Connections / 8-3
The Lesson Plan

asked to listen to the deliberations and make note of
the primary issues which emerge during the
discussions.)

After the decisions are announced to the class, the
teacher should randomly select jury team members
to explain the reasons for either indicting or not
indicting a particular suspect. Class members should
feel free to ask questions of the jury team members.

Concluding the Lesson

Read Michael G. Roskin’s piece (from the excerpt
entitled Prague, Czechoslovakia, 1968) on the
Brezhnev Doctrine. Ask students if this
interpretation is consistent with what they learned in
this lesson.

Ask if we as individuals sometimes behave like
nations, saying one thing and doing another. Why?
What implications does this have for international
relations?

Extending the Lesson

Students can research an example from another or
our own system, past or present, where ideology and
deeds were or are at variance. They can also write a
reflective essay where they explore the following
topic: Analyze the relationship between theory,
rhetoric and reality. To what extent are
consistencies and/or disjunctures between these
concepts an inherent part of human nature? Support
your position with examples from your own
experiences, as well as from American or world
history.

As a further example of modern contradictions of
communist ideology, students could examine the
opposition of the Polish Communist Party and the
Soviet Union to the independent workers’ union
Solidarity. What kind of unions of workers were
acceptable to the communist authorities? Why?
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Student Handout

From Literarni Listy, in Robin Alison Remington, ed., Prague in Winter: Documents on Czechoslovak
Communism in Crises (Cambridge, Massachusetts: M.L.T. Press, 1969), p. 289.

“Workers of All Countries Unite—
Or I’ll Shoot!”
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Prague, Czechoslovakia, 1968

Prague, Czechoslovakia, 1968

Excerpt from The Rebirth of East Europe by Michael Roskin, © 1994 Prentice Hall,
Englewood Cliffs, New Jersey, pp. 118-20. Reproduced by permission of the publisher.

In 1968, Czechoslovakia had been Communist for
two decades and had the second best economy of the
bloc (after East Germany), although since the early
1960s it had shown only sluggish growth. Much of
East Europe had moved beyond its original Stalinist
leaders of the postwar period, but in Czechoslovakia
the old Stalinist hack Antonin Novotny still
monopolized power as both party first secretary and
president of the country. A malaise of stagnant politics
and economics blanketed Czechoslovakia.
Increasingly, discussions in party circles blamed
Novotny and his associates for staying in power too
long. In private conversation with foreigners, Czech
and Slovak party members could be amazingly frank
about their disgruntlement. This was not the socialism
they had worked for or envisioned.

At the beginning of 1968, after much
behind-the-scenes debate, the Czechoslovak central
committee voted out Novotny as party leader and
brought in the relatively liberal Slovak, Alexander
Dubgek. Under Dubgek’s leadership, the trappings of
Stalinism fell away to reveal a vibrant and dynamic
Czechoslovakia ready to join the democracies.
Conservative Communists were ousted from the
central committee to make room for a new breed of
relative liberals. Censorship was ended and popular
new television programs and newspapers revealed
serious economic mismanagement and the misuse of
police power. Some police officials, after being
interviewed on television about torture, went out and
hanged themselves. A New Economic Model brought
in many elements of a free market. Delegations visited
Yugoslavia to study the “self-managing” model of
socialism. The newly freed labor unions volunteered
“Days for Dub&ek” of unpaid work, something they
wouldn’t have dreamed of doing for Novotny.
Czechoslovakia saw something it hadn’t seen in
decades: enthusiasm.

Did Dubéek intend to dismantle communism? He
never announced such intentions. Instead, in a parallel
with Nagy in 1956, he said his country should look
south to build “socialism with a human face.”! But
things moved faster than Dub&ek anticipated or
perhaps even wanted. Like Nagy in 1956, Dub&ek
found himself at the head of a swelling, joyous
movement that embraced him as its hero. Conservative
Communists both inside and outside Czechoslovakia,
though, viewed Dub&ek and his program with alarm. If
things kept going like this, they reasoned (correctly),
Czechoslovakia would soon not be Communist. East
Germany’s Walter Ulbricht and Poland’s Wladystaw
Gomutka? feared the Prague Springs could spread. In
the Soviet Ukraine, hard-line party leader Pyotr Shelest
feared that the Ukrainian minority in Slovakia could
spread news of the reforms into his fiefdom.

In June, Soviet party chief Leonid Brezhnev met
with Dubgek in Slovakia. Dubé&ek pledged loyalty to
the Warsaw Pact and Comecon but defended his
reforms. Brezhnev warned him that the Soviet Union
would intervene if any Pact member tried to restore a
“bourgeois” system—that is, one in which
non-Communist parties could compete with the
Communists. Conservatives in the Czechoslovak party,
in contact with the Soviet ambassador in Prague,
continued to denounce Dubé&ek and plot their own
return to power. They finally persuaded Brezhnev and
on August 20, 1968 Warsaw Pact forces swept into
Czechoslovakia to “save” socialism. The main forces
were Soviet, but token Polish, Bulgarian, and East
German troops were ordered to participate in order to
show it was an all-bloc effort.

There was no armed resistance and little bloodshed.
Two-thirds of the Czechoslovak Communist party
central committee condemned the intervention. The
population was near to unanimous in its condemnation
and proudly placed pictures of Dub&ek everywhere.

1 Editor's Note: Referring to Imre Nagy [pronounced Nahdj] of Hungary who, in 1956, initiated modest economic,
political and social reforms for his country. During this period of slight liberalization, student groups demonstrated
in support of increased changes. Soon, the demonstrations gained widespread support. The Hungarian Army
refused to obey orders from the Communist govemment to move against its own citizens after demonstrators
seized control of government offices and radio stations. In less than a month, the Soviet Union invaded and

suppressed further demonstrations.

2 Referring to the communist leaders of these countries.
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Dubtek was arrested and taken to Moscow for a
talking to by Brezhnev, Dubéek returned to office but
greatly curbed his reforms. In April 1969, Dub&ek was
formally ousted and made a minor forestry official in
his native Slovakia with instructions not to speak to the
media. Conservative Communist Gustav Husak, also a
Slovak, was named party first secretary and proceeded
to purge reformist elements at every level. Husak
called it “normalization,” in effect, a partial return to
the Stalin model but with greater attention to
consumers needs. This brought a temporary
improvement in the standard of living, the bout of
Czech enthusiasm for work, which flowered under
Dubtek, evaporated, and the economy slowed.

The Brezhnev Doctrine

One of the most interesting points of the 1968
Soviet invasion of Czechoslovakia was the way Soviet
party chief Leonid Brezhnev rationalized it. Once a
country had turned Communist, it would be against
Marx’s laws of history to let capitalist and imperialists
sneak back in and take over again. History proceeds
only onward, to socialism. So, argued Brezhneyv, if
fools and traitors try to make a Communist country
non-Communist, it is the internationalist duty of the
other Communist states to rescue their threatened
brother. The Brezhnev Doctrine—it was so named in

Historical Connections / 8-6
Prague, Czechoslovakia, 1968

the West, not the East—in other words said, once
Communist, always Communist.

Underneath the Marxist mumbo jumbo, the real
meaning of the Brezhnev Doctrine was that the Soviet
Union still evaluated East Europe as its protective
shield against the West. A non-Communist
Czechoslovakia, which is what the country would have
soon become with Dubgek’s far reaching reforms,
would drop out of the Warsaw Pact or become an
uncooperative member. Looking at a map,
Czechoslovakia stretches like a dagger from Germany
to Ukraine. Stalin seized Ruthenia in order to have a
border with Czechoslovakia. Geopolitics rather than
ideology provides a better explanation for the
Brezhnev Doctrine.

The seeds of Husak’s later downfall, though, were
planted. The liberal and reformist Communists who
carried out the Prague Spring were either purged from
the party or quit. Some joined with anti-Communist
dissidents in 1977 to found Charter 77, an organization
for civil rights that was rudely suppressed. Among the
original 242 signers of Charter 77 were 140
ex-Communists. Charter 77, although many of its
members were jailed, kept alive the spirit of opposition
and served to produce the political seeds and the
leadership for Civic Forum, which brought down the
Communist regime in 1989.
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Indictment by Grand Jury

Excerpt from United States Government: Democracy in Action by Richard C. Remy, © 1996
Glencoe/McGraw-Hill, Westerville, Ohio, p. 725. Reprinted with permission of the publisher.

After a preliminary hearing, the prosecutor must
arrange for an indictment against the accused. An
indictment is a charge by a grand jury that the person
committed a particular crime. The Fifth Amendment
states that “no person shall be held to answer for a
capital, or otherwise infamous crime, unless on a
presentment or indictment of a grand jury.”

A grand jury of 16 to 23 citizens hears evidence
intended to show that the defendant committed the

crime in question. The grand jury weighs the evidence.

If a majority of the jurors believe the evidence is
sufficient to hold the person for trial, the indictment is
issued. If a majority of the grand jury believe there is
insufficient evidence, the person is freed.

State judicial systems established the grand jury to
check the power of the prosecutor. In reality, this
rarely occurs. In practice, the grand jury almost always
follows the prosecutor’s recommendation. One study
of grand juries found that they went along with the
prosecutor in 98 percent of the cases.

i
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Student Handout

Historical Connections / 8-8
The Communist Manifesto

The Communist Manifesto
by Marx and Engels, 1848

Excerpts from The Communist Manifesto, 1848, by Karl Marx and Friedrich Engels.

Editor's Note: Karl Marx and Friedrich Engels published The Communist Manifesto in 1848—a
period of significant social, political and economic change throughout Europe. They were writing
in response to conditions in England during the Industrial Revolution. Their manifesto has,
however, served as the basis for communist revolution throughout the world.

All previous historical movements were movements
of minorities, or in the interest of minorities. The
proletarian movement is the self-conscious,
independent movement of the immense majority, in
the interest of the immense majority. The proletariat,
the lowest stratum of our present society, cannot stir,
cannot raise itself up, without the whole
superincumbent strata of official society being sprung
into the air.

Though not in substance, yet in form, the struggle of
the proletariat with the bourgeoisie is at first a national
struggle. The proletariat of each country must, of
course, first of all settle matters with its own
bourgeoisie.

... The Communists are distinguished from the other
working-class parties by this only:

1. In the national struggles of the proletarians of the
different countries, they point out and bring to the
front of the common interests of the entire
proletariat, independently of all nationality.

2. In the various stages of development which the
struggle of the working class against the
bourgeoisie has to pass through, they always and
everywhere represent the interests of the movement
as a whole.

The Communists, therefore, are on the one hand, in
their practice, the most advanced and resolute section
of the working-class parties of every country, that
section which pushes forward all others; on the other
hand, theoretically, they have over the great mass of
the proletariat, the advantage of clearly understanding .

the line of march, the conditions, and the ultimate
general results of the proletarian movement.

The immediate aim of the Communists is the same
as that of all the other proletarian parties: formation of
the proletariat into a class, overthrow of the bourgeois
supremacy, conquest of political power by the
proletariat.

...The working men have no country. We cannot
take from them what they have not got. Since the
proletariat must first of all acquire political supremacy,
must rise to be the leading class of the nation, must
constitute itself the nation, it is, so far, itself national,
though not in the bourgeois sense of the word.

National differences and antagonisms between
peoples are daily more and more vanishing, owing to
the development of the bourgeoisie, to freedom of
commerce, to the world market, to uniformity in the
mode of production and in the conditions of 11fe
corresponding thereto.

The supremacy of the proletariat will cause them to
vanish still faster. United action, of the leading
civilized countries at least, is one of the first conditions
for the emancipation of the proletariat.

In proportion as the exploitation of one individual
by another is put an end to, the exploitation of one
nation by another will also be put an end to. In
proportion as the antagonism between classes within
the nation vanishes, the hostility of one nation to
another will come to an end.

...WORKING MEN OF ALL COUNTRIES,
UNITE! '

122

COMPARATIVE LESSONS FOR DEMOCRACY
Published by the Center for Civic Education in cooperation with The Ohio State University SIAIE




Student Handout

Historical Connections / 8-9
Soviet Attitudes Toward Yugoslav Culture

Soviet Attitudes Toward Yugoslav Culture
by V. Dedijer, Yugoslav Party Official, (late 1940s)

Excerpt from The United States and the Origins of the Cold War, 2nd ed., by John L. Gaddis, © 1976
Columbia University Press, Columbia, New York, pp. 274-75. Reprinted with permission of the publisher.

Editor's Note: Josip Broz, better known as Tito, was the leader of Communist Yugoslavia. Tito
received generally positive support from Stalin and other Soviet leaders—though even during
WWII they often criticized him for acting without their knowledge and/or permission. During the
late 1940s, Tito exerted more and more independence from the Soviet dominated Eastern
block communist countries. Stalin became increasingly critical of Tito and, in 1949, forced
Yugoslavia’'s expulsion from Cominform, a coalition of communist countries. The following
excerpt describes Soviet and Yugoslav relations prior to the split.

How little the views of the Yugoslavs were
respected can be seen from an incident which
happened to Tito while he was in Moscow. He says:

“The representatives of the Soviet press asked me to
write an article for their papers. I did so, and when I
got the text, I noticed that eight-tenths of my views had
been completely altered according to the wishes of the
editors. I was already familiar with such methods in
the Soviet Union, but I never imagined that Soviet
journalists could alter to their own formula the text of
an article written by the Prime Minister of a friendly
allied country. The same thing happened...[regarding]
... an article about the Brcko-Banovici railway which
the youth of Yugoslavia had built by voluntary work.
The editor of Komsomolskaya Pravda [a Soviet
newspaper] changed the article considerably, even
shortening the railway from fifty miles to thirty-seven.
Strange logic!’

In contacts with the most responsible Soviet
representatives a tone of disparagement towards the
Yugoslavs as a people was noticeable, disparagement
of our culture, complete ignorance of our history and
our way of life. For instance, Zhadanov [an influential
member of the Soviet Union’s communist party] once
asked Djilas [a Yugoslav communist who later was
thrown out of the party and became a dissident]
whether opera existed in Yugoslavia. There were
twelve opera houses in Yugoslavia, and Yugoslav
composers, Lisinski {a famous Yugoslav composer]
for instance, had been writing operas more than a
century ago. It was not merely a matter of belittling
our culture, our language, and our press in words, but
also in deeds. The Soviet representatives in Yugoslavia
proposed that we should include as many Russian

songs in our radio programmes as possible. Had we
accepted their suggestion there would have been two
or three times as many Russian songs as Yugoslav.
They also asked us to increase the number of Russian
plays in our theatres. We have always esteemed Gogol,
Ostrovski, Gorki, but we refused to flood our theatres
with third-rate modern Soviet plays. As for films, in
1946 they imposed on us a block booking contract, so
we had no choice of the films they sent; and we had to
pay the rental in dollars, at three, four, or five times the
price we paid for films from the West. Thus, we got
Laurence Olivier’s Hamlet for about two thousand
dollars but for Exploits of a Soviet Intelligence Agent
we had to pay some twenty thousand dollars....

Almost every week a representative of the Soviet
Information Bureau would come round with several
hundred articles written in Moscow on various topics,
mostly about life in the Soviet Union, birthdays of
Russian writers, composers, and scientists or life in the
collectives; there were also many articles about other
countries, and he persistently asked for all this material
to be published in our dailies and weeklies. Had we
printed them all, we should have had almost no space
left for our own journalists, who would soon have been
out of work, leaving the people to be informed of
world events only through the eyes of writers in
Moscow.

On the other hand, we asked the Soviet government
to publish at least something about Yugoslavia in the
Soviet press, on a reciprocal basis. This was always
avoided. Some articles waited a year for publication,
then were returned without having seen daylight. The
same thing happened with books. We published 1,850
Soviet books; they published two of ours.

123

T H'E

COMPARATIVE LESSONS FOR DEMOCRACY HIO
Published by the Center for Civic Education in cooperation with The Ohio State University SIATE




Student Handout

Historical Connections / 8-10
Excerpt from Program of the Communist International

Excerpt from Program of the Communist International
Adopted September 1, 1928

From Strategy and Tactics of World Communism: The Communist Conspiracy, document by the

U.S. House of Representatives, 84th Cong., 2d sess., House Report No. 2242, Part I, Sec. C, May 29, 1956,
published by the U.S. Government Printing Office, Washington, D.C., pp. 214-15.

As the land of the dictatorship of the proletariat and
of socialist construction, the land of great working
class achievements, of the union of the workers with
the peasants and of a new culture marching under the
banner of Marxism, the U.S.S.R. inevitably becomes
the base of the world movement of all oppressed
classes, the center of international revolution, the
greatest factor in world history. In the U.S.S.R., the
world proletariat for the first time has acquired a
country that is really its own, and for the colonial
movements the U.S.S.R. becomes a powerful center of
attraction.

Thus, the U.S.S.R. is an extremely important factor
in the general crisis of capitalism, not only because it
has dropped out of the world capitalist system and has

created a basis for a new socialist system of
production, but also because it plays an exceptionally
great revolutionary role generally; it is the
international driving force of proletarian revolution
that impels the proletariat of all countries to seize
power: it is the living example proving that the
working class is not only capable of destroying
capitalism, but of building up socialism as well; it is
the prototype of the fraternity of nationalities in all
lands united in the world union of socialist republics
and of the economic unity of the toilers of all countries
in a single world socialist economic system that the
world proletariat must establish when it has captured
political power.
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Historical Connections / 8-11
Excerpt about the Brezhnev Doctrine, 1968

Excerpt about the Brezhnev Doctrine, 1968
(Socialist Internationalism)

From Chafetz, Gorbachev, Reform, and the Brezhnev Doctrine (Praeger Publishers, an
imprint of Greenwood Publishing Group, Inc., Westport, Connecticut, 1993), pp. 92-95.
Copyright © 1993 by Glenn R. Chafetz. Reprinted with permission.

Editor's Note: The Brezhnev Doctrine, as it was called in the West, reflects the
Soviet Union’s position regarding other communist countries’ power to alter from the course
of communism. This policy, announced by Soviet Premier Leonid Brezhnev in 1968
following the Soviet-led invasion of Czechoslovakia, provided a rationale for Soviet intervention
in countries that demonstrated anti-communist tendencies.

...Socialist internationalism was the doctrinal
descendent of proletarian internationalism, which was
itself a derivation of Marx’s belief in the supremacy of
class identification over nation, ethnic, religious, and
other binds. The concept of Socialist internationalism
emerged from Moscow’s application of the Marxian
concept of proletarian internationalism to international
politics; the transcendent identification of the working
class expressed itself in the harmony of the interests of
the Socialist states...In cases where a bloc ally
deviated from what Moscow determined to be in its
class interests, Moscow argued that either the
offending state was subjected to the pernicious
influence of representatives from the imperialist camp
or remnants of the particular state’s capitalist past had
revived long enough to cause the deviation. The task,
therefore, of each East European Party, according to
the presentation of Sergy Kovalev, was the following:

“The peoples of the socialist countries and the
Communist Parties definitely do and should have the
freedom to determine the roads of progress for their
respective countries. However, none of their decisions
should do harm either to socialism in their country, or

to the basic interests of other socialist countries and the
entire working class movement striving for socialism.
This means that each Communist Party is responsible
not only to its own people but also to the entire
Communist movement. Whoever forgets this...departs
from his international duty” (cited from Pravda,
September 26, 1968, p.1).

...Moscow, as leader of the world Communist
movement, used the Brezhnev Doctrine, known in the
Soviet Union as the “doctrine of Socialist
internationalism,” to explain the decision to invade
Czechoslovakia in terms of their Marxist-Leninist view
of the world. .. Their justification resided in the
universalist character of Marxism-Leninism: the
supposedly transcendent ties of the working class
across national boundaries that rendered the perceived
threat to proletarian rule in Czechoslovakia a threat to
proletarian rule everywhere. More specifically, the
Kremlin refused to tolerate the erosion of Communist
power in Czechoslovakia because the Soviet
Communists believed that such tolerance would call
into question the legitimacy of Communist rule within
the Soviet Union itself....
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Historical Connections / 8-12
Jurors’ Record of Evidence Given at the Hearing

Student Handout

Jurors’ Record of Evidence Given at the Hearing

After each piece of evidence answer the questions below. Note the source of the evidence
briefly by putting a short reference to it in parentheses as follows: (M) = Marx and Engels, The
Communist Manifesto; (Y) = Yugoslavian communist officials; (CI) = Communist
International, 1928; (BD)= Brezhnev Doctrine, 1968.

Suspects: Marx & Engels Suspects: Leaders of the Soviet Union
What did suspects say or do? What did suspects say or do?
Were the suspects consistent in ‘Were the suspects consistent in
what they said and did? what they said and did?
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Historical Connections / 9-1

o PRAGUE SPRING, 1968:
HOPE AND DISAPPOINTMENT

All we strive for can be summed up in four words:
Socialism, Alliance, Sovereignty, Freedom.

—from the citizens’ petition to the Central Committee
of the Communist Party of Czechoslovakia, June 1968

Summary of the Lesson

In 1968, Czechoslovakia’s communist party attempted to change the shape of communism

in Central and Eastern Europe. As a consequence, armed forces of the Warsaw Pact

invaded Czechoslovakia, putting an end to the reforms and causing many to lose faith in the
possibility of change. Students will read and discuss documents revealing the hopes and fears
of Czechoslovakian reformers (within the Communist party and from other groups) as they
attempted to create “socialism with a human face.” In addition, students will analyze the
response from conservative Communist parties in the Soviet Union and Warsaw Pact countries.
Students will attempt to assess the role of the Prague Spring in the decay and eventual
collapse of communism in 1989.

Objectives

' Students will be expected to
m identify reforms introduced by Dubg&ek (pron. DOOB’chek) during the Prague Spring,

m differentiate among the varying degrees of reform desired by communists and
non-communists,

m analyze the motives behind the Warsaw Pact’s invasion of Czechoslovakia,

m assess the legacy of the Prague Spring.

Background Material for the Teacher

Students often do not understand the extent to which history affects the living. The “Prague
Spring” provides an opportunity to investigate connections between attempts at reforming the
Czechoslovakian communist government in 1968 and its eventual collapse in 1989. Between
1948, the year the communist party gained power in Czechoslovakia, and 1968, the communist
party dominated virtually all aspects of daily life. (For related materials, see Lesson 6: “The
Use of Propaganda in Communist Czechoslovakia: The Case of the American Potato
Bug.”)

In 1968, many Czechoslovakians called for liberalizations in government policies. One key
aspect of these reforms was a reduction in the communist party’s power. However, the Soviet
invasion of Hungary in 1956—after Hungarians called for similar reforms—served as a
constant reminder for those hoping to liberalize Czechoslovakia. (For background material, see
Lesson 7: “Government Without the Consent of the Governed: Hungary, 1956.”) A series
of events, known as the Prague Spring, had a dramatic and lasting affect on Czechoslovakians
(and other Central and East Europeans). In the 1970s, a group of dissidents—many of whom
. assumed an active role in reform efforts during 1968—formed Charter 77, an organization
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Historical Connections / 9-2

dedicated to protecting human rights in Czechoslovakia and other communist-bloc countries. ‘
Many of these same dissidents later served as leaders in the Civic Forum, the coalition of

groups opposed to communist rule which organized demonstrations and negotiations which

resulted in the eventual collapse of the communist government in 1989.

The student handouts in this lesson also contain valuable background information and should
be carefully reviewed before the lesson begins.
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Historical Connections / 9-3
The Lesson Plan

The Lesson Plan

Opening the Lesson

List the following events, all of which occurred in
1968, on the board or overhead projector. Ask
students how each of these events continue to affect
the United States.

1. Viet Cong and North Vietnamese attacked
more than 100 cities in South Vietnam.

2. Dr. Martin Luther King, Jr. was assassinated.

3. Classification of movies by “G,” “PG,” “R”
and “X” was initiated.

4. Guess Who'’s Coming to Dinner, a film about
an interracial marriage starring Katharine
Hepburn, Spencer Tracey and Sidney Poitier
was produced.

5. Arthur Ashe won U.S. tennis title at Forest
hills—becoming the first African American to
win an amateur or professional men’s tennis
title.

6. Senator Robert F. Kennedy was assassinated
in Los Angeles.

What would students say these events have in
common? What changes do they reflect in American
society? Do they believe everyone in the United
States was comfortable with these changes? Make
sure students get a sense for the turbulence and
dramatic changes occurring in the United States in
the late 1960s.

Explain to students that in periods of great change,
like the United States in the late 1960s and early
1970s, it is often impossible to stop more radical
elements—both liberal and conservative—from
pushing societies further and further toward change.
The United States was not alone in 1968. For many
countries, this year represented a period of
significant social and political change.
Czechoslovakia was one of these countries.

Developing the Lesson

Either individually or as a class, read the student
handout Building to “The Prague Spring.” On the
board or overhead projector, list the events of the
Prague Spring prior to Dubek’s meeting with
Brezhnev in June, 1968. Discuss the changes that
took place. Be sure that students understand that
these were initiated from within the Czechoslovak
communist party itself, which hoped not to destroy
communism but to create “socialism with a human
face.”

Point out to students that those who initiated
changes in Czechoslovakia had one idea of how far
reforms ought to go, but others who supported their
programs had other ideas. As is often the case
during such turbulent and exciting periods, once the
door to change was opened, it was difficult to close.

To illustrate this “steamroller effect,” divide the
class into groups of four. In each group, two
students should read the student handout Manifesto
of the Committed Non-Party Members Club and
the other two students should read Two Thousand
Words. Each pair of students should respond to the
questions at the end of the text and share a summary
of their reading and responses with group members
who read the other text.

When groups have completed the task, check their
understanding of the texts by selecting individuals
to report their answers to the questions attached to
each text. Allow other groups to add to or disagree
with these answers.

Make sure students understand that, though not
explicitly stated, Vaculik went so far as to suggest
that Czechoslovakians should defend their
government, with arms if necessary, against
possible intervention by the WTO (Warsaw Treaty
Organization or Warsaw Pact). In light of the Soviet
invasion of Hungary in 1956, after a popular
uprising threatened to overthrow the communist
government, this suggestion was not made lightly.

Drawing on the readings just completed, ask the
class the following questions:

1. If you were a hard-line communist and part of
the party elite in either Czechoslovakia, one of
the surrounding communist countries of
Central Eastern Europe, or the Soviet Union,
how might you feel about what was happening
in Czechoslovakia under Dub&ek?

2. Why were these reforms so threatening to the
members of the party elite?

3. What course of action might you take?

Explain that students will now test their
“hypothesis” on the reactions of such
“non-reforming communists,” by reading a letter
written by the communist parties of neighboring
nations. While students are still in their groups,
distribute copies of the student handout Letter of
the Five Communist and Workers’.... Instruct the
students to read this document and answer the
questions in their groups. Written on July 14, 1968,
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by the leaders of Poland, the Soviet Union, the
German Democratic Republic, Hungary and
Bulgaria who had assembled in Warsaw to consider
the situation in Czechoslovakia, the letter was
directed to the Communist Party of Czechoslovakia.

When all groups have finished, select individuals
from various groups to report on how their group
answered the questions accompanying the
document. Discuss.

In order to set the context for the student handout
Letter to Alexander Dub&ek, refer to the student
handout Building to “The Prague Spring” and the
following additional details, which describe the
events following Dub&ek’s meeting with Brezhnev.

m At the time, the invasion by the troops of the
Warsaw Pact was the largest military operation
in Europe since the Second World War.
Despite the show of force, 12,000 delegates to
the national assembly met in a factory outside
Prague. They denounced the invasion and
announced their support for Dub&ek and his
reforms.

m The Soviets could find no Czechoslovakian
“loyal comrades” to play the part that
Hungarian hardliner Janos Kadar had played
after the invasion of Hungary in 1956. (See
Lesson 7: “Consent of the Governed.”) This
meant the Soviets had to negotiate with
Dubcek and his supporters as to how to transfer
power, how to stop the process of reform that
had begun. Eventually Husék, a former
Czechoslovak communist official, was made
first secretary and the beginning of a purge was
unleashed on the Communist Party of
Czechoslovakia. Dub&ek was given a mid-level
bureaucratic position in rural Slovakia, where
he continued to work until 1989.

Distribute student handout Letter to Alexander
Dubé&ek for students to read. Vaclav Havel, like
many Czechs and Slovaks, passionately wanted
Dubgek to defend his reforms and not repudiate
them as many other communist party members were
in the process of doing. This excerpt from a private
letter Havel wrote to Dubgek reveals some of the
anguish that resulted. When students have finished
reading the handout, discuss.

Historical Connections / 9-4
The Lesson Plan

Concluding the Lesson

Finally, pass out the student handout
Czechoslovakia: 1968 to 1989. Read, review and
discuss the handout. Also review the information
from the student handout Building to “The Prague
Spring.” Use the following questions to guide the
discussion:

1. What does the attempt at reform by Dub&ek
tell us about the health of communism in the
1960s?

2. What does it say about the idea that “all
communists think and act the same™?

3. Was the Prague Spring experiment doomed to
failure?

4. What impact did the invasion of
Czechoslovakia in 1968 have on subsequent
communist and non-communist reformers in
Eastern Europe?

5. In retrospect, was this invasion a victory or a
loss for communists and for the Soviet Union?
Explain.

6. Why could Mikhail Gorbachev, Soviet
president and communist party leader, institute
reforms in the Soviet Union and allow them in
communist Central and Eastern Europe in the
second half of the 1980s, whereas Dub&ek and
other Central and Eastern European
communists had failed in their attempts to do
so earlier? In what ways were their situations
different?

7. What does the Prague Spring tell us about why
many Central and Eastern Europeans still vote
for former communist parties and have not—to
the perplexity of many
Americans—completely rejected ideas from
the communist era?

8. In your opinion, what was/is the most
important legacy of the Prague Spring?
Explain.

9. Describe details of how both events in 1968

and 1989 shared ideas, commonalities,
personalities and yet important differences.
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Extending the Lesson

Students could write three editorials, or choose one
of the following, in reaction to the events of 1968:

1.

one by a traditional communist party official
in Czechoslovakia justifying the Warsaw Pact
invasion of his nation,

. one by a non-communist intellectual and

refugee from Czechoslovakia arguing that
Dubgek’s experiment was doomed to failure
from the beginning,

. one by an official of the Dub&ek government

who had fled abroad as the Warsaw Pact
invaded and who still defends what Dub&ek
tried to accomplish.

Students could examine other examples of
communist attempts at reform in Central and
Eastern Europe to see why they succeeded or failed.
Compare the events of the Prague Spring to those of
Hungary, 1956; Poland in the early 1970s; East
Germany in the early 1950s and others.

Guidelines for Student Responses

Thinking about Key Concepts and Ideas from
“Manifesto of the Committed Non-Party
Members Club.”

1.

The piece refers to three “ideas” as the basis of
modern European political systems: human
and civil freedom, equality of human and civil
rights, and individual rights.

. Capitalism, fascism, and Stalinism

. The argument constructed in the manifesto is

organized under three general ideas; the ideas
at the base of modern European policy [with a
specific reference to the French Revolution],
the humanistic tradition of Czechoslovak
culture, and the contemporary Czechoslovak
experiment of combining democratic socialism
with personal freedoms.

. Fear of Soviet intervention was overarching.

By identifying the creation of an independent
force, not a political party, not in opposition to
the party, members of this group hoped to
avert Soviet concerns.

. Again, for what may have been pragmatic

reasons, this group stated their support for

Historical Connections / 9-5
The Lesson Plan

communism. They were not willing to argue
for a different philosophical basis for society
and governance.

Thinking about Key Concepts and Ideas from
“Two Thousand Words.”

1. Criticisms include the Communist party’s

emphasis on “official positions,” that it is a
“power organization,” and failure of party
members to speak out against errors. The
greatest guilt rests in the use, by those in
power, of the argument that their “arbitrary
rule was the will of the workers...”

. These intellectuals are disappointed with the

reform efforts in large part due to the delay in
their start and their lack of originality. The
intellectuals argue that nothing new is coming
out in the reform efforts and what is should
have happened a long time ago.

. These intellectuals argue that reform in the

future cannot be done “without or against” the
communists. Committees of individuals,
organized to watch and promote a free press,
comprise one suggested role. Other roles are
identified with the various parts of the
government. Their actions would continue, as
long as they were confined to the appropriate
areas (i.e. the security organs dealing with
crime rather than enforcing repressive laws
against individual freedom.)

. The intellectuals argue that they are willing to

defend against the “possibility of foreign
forces...” and yet are willing to guarantee
alliances, friendship and trade agreements
which would, in many cases, be with the same
countries. By looking for leaders of courage
and honor, they hope to maintain relations
based on something other than threats of
intervention.

Thinking about Key Concepts and Ideas from
“Letter of the Five Communist and Workers’
- Political Parties...”
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1. The internal forces are those operating in

reaction to the party as the basis of the social
system. Outside forces are those countries and
organizations “forcing” the country away from
the socialist path.
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2. The five leaders argue that the strength of their

ties to Czechoslovakia and the international
socialist movement in general are based on the
internal strength of each member country. A
weakened communist Czechoslovakia would
result in a weakened international socialist
movement.

. The specific actions cited include the

development of media (“organs of mass
information™), and what the authors interpret
as an open call for battle against state power,
as well as calls for strikes, disorder and
anarchy.

Historical Connections / 9-6
The Lesson Plan

4. Czechoslovakia requires, according to the

writers of the letter:

B an attack on right-wing and anti-socialist
forces

B mobilization of all forces at the control of
the state

B stopping of all political organization activity

B party and government control of all media
outlets

W reasserting Marxism-Leninism as the basis
for society
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Student Handout

Historical Connections / 9-7
Building to “The Prague Spring”

Building to “The Prague Spring”

An excerpt from Revolution in Eastern Europe by Peter Cipkowski, © 1991 by John Wiley & Sons, Inc.,
New York, pp. 95-97. Reprinted by permission of John Wiley & Sons, Inc.

A Relationship with the Soviet Union

When Czechoslovakia gained its independence after
World War I, the new national boundaries joined two
Slavic groups—the Czechs and the Slovaks. As a
nation, it emerged from the ashes of a 19th-century
empire better prepared for independence than any of
the other new Eastern European countries. As this was
the most industrially developed area of the former
Austro-Hungarian Empire, the country’s people
benefited from the presence of the established
industries and a literate, large, prosperous middle class.
Czechoslovakia enjoyed 20 years of open, democratic,
and libertarian government that were unrivaled
anywhere in Eastern Europe at the time. Over 20
political parties represented political opinions,
nationalities, and religions during the period of the
First Republic. In 1938, when Hitler rolled his armies
into Czechoslovakia, the democratic government
collapsed.

Six years later, on May 5, 1945, the people of
Prague finally rose up against the retreating Germans.
But neither the Czechs nor the Slovaks could liberate
themselves. They needed the help of the American and
Soviet armies. General George Patton of the United
Sates reached Plzen, within striking distance of
Prague. His superiors, concerned about the agreement
made at Yalta with the Soviets, forbade him to liberate
the capital. Instead, Soviet troops arrived in Prague on
May 9, 1945.

Unlike the Poles, the Czechs and the Slovaks looked
upon the Soviet Union as a friend. A successful
Soviet-backed Communist Party existed in prewar
Czechoslovakia and achieved a large membership and
considerable respect. Moreover, the Soviet Union was
the only power in 1938 that had declared its readiness
to aid Czechoslovakia. When Soviet troops entered
Prague in 1945, masses of people and red flags
welcomed them.

After the war, the Czechs and the Slovaks worked
together to rebuild their democratic government. In an
attempt to recreate the former peace, Eduard Benes
was invited to return to Prague and reoccupy his
position as president. Benes had been president of
Czechoslovakia when the Nazis invaded. Like many
other government leaders, he fled to England and spent
the war years presiding over the government-in-exile.
His first official act upon returning to his ravaged

country was to invite the old political parties to
reemerge and prepare for free elections.

The Communist party won about 40 percent of the
vote in the 1948 free election. It was the greatest
showing of support the Communist party ever received
in Eastern Europe. Communists participated in the new
government, holding 8 out of 25 posts. Over a period
of months, they increased their pressure. What
happened next is a matter of dispute. Did Moscow
order its Czechoslovak comrades to seize power? Or
did the Czechoslovak Communists act themselves? It
began when the Communist minister of interior
launched a purge of the police. In defiance, the
non-Communist ministers resigned. Benes accepted
their move and let the Communists name
replacements. Democracy suddenly vanished. In the
words of one Czech writer, “Czechoslovakia abruptly
changed from a socialist democracy into a Stalinist
state of horror.”

Editor's Note:
Tensions Build

In 1952, Czechoslovakia experienced some of the
most extensive party purges in Central and Eastem
Europe. In 1952, these purges went all the way to the
top of the party and Rudolf Slansky, General Secretary
of the communist party, was convicted of trumped up
charges of treason against the party and—along with
10 other men, was executed. These purge trials
increased suspicion and dissent against the communist
party, laying the groundwork for the events of the
Prague Spring.

Throughout the 1960s, Czechoslovakia's once
strong economy started to suffer. By the early 1960s,
the industrial base that had been established prior to
World War Il had become obsolete and the national
income declined. In part, these economic hardships
were the result of “sausage communism” in the 1950s.
Sausage communism is the phrase used to describe
government policies which pacified citizens by
providing additional consumer goods at lower prices.
However, none of the communist states could afford to
subsidize consumer goods for long periods of time and,
like individuals who buy too many things on credit, they
soon found themselves in a position where the
governments faced enormous debts.

Economic Reforms

In 1963, Czechoslovakia abandoned its 5 Year
Economic Plan. As part of the centrally-planned
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economies of most communist states, the government
set goals for the production of virtually all
goods—based on a five year plan of what they
anticipated people would need. However, these plans
were based on nearly impossible goals which often
emphasized the production of heavy industries
(needed for defense) over consumer goods. These
plans were rarely successful and, in Czechoslovakia,
the plan had been disastrous through the early 1960s.
An economist named Sik was appointed to a task force
assigned to make recommendations for the
Czechoslovakian economy. Surprisingly, Sik's
commission recommended increased responsibility for
individual firms to negotiate contracts with the
government and a decrease in government control of
production.

Sik’s plan was initially published in economic
journals which were not as strictly censored as other
forms of press. The publication started a slow process
of reform among intellectuals (starting with Sik) who
suggested that Czechoslovakia continue on its
Marxist-Leninist path but consider the possibility of
expanding beyond some of the parameters established
by the Soviet Union.

Calls for Reform Spread

In 1967, Zdené&k Mlynar (pron. MLEH’nahr), a
member of the Czechoslovakian communist party who
had been educated in the Soviet Union, was asked to
draft policy recommendations to the party congress
scheduled for 1970. Much to everyone's surprise,
Mlynaf recommended that Czechoslovakia move from
a one-party system to a pluralist one (meaning that
numerous political parties would exist). Although still
claiming to seek merely reforms in communism,
Mlynais position was an obvious challenge to hard-line
communist rule as it had been established and
perpetuated by the Soviet Union.

In that same year, 1967, a Czech writers’ union
gathered in Prague. This talented group included some
of the most famous writers in Czechoslovakia,
including Vaclav Havel and Milan Kundera. The group
issued critical speeches which condemned, among
other things, Czechoslovakia's support of the Arab
states against Israel (a challenge to Soviet domination
of Czechoslovakia’s foreign policy) and calls for more
democratic reforms.

Alexander Dub&ek and Interest Groups

Novotny, the communist party's secretary general,
was ousted in 1968 after he attempted to block what he
considered “reactionary” reforms. Alexander Dubgek, a
little known Slovak communist party member, replaced
Novotny. Dubgek’s intentions toward the reform efforts
were unclear, initially. However, as time passed, it
became obvious that he would not oppose reformers.

Four major interest groups outside of the communist
party emerged in 1968. First, students (like
intellectuals) held demonstrations in which they called
for increased independence of universities and the

Historical Connections / 9-8
Building to “The Prague Spring”

possibilities of challenging Soviet interpretations of
Marxist-Leninist ideology. Next, the Club of Committed
Non-Communist Party Members (KAN) wanted their
own political party and challenged the government's
policies on human rights issues. Next, K-231 consisted
of purge survivors and former political prisoners (an
estimated 80,000 had been arrested in the early
1950s). This group called for a thorough investigation
of the purges and a freer press. K-231 posed a
particular threat to communist party members, many of
whom had gained their current position by participating
in the purges. Finally, in an effort to keep the
appearance of a multi-party system, the Social
Democrat party had existed since the communist
takeover in 1948. However, until 1968, the Social
Democrats had no real power and had been forced to
unite with the communists on virtually every issue. This
group was particularly disturbing to communist party
members who feared Soviet resistance to anything
resembling a multi-party state.

In addition to these groups, Slovak nationalists
called for increased independence of Slovakia-—calling
for a federation instead of the unified state which
existed in 1968.

The Countdown to Invasion

Dubg&ek permitted criticism from the public and, by
March of 1968, discussions were unusually open. In
April, the party proclaimed an “Action Program,” which
stated that party policies must be changed if they failed
to address the needs and potential of the society.

In June, 1968, a document known as the “2000
Words” (the English translation has about 2,700) was
published in newspapers in Prague, the capital of
Czechoslovakia. The piece inspired considerable
support within Czechoslovakia for reform efforts but
was received with great concern in the Soviet Union.
Soviet and Warsaw Pact troop maneuvers near the
Czechoslovakian border failed to dull enthusiasm for
reforms. In July, leaders from the Soviet Union and the
Warsaw Pact sent Dub¢ek the “Warsaw Letter” in
which they outlined their concerns. Intellectuals and
reform activists in Czechoslovakia initiated efforts to
explain their position to leaders of the Soviet Union.

Tensions continued to mount until July 29th, when
Brezhnev and Dubcek held a four day meeting at a
small town on the Czechoslovakian and Soviet Ukraine
border. Tensions were high and the Soviets insisted on
returning to their side of the border at the conclusion of
each meeting. These meetings failed to persuade the
Soviet Union that Czechoslovakia posed no threat and,
after meeting with other leaders in the Warsaw Pact,
the U.S.S.R. led an invasion of Czechoslovakia which
started on August 20th. Claiming that they had been
“invited” into Czechoslovakia by concerned communist
party members, they proceeded to “normalize” the
political situation. Shortly after the invasion, Gustav
Husak was made president of Czechoslovakia and
General Secretary of the Communist Party.
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Student Handout

Historical Connections / 9-9
Manifesto of the Committed Non-Party Members Club

Manifesto of the Committed Non-Party Members Club
(1 May 1968)

This material was provided by Czech educators working in cooperation with the
Institute for Development of Education, Prague, Czech Republic, and the
Center for Civic Education, Calabasas, California, as part of
CIVITAS: An International Civic Education Exchange Program.

Editor's Note: The Committed Non-Party Members Club, which considered itself a basic cell of
all the opposition parties in the Czechoslovak Socialist Republic, was founded in the middle of
April. Such clubs were parts of ‘'mass’ and artists’ organizations. They were to guarantee the
basic program of human rights and to make efforts to become a parliamentary opposition.

First of all we consider the idea of human and civil
freedom and equality of human and civil rights, which
was at one time proclaimed in the revolutionary
Declaration of the Rights of Man and each individual’s
rights, as a basis of all modern European policy...We
see an unbroken tradition of the democratic efforts of
the Czech and Slovak nations in the statement of the
defence of these rights against the dehumanizing
forces of capitalism, fascism and Stalinism. We openly
advocate it as a reliable basis for the idea of the
Czechoslovak state.

The second source of our political efforts is the
humanistic tradition of Czechoslovak culture,...we lay
the emphasis on the human personality and creativity
as the essence of human existence itself.

Finally, the third source is the noble idea of the
contemporary Czechoslovak experiment itself that
combines democratic socialism and a magnificent
program of personal freedoms. The socialist system,
the democratic executive powers, and personal
freedom are for us, the basis of political thinking as
well as the target on which we want to concentrate
when making the present political changes... We want

to create alternative political standpoints...when
discussing important current political problems. We
want to be an independent political force of quite a
new type. Being interested in creating our own
political ideas, we do not oppose the Communist Party
but, aiming at our common objective socialism, which
is based on humanity and democracy and which is a
long standing desire of both nations, we, in fact, stand
with the party....

Thinking about Key Ideas and Concepts

1. What does the document list as the basic principles
of modern European political systems (in theory, if
not in practice)?

2. What forces are described as posing a threat to
these basic rights?

3. What are the three sources the group cites for their
political efforts to defend these rights?

4. What kind of a political force does the group want
to create? Why might they want this type?

5. What is their attitude toward communism? Explain.
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Student Handout

Historical Connections / 9-10
Two Thousand Words

Two Thousand Words
(June 27, 1968)
Excerpts from “Two Thousand Words to Workers, Farmers, Scientists, Artists, and Everyone”

by Ludvik Vaculik, from Czechoslovakia: The Party and the People by Andrew Oxley.
Copyright © Andrew Oxley. Reprinted with permission of St. Martin’s Press, Incorporated.

Editor's Note: “Two Thousand Words” was a manifesto written by Czech writer
Ludvik Vacylik and signed by other prominent Czech and Slovak intellectuals (among
them Vaclav Havel, the first Czechoslovakian president after the fall of the communist regime
in 1989). It was published in four Prague newspapers on June 27, 1968, just before the
beginning of a special party election process, and inspired both widespread support
among Czechoslovakians, as well as major concern among the Soviets.

After the war people had great confidence in the
Communist party, but it gradually preferred to have
official positions instead of the people’s trust, until it
had only official positions and nothing else...The
incorrect line of the leadership turned the party from a
political party and ideological grouping into a power
organization which became very attractive to
power-hungry egoists, reproachful cowards, and
people with bad consciences.

...Many communists opposed this decline, but not
in one single case did they have any success in
preventing what happened.

...We are all of us together responsible for the
present state of affairs and the communists among us
are more responsible than others. But the main
responsibility rests with those who were part of, or the
agents of, uncontrolled power...These rulers’ greatest
guilt, and the worst deception they perpetrated, was to
make out that their arbitrary rule was the will of the
workers. ...But many officials are still defending
themselves against changes, and they still carry a lot of
weight. They still have means of power in their hands,
especially in the districts and in the small
communities, where they may use these instruments
secretly and without any risk to themselves.

...Since the beginning of the year we have been
taking part in the revival process of democratization. It
began in the Communist party.

... The initiative and efforts of democratic
communists are therefore only a part of the debt which
the party as a whole owes to noncommunists, whom it
has kept in a position of inequality. No thanks,
therefore, is due to the Communist Party, although it
should probably be acknowledged that it is honestly
trying to use this last opportunity to save its own and
the nation’s honor.

The revival process hasn’t come up with anything
very new. It is producing ideas and suggestions, many
of which are older than the errors of our socialism and
others which came up to the surface after being in
existence underground for a long time. They should
have come out into the open a long time ago, but they
were suppressed.

...In the future, we shall have to display personal
initiative and determination of our own. Above all, we
shall have to oppose the view, should it arise, that it is
possible to conduct same sort of democratic revival
without the communists or possibly against them.

...Fears have recently been expressed that the
democratization process has come to a halt. The
conflict of forces, however, has merely become hidden
to a certain extent. The fight is now being waged about
the content and form of laws, over the kind of practical
steps that can be taken.

...Let us revive the activity of the National Front.
Let us demand that the meetings of the National
Committee should be held in public.

...Let us establish committees for the defence and
freedom of the press...If we hear strange news, let’s
check on it ourselves, and let’s send delegations to the
people concerned, and if need be, publish their replies.
Let us support the security organs when they prosecute
real criminal activity. We do not mean to cause
anarchy and a state of general instability.

... The recent apprehension is the result of the
possibility that foreign forces may intervene in our
internal development....We can assure our
government—with weapons if need be—as long as it
does what we give it a mandate to do, and we must
assure our allies that we will observe our alliance,
friendship and trade agreements.

...After all, we can ensure equal relations only by

' improvinitﬁr international situation and by carrying
3 {)

COMPARATIVE LESSONS FOR DEMOCRACY
Published by the Center for Civic Education in cooperation with The Ohio State University m

TrH* E

OHIO



Historical Connections/9-11

Two Thousand Words
. the process of revival so far that one day at elections 2. Why are these intellectuals disappointed with the
we will be able to elect statesmen who will have reform efforts of the communists thus far?
enough courage, honor, and political talent to establish 3. How is reform suggested to be carried out in the
and maintain such relations.... future? What role will the communist party play?
What role will the general public and intellectuals

Thinking about Key Concepts and Ideas play? What, specifically, is proposed to allow these
1. What criticisms of the communist party are different roles?

mentioned in this piece? According to this 4. What seemingly conflicting attitudes are expressed

document, what was the communist rulers’ toward neighboring nations? Are these attitudes

“greatest guilt?’ Explain. actually in conflict? Explain.
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Student Handout

Historical Connections / 9-12
Letter of the Five Communist and Workers’ Political Parties

Letter of the Five Communist and Workers’ Political Parties
to the Central Committee of the Czechoslovak Communist Party
(The Warsaw Letter)

This material was provided by Czech educators working in cooperation with the
Institute for Development of Education, Prague, Czech Republic, and the
Center for Civic Education, Calabasas, California, as part of
CIVITAS: An International Civic Education Exchange Program.

Editor's Note: Developments following the January 1968 liberalization in Czechoslovakia
produced reactions throughout the Soviet bloc and in the rest of the world. On July 14, 1968,
leaders from Poland, the Soviet Union, German Democratic Republic, Hungary and Bulgaria

met in Warsaw and produced this letter (hence the “Warsaw Letter”) two days later.

The development in your country deeply disquiets
[disturbs] us. The rise of reaction against your Party
and the basis of the social system in Czechoslovakia,
supported by imperialism, threatens to lead your
country away from the path of socialism, and as a
consequence, is a danger to the interests of the whole
socialist system. At the same time we cannot consent
to hostile forces forcing your country from the
Socialist path and creating the threat of tearing
Czechoslovakia away from the socialist
commonwealth.

This is no longer your concern alone. The strength
and firmness of our ties depend on the internal strength
of the socialist system of each of our brother countries
undermining the leading role of the Communist Party
and leads to the liquidation of socialist democracy and
the socialist system. Thus the basis of our ties and the
security of the commonwealth of our countries are
threatened. The political organizations and clubs that
have originated in the recent period outside the
framework of the National Front have become in
substance the general staffs of reactionary forces.

A number of organs of mass information are
systematically carrying on a real moral terror against
people who come forth against the forces of reaction or
who express the disquiet over the development of
events. Two Thousand Words contains an open appeal
to battle against the Communist Party and against state
power, an appeal for strikes and disorder. ...1It is an
attempt to enthrone anarchy...and a political platform

of counter-revolution. There has arisen a situation
which is absolutely unacceptable for a socialist
country. The cause of the armed power of the working
class and of all workers and of the socialist system in
Czechoslovakia requires: a determined and bold attack
on the right-wing and anti-socialist forces; the
mobilization of all means of defense that have been
established by a socialist state; the stopping of the
activity of all political organizations that are coming
out against socialism; party and government control of
all mass information—the press, radio and
television—and utilizing them in the interest of the
working class, all workers and socialism; closing the
ranks of the party on the principled basis of
Marxism-Leninism; unswervingly maintaining the
principles of democratic centralism struggle against
those whose activity helps hostile forces.

Thinking about Key Concepts and Ideas

1. What are the two forces—one internal, one
external—that are cited as threatening “socialism?”

2. On what basis do the authors contend that “this is
no longer your concern alone?”

3. What specific actions by or for the “forces of
reaction” do the authors cite to justify their fears?

4. What specific actions do they propose to meet this
challenge?
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Historical Connections/9-13
A Letter to Alexander Dublek

A Letter to Alexander Dubcek

by Viaclav Havel

From Open Letters: Selected Writings 1965-1990 by Viclav Havel, trans., P. Wilson,
pp. 4649, copyright © 1990 by Viaclav Havel and Paul Wilson. '
Reprinted by permission of Alfred A. Knopf, Inc., New York.

Editor's Note: This excerpt comes from a private letter sent to Alexander DubCek.
The preceding April Dub&ek had been forced to resign from his position. At the time
of the letter he was under increasing pressure to repudiate the events now called
the Prague Spring. This is the conclusion of the letter.

...And so it’s really only now that the fatal moment
has arrived when you must render a final account of
your actions and reveal what really lay behind the
movement you came to represent. Through the
position you take now, you will either write off the
entire Czechoslovak democratization process as an
irresponsible mistake, or you will take the bold, risky,
and difficult step of reaffirming its authenticity as an
irrepressible source of inspiration that is worth your
challenging the authority of your party, your
movement, and your comrades. The question now is:
Will all the miscalculations and failures of you and
your companions be redeemed a thousandfold by your
decision to stand by your convictions and put your
future on the line? Or will your reluctance to stake
your career and even your life on last year’s
experiment lead people to see it as no more than an
enormous con game, which they naively fell for?

It may occur to you at this point that I am actually
asking you to wash away the sins of all of us, to make
the symbolic redemptive sacrifice that our nations are
themselves incapable—unsymbolically—of making.
Perhaps you are thinking that those who expect this of
you are only passing the buck and merely want to use
you to ease their own consciences.

In many respects such thinking is justified, but it
doesn’t alter the fact that you must act in the way
expected of you. A politician—and any social elite, for
that matter—is not merely a “function” of society.
Society is also, to a certain extent, a “function” of its
politicians and its elites. These elites act on society and
mobilize those forces within it that can be mobilized.
Cowardly policies encourage cowardice in society;
courageous policies stimulate people’s courage. Our
nations have a capacity for both cowardly and
courageous behavior, for demonstrating holy zeal or
selfish indifference. Czechs and Slovaks are capable of
struggling heroically or shamelessly denouncing their
neighbors. Which of these propensities prevails at a
given moment, both in society and in individuals,

largely depends on what situation the political elite has
created, the choices it places before the people, the
qualities it encourages in them: in short, it depends on
what the elite’s activities and examples stimulate. This
is why politics makes great demands on the human and
moral qualities of those who practice it. The more
power politicians have, the greater the demands on
them.

If the regime today is allowing chiefly for the
development of selfishness, cowardice, and careerism,
and if it bases its power to a considerable extent on
precisely the existence of these qualities, then it is even
more incumbent now on you, in particular, to
demonstrate whether Czechoslovak politics, or rather
the communist movement, can offer another model of
behavior and mobilize in people and society other,
better forces. In any case, one of the reasons you are in
such difficulties today is because through your policies
you made possible—with good intentions, of
course—the systematic demobilization of all that
strong and unprecedented support from large sectors of
society that spontaneously formed precisely so that
people could work—with you—for a common goal,
regardless of the dangers involved. As one who
believes in the leading role of the party and its
democratic-centralist principle, you acted voluntarily
in the spirit of those beliefs to deprive all of us
ordinary citizens (most of whom are not party
members) of a large part of our power to decide. Now
you are in a situation in which the leading role you
claimed for yourself and which you—with far more
justice—actually held, makes you responsible for
acting in our names in another sense as well: not in the
exercise of power, but in opposition to it.

The task facing you is clear. If you believe that the
attempt made under your leadership in 1968 to
humanize and democratize socialism and bring it in
line with conditions in the industrially and culturally
advanced countries of Europe was a just and justifiable
experiment, and in accordance with people’s wishes,
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and that if you are convinced that the sudden invasion
of Czechoslovakia by Soviet troops in 1968 was an
unjust and unjustifiable interference in that
experiment, then you must clearly say so. And you
must say so regardless of the enormous difficulties you
will cause the present Communist Party leadership,
regardless of the political situation you will thereby
provoke. If you don’t, you will have to say the
opposite, and that would have far more destructive
consequences.

...It is not my intention to be a self-appointed
spokesman of the people. But if anything is certain
today, it is this: that most Czechs and Slovaks today
think as I do. It’s hardly possible to think otherwise.
The matter is essentially simple. You, however, are at
the center of extremely complex pressures, forces, and
viewpoints. The point is to be able to find your way
out of this dark and tangled wood into the light of what

Historical Connections /9-14
A Letter to Alexander Dubdek

we might call “simple human reasoning.” To think the
way every ordinary, decent person thinks. There are
moments when a politician can achieve real political
success only by turning aside from the complex
network of relativized political considerations,
analyses, and calculations, and behaving simply as an
honest person. The sudden assertion of human criteria
within a dehumanizing framework of political
manipulation can be like a flash of lightning
illuminating a dark landscape. And truth is suddenly
truth again, reason is reason, and honor.

Dear Mr. Dubgek, in the coming days and weeks, I,
along with thousands of my fellow citizens, will be
thinking of you. I will be anxious, but will also expect
great things of you.

Yours sincerely,

Véclav Havel, August 1969
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Historical Connections /9-15
Czechoslovakia: 1968-1989

Czechoslovakia: 1968-1989

An excerpt from Revolution in Eastern Europe by Peter Cipkowski, © 1991 by John Wiley & Sons, Inc.,
New York, pp. 97-98, 102-04. Reprinted by permission of John Wiley & Sons, Inc.

After the Invasion

After the invasion, Gustav Husak (pron. GOO-stav
HOO-sak) was made president of Czechoslovakia and
leader of the Communist party. Husak was an unusual
choice. In 1954, the Communist party charged him
with “bourgeois nationalism” and gave him a life
sentence. Released only in 1960, he was readmitted to
the Party in 1963 and fully restored to honor that year.
In 1968, Husak was a respected government official
and supported the Prague Spring. Thus, many
Czechoslovaks approved the choice in the hope that
Husak would stand up to the Soviets. He did little to
justify their trust, however. Husak soon purged Prague
Spring reformers from the Party. He banished DubZek
from Prague, placing him in a minor government job
in Bratislava. Many others, including some of the
country’s most promising writers and artists, were
forced to leave the country forever.

Husak held on to power for more than 20 years. In
1985, when the more youthful Gorbachev visited
Husak in Prague, they strolled through the old city
together. The Soviet leader plunged into crowds,
shaking hands and smiling to the cries of “friendship,
friendship.” The white-haired Husak walked a few
steps behind him, “stiff and stern,” according to one
Czech, “a stubborn relic from another era.” Finally, in
1987, Husak lost his position as general secretary of
the Communist party to Milos Jakes (pron.
YAH-kesh). Husak, however, continued to serve as
president of Czechoslovakia.

Opposition in the 1980s

...Before Czechoslovakia’s revolution began on
November 17, 1989, opposition activists were mulling
over their past and future. Their principal achievement,
as veteran dissident Jiri Dienstbier said, had been
preserving the moral will to resist: “We were passing a
small candle through the darkness.” The movement’s
major failing had been its inability to spark protests
across Czechoslovak society. The massive
demonstrations in East Germany caused only ripples in
Czechoslovakia. As long as Husak and the party-state
appeared invulnerable, people remained complacent.
“In my opinion this society was completely destroyed
by the Communists,” wrote the editor of an illegal
underground publication. “It is truly appalling. People
want democracy but they do not want to pay for it.”

Dissidents complained about the lack of a central
opposition organization. Though united under the spirit
of Charter 77, they lacked a concrete, alternative
political program. Moreover, they did not seem to be
closing the gap between the Prague-based
intelligentsia, which guided the opposition, and the rest
of Czechoslovakia’s 15 million people. Many leaders
of Poland’s Solidarity opposition built their legitimacy
as representatives through years of close contact with
the working class. But the writers, actors, artists, and
journalists of Czechoslovakia’s opposition functioned
mainly as a moral beacon for a demoralized society.

The government continued to do everything
possible to break the opposition and to keep them from
becoming a united force. It usually refused to
acknowledge the opposition’s existence. When it did
acknowledge them, the dissidents were branded as
creations of the “Western media and human rights
groups.” Members of the Communist party who joined
and supported the Prague Spring movement were
purged from the Party after the Warsaw Pact invasion.
They and other oppositionists found themselves
stoking coal, cleaning bathrooms, and driving taxis.
Their children met mysterious difficulties when they
attempted to get into college. Their telephones and
apartments were bugged. They lived, as ever, under the
constant threat of interrogation, searches, and jail.
Police were assigned to them like case workers,
following them everywhere, noting the names of
people who went in and out of their apartments. Fear
of such punishments limited the number of
Czechoslovaks willing to join the intellectuals and
artists. Not surprisingly, the independent groups had to
concentrate more on mere survival than on developing
a political program.

By the late 1980s, independent activism had spread
in other directions, far beyond the expectations of
Charter 77. Widely circulated petitions called for the
release of jailed dissidents and an open discussion of
the 1968 invasion. Demand grew for underground
publications. Thousands of Catholics flocked to
pilgrimages with anti-communist undertones. Former
associates of Alexander Dubgek, the father of the
Prague Spring, formed Obroda, a self described “club
for socialist restructuring.” Dubgek himself emerged
from his isolation, calling for a Czechoslovak
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perestroika [originally, Soviet “restructuring”] in
interviews with the Western press.

By the late 1980s, a younger generation of students
and workers helped to retrench the opposition
movement. Free of their elders’ defeatism, the students
freely expressed their frustration with the authorities’
refusal to accept Gorbachev-era freedoms. A Slovak
writer explained that “they rejected the unwritten
social compact by which the Communists filled store
shelves in exchange for the acceptance of the regime’s
hard-line government.” High school and college
students formed more than thirty new opposition
groups and began to link up with the older dissidents.
A group called the “Czech Children,” made up of
young adults in their 20s, joined in demonstrations for
political freedoms and environmental protection. The
“John Lennon Peace Group” grew out of informal
meetings that advocated the rights of musicians and
other artists. And the “Society for a Merrier Present,”
armed with cucumber and salami truncheons [police
officers’ clubs], staged mock police assaults on
demonstrators in Prague.

On January 16, 1989, a small group of high school
students made their way, peacefully, towards the statue
of Viclav, the good king Wenceslas, at the top of
Wenceslas Square. Exactly 20 years earlier, a student
named Jan Palach had set himself on fire to protest the
Soviet invasion. Before the students could
commemorate his sacrifice, police began using water
cannons and tear gas on the crowd. Within moments,
the calm square was transformed into a tear gas-filled
battle zone. Off to the side, Vaclav Havel watched the
scene in horror. When he tried to leave, a plainclothes
security guard grabbed him and threw him into the
back of a police van. Intent on making an example of
Havel, the regime staged a harsh show trial in February
for his role in the demonstration. The prosecutor
claimed Havel had incited the demonstrations by
giving interviews to foreign radio stations. In fact,
Havel had warned the students against using violence
to press their grievances. “I consider the way I am
treated as an act of vengeance for my ideas,” he told
the court. The judge sentenced Havel to nine months in
prison.

Remember This Day

Ever cautious, the people of Czechoslovakia
watched the Poles vote the Communist government out
of office in June 1989. They watched again as the
Hungarians and the East Germans achieved freedom.
The enormous mass movement that overthrew
Czechoslovak Communism rose up with amazing
speed. By the last week of November 1989, millions of
people had participated in demonstrations across the
country. It was only a month before, in late October,
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that dissidents were able to bring about a street
demonstration involving ten thousand people. These
brave souls had scarcely unfurled their pro-democracy
banners before truncheon-wielding police chased them
through the streets of Prague. Three weeks later, in late
November, hundreds of thousands of demonstrators
were routine in Wenceslas Square. In a matter of days,
they brought down the Communist leadership and
dispatched the Party into permanent oblivion.

Charter 77 and the long-persecuted dissident
community deserve much of the credit for the dramatic
turnaround. But news reports of the revolution often
overlooked the role of Czechoslovakia’s high school
and college students. On Friday, November 17 more
than fifty thousand students turned out for a
demonstration to mark the 50th anniversary of the
murder of a Czech student by the Nazis. It was a long,
joyful march, with chants and slogans directed
increasingly against the present rulers of Prague
Castle—the seat of government power. Marching
toward Wenceslas Square, the protesters shouted,
“Dinosaurs, resign!” and “Communists, get out!”
When the marchers reached the square, hundreds were
surrounded and cut off by the white-helmeted riot
police and, for the first time, by red-bereted
anti-terrorist squads. The students placed candles
before them and tried to give them flowers. They knelt
on the ground and raised their arms, chanting, “We
have bare hands.” But the police, and especially the red
berets, beat them nonetheless. Wave after wave of the
berets charged at them with flailing white truncheons.

The regime’s decision to use force was a
monumental blunder. Milos Jakes, the new Communist
party boss, hoped it would frighten the students back
into passivity. But the dramatic liberalizations of the
Soviet Union, Poland, Hungary, and especially East
Germany had primed the population for rapid change.
The zeal with which security forces bloodied unarmed
students shocked Czechoslovaks more than any event
since Soviet tanks rolled over the Prague Spring
reforms 21 years earlier. It shattered the passivity that
had long frustrated dissident organizers. “This is the
start of the finish of the government,” one man shouted
during the violence. “The people will remember this
day!”

In the streets of Prague, impromptu shrines, tended
night and day, lighted the spots where students fell.
Candles, flowers, and photographs commemorated
each encounter. A massive circle of candlelight at the
foot of the towering statue of King Wenceslas
illuminated the night in honor of the 1969 martyr Jan
Palach. “Now the ghost of Palach,” said one Czech,
“along with the old hero-king Wenceslas, and a little
help from Viaclav Havel, will stir our country.”
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Prague Ignites

The awful parallel between the regime’s violence
against student demonstrators and that of the Nazis
exactly 50 years earlier created an immensely powerful
emotional rallying point. This was the spark that set
Czechoslovakia on fire. With reports of one student
dead and scores in the hospital, the students were
determined to do something. On Saturday, November
18, student leaders decided to call a nationwide general
strike in a week’s time. The students were soon joined
by people who worked in the theater. Theater people,
including actors, directors, set designers, and writers,
know how to organize themselves. They had spent
years rallying support for their favorite playwright,
Véclav Havel. On Sunday, November 19, Havel
himself called a meeting of all the main opposition
groups in the Magic Lantern Theater. They joined
together in what they called a Civic Forum.

The Civic Forum soon became the united voice of
the opposition. But it was Prague’s high school and
college students who were showing Czechoslovakia
the way. A few moments after the first meeting of the
Forum began, Havel rose from his chair. “Thanks to
the bravery of the students, we are gathered here. The
students have finally cast off the timidity and fear of
our people.” A few days later, another Czech
explained, “For 20 years people Kept quiet and
knuckled under for their children’s sake. And now the
police were beating even the children.” A banner hung
high during Sunday’s rally said, “Parents come with
us, we are your children.” And so they did. On
Monday afternoon, a crowd of more than two hundred
thousand people filled Wenceslas Square.

By the middle of the week, the center of Prague was
plastered with homemade posters declaring “Truth will
prevail!” and “Let the government resign!” Groups
gathered in front of shop windows where televisions
played over and over again a videotape of the
November 17 brutality. Even larger groups gathered
for the afternoon demonstrations in Wenceslas Square.
People waved the distinctive Czechoslovak flag—a
blue triangular field at the left, with a band of white
and a band of red on the right—and chanted away as if
it were the most usual thing in the world. Cars honked
in support as they drove across the square, and small
children gave the V-for-Victory sign. “The excitement
fed upon itself, crossing all social boundaries,” wrote
one journalist. The demonstrations drew people of all
ages and interest. “Longhaired musicians,” she
reported, “stood shoulder to shoulder with beefy
steelworkers.” Knots of people gathered on street
corners to debate the future.

If Prague was in the grip of euphoria, it was partly
because tragedy had been averted. For days it looked
as though the regime might opt for martial law. As the
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demonstrations in Wenceslas Square grew larger,
Jakes threatened on national television to “introduce
order.” The government ordered members of the
workers militia to take up positions in Prague.
Uniformed police occupied the city’s radio and
television stations. The state-controlled television
called on citizens to “protect socialism.” Rumors flew.
But the authorities appeared to lack the will to use
force. They ordered the police to withdraw from
Wenceslas Square. They even promised to investigate
allegations of police brutality. Then, Prime Minister
Ladislav Adamec [pron. lad-EES-slav a-DAM-ets] met
with members of the Civic Forum for the first time. He
promised, “There will be no more martial law.”

The Return of Dub&ek

Alexander Dubtek stepped off the 9 A.M. bus from
Bratislava on Friday, November 24. He looked,
according to one writer, “as if he had just stepped
straight out of a photograph from 1968. The same gray
coat, the same tentative smile, the same hat. It all
contributed to the illusion that we had just left a
20-year timewarp, with the clock that stopped in 1969
starting again in 1989.” By nightfall, according to
another writer, “Dubtek had almost the stature of a
shadow head of state.” In Wenceslas Square, young
protesters knew the 68-year-old former leader from the
yellowing photographs that hung in Czechoslovak
living rooms for two decades. When Dubgek stepped
out into the frosty evening air, illuminated by
television spotlights, the crowd gave an enormous roar:
“Dubgek! Dubgek!” The old leader smiled and thanked
the crowd for welcoming him. Then he asked, “Wise
men said once there could be light, so why now should
there be darkness?” People wept and cheered.

As Dubgek spoke, the leaders of the Communist
party were holding an emergency meeting in a distant
suburb. During a 16-hour meeting, Jakes was facing an
inevitable dilemma: to declare martial law and crush
the protest movement with force—possibly at the cost
of hundreds of lives—or to give in to the popular will
and resign.

Later in the evening, Dub&ek and Havel shared the
stage of the Magic Lantern Theater, headquarters of
the Civic Forum. “Beginning tomorrow,” Havel
declared, “we must begin a dialogue with the
authorities. I don’t know whether they will allow it,
but the agenda is clear: we want democracy, we want
to rejoin the European community.” As the two leaders
talked about their different ideas of socialism to the
overflow crowd, a messenger carrying remarkable
news interrupted them. Jakes and the rest of the
13-member Politburo were stepping down. To succeed
Jakes as Communist party general secretary, the
Central Committee named Karol Urbanek. Though

-

COMPARATIVE LESSONS FOR DEMOCRACY
Published by the Center for Civic Education in cooperation with The Ohio State University SWIQ,‘J;S”E

149
OHIO



Urbanek was not well-known, the change brought a
tremendous relief. “The pressures for change were so
vast,” said one Czech opposition leader. “People feared
that the old hard-line government, if not changed,
would have led the country into civil war.”

According to a spectator at the Magic Lantern that
evening, the theater “erupted” when the news was
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read. People applauded and cheered, some sobbed for
joy. Havel embraced Dub&ek and made the
V-for-Victory sign. Someone jumped on the stage with
bottles of champagne. Havel raised his glass and
toasted a free Czechoslovakia.
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Periods of Transition/ 10-1

¢ 1989: A YEAR OF REVOLUTION OR EVOLUTION?

I had such a wonderful feeling last night, walking beneath the dark sky
while cannons boomed on my right and guns on my left...
the feeling that I could change the world only by being there.

—Viorica Butnariu, Student at Bucharest University, Romania, December 1989
to an American friend, on her feelings about the Romanian Revolution

We used to think that revolutions are the cause of change. Actually it is the
other way around: change prepares the ground for revolution.
—Eric Hoffer, U.S. Philosopher, The Temper of Our Time, 1967

Summary of the Lesson

This lesson will help students understand the forces and events that led to the fall of
communism in Central and Eastern Europe. If history is our judge, regimes fall sooner or later.
Sometimes this occurs by means of bloody revolution; sometimes as the result of gradual
reforms or evolution. Among the many factors that influence the process of democratization,
the character of the non-democratic system seems to be most important, totalitarian regimes are
less inclined to compromise and reform than authoritarian ones. The most difficult
transformation to carry out is that of totalitarianism to democracy. In totalitarian nations, the
democratic aspirations of the opposition collide with the regime’s disposition towards the use
of terror. As a result, the struggles with totalitarianism have a violent and often bloody nature.

. The lesson will help students distinguish between the concepts of revolution and political
evolution and aid in understanding the nature of events that occurred in the region during this
period. Many theories have been put forth regarding the transition; including the importance
of social change, rebellion, internal and external pressures. Students will be involved in
group work and develop a rubric for assessing “revolution” and “evolution.”

Objectives

Students will be expected to
m define revolution and evolution,
m understand the events in sample Central and Eastern European countries during the crisis
period of the late 1980s,

m analyze the end of communist regimes in Central and Eastern European countries in
terms of the concept of revolution and evolution,

m identify key events of 1989.

Background Material

This lesson describes the transition based upon the concept of “Path Theory.” Path theory
argues that the type of government prior to a transition has an impact on the shape and kind of
transition that will occur. Authoritarian regimes are more likely to evolve into a new form of
government; totalitarian governtents are apt to experience revolutions. Political scientists and
historians supporting path theory have identified these trends by analyzing and comparing the
form of government before transition and the events of the transition. Many possible theories
‘ exist as explanations for the different types of transition. This lesson serves as an introduction

to path theory. 1 15
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The Lesson Plan

The Lesson Plan

Opening the Lesson

Discuss the importance of events such as the fall of
the Berlin Wall and the transitions of governments
in Central and Eastern Europe to modern
international relations. Ask students how they have
been affected by these changes? What impact have
these changes had on the world?

Ask students how they would define “revolution.”
As a class, construct a student-generated definition.
Discuss the meaning of the quotes that appear at the
beginning of the lesson. Ask if people in America
during the American Revolution might have shared
the feelings of this Romanian student. Might protest
marchers during the Vietnam War have felt this
way? Do the students agree with the quote by Eric
Hoffer? Cite other examples from historical events,
such as the French or Russian Revolution and see
how Hoffer’s description might apply.

Pass out the student handout Authoritarianism vs.
Totalitarianism: Two Different Systems. Read
and discuss the questions and chart. How are the
two concepts differentiated in these examples?

Developing the Lesson

Distribute the student handout Definitions.
Compare the definitions of revolution and
evolution. Introduce the concept of path theory (see
background material). Tell students that now they
will read two pieces to gain a sense of the types of
transitions possible and the factors associated with
them.

Either as a class or individually, have students read
The Anatomy of Revolutions: What We’ve
Learned from Crane Brinton. Discuss the
questions that follow the reading. The definition of
the term “revolution” is quite contested. Brinton’s
work is an early, descriptive attempt to analyze a
complex entity. For students it may be helpful to put
the discussion in the context of the French or
Russian revolutions.

Distribute the student handout, Democracy’s Third
Wave by Samuel P. Huntington. He gives a
different perspective on the process and forces of
transition. Read and discuss the excerpt and after
answering the questions create a “t-chart”
brainstorming attributes of revolutions and political
evolution that reflect all three handouts and other
sources you may find.

14

Organize students into groups of 4 and distribute
student handouts: 1989 in Czechoslovakia, 1989 in
Hungary, 1989 in Poland and 1989 in Romania.
Each group should receive one copy of each
handout. These handouts relate to the historical
changes experienced in these countries during the
late 1980s. Before reading, each student should
develop a list of criteria that would identify the
events as a case of “revolution” or “evolution.” Tell
students to limit the number of their criteria.
Students’ lists will force them to think carefully
about the criteria and evaluate the necessity of
adding each item to the list. Have each student read
one of the country reports, and identify additional
events and other elements of the transition that help
to classify the events as a “revolution” or
“evolution.” Teachers may choose to use the
enclosed handouts or direct students in more
extensive reading of materials they obtain on their
own.

Have each group consolidate one final list of
criteria. As a class, discuss the criteria each group
has listed. These criteria should then be compiled
into a class list and added to the Criteria for
Revolution and Evolution student handout. The
discussion should highlight the impact of both
Soviet and United States policy in the region, the
notion of “snowballing” (the contagion effect) and
various other aspects of revolution discussed in the
readings. None of these countries lived in isolation
from what was happening in the rest of the region.
Conclusions should include the context in which
events were occurring.

Each group should then determine whether each of
the countries fit into the pre-determined criteria that
has been listed on the Criteria for Revolution and
Evolution student handout. Each student should fill
information and data into the rubric chart for each
country.

Have each group report to the class on the criteria
they used to make individual country decisions and
on how they rated each of the changes in
Czechoslovakia, Hungary, Poland, and Romania.

Concluding the Lesson

After discussing and evaluating the evidence for

revolution or evolution, students should be ready to
define evolution. As the “counter definition,” it can
be defined as slow, arduous change that results in a
transition in government. Countries such as Poland

Gare often used as examples of the process of
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evolution. The process of evolution is often broken
into three stages. Liberalization, the first stage,
involves the loosening of governmental control over
censorship, nongovernmental institutions and
individual freedoms. Democratization, the second
stage, is the process of providing for contested
elections; opposition parties are permitted to
participate in and win elections. Transition, the final
stage in the evolutionary process, involves the
change in government that occurs when the
opposition wins an election and takes over the
governmental institutions.

Other Central and Eastern European changes may
be analyzed for their revolutionary content. Have
students respond to the quote from Crane Brinton in
the student handout Anatomy of Revolutions:
“After a revolution has undergone the crisis and the
accompanying centralization of power, some strong
leader must handle that centralized power.”

Ask students:

1. What are the dangers of an authoritarian leader
taking control of the government in Central
and Eastern European countries?

2. Why didn’t this happen after the American
Revolution?

Have students create a large revolution/evolution
wall chart which combines their individual criteria.
Ask students to place information concerning each
of the countries studied on the chart. Be sure to
identify items that support the differing paths to
transition: revolution and evolution.

Extending the Lesson

Using one of the revolution rubrics created by
students in class, have students complete research
and reading on the events in the former Soviet
Union in the 1990s. Have them complete a short
defense of whether a revolution has occurred or is
occurring in the countries and republics that now
constitute that part of the world.

Ask students whether they believe that the events in
Central and Eastern Europe in 1989 were a product
of political, economic and social forces which were
developing in those countries or were they a product
of the collapse of the Soviet Union’s control over
these countries? (For additional information on this
topic see Lesson 4: “Shaping Post-World War II
Europe.”) Revisit the quotes at the beginning of the
lesson and ask students to hypothesize as to the
meaning each speaker intended.

Periods of Transition/ 10-3
The Lesson Plan

Interest in various theories of revolution can be
explored in resources such as Theories of
Revolution: The Third Generation by Jack A.
Goldstone in World Politics, vol. 32, no. 3.

In-depth study of a short span of time, especially
one as involved as 1989-1990, can be useful.

-However, students should also evaluate and explore

how the events of the time have played out in the
present. Elections, social changes and continuing
political evolution in the region all are worthy of
extended study.

Guidelines for Student Responses

Thinking about Key Concepts and Ideas from
“The Anatomy of Revolutions”

1. Brinton, according to this excerpt, is
ambivalent about the amount of “bloodshed”
necessary. However, violence can take many
forms: physical, emotional and mental.
Students might discuss aspects of life under an
authoritarian or totalitarian regime. Responses
to regime attempts at self-preservation could
then be discussed as violent or not.

2. Rising expectations (i.e. people experiencing
an increasing standard of living and expecting
it to continue increasing) is referred to by
many theorists as an important stimulus for
transition. Trotter describes Brinton’s thoughts
in Section 2 of the handout.

3. Scale of action including locations, number of
people and time of involvement should be
referred to when discussing this question,
Some might argue that the outcome also
determines what we call the event. A rebellion
is put down and a revolution forces some
change, if only temporary.

4. The answer to this question should concentrate
on various aspects of the American
Revolution. All answers depend on the
argumentation used to support the answer
rather than whether or not the student response
is a “correct” one.

a) Revolution of Rising Expectations—
American leaders of the revolution did not
represent the downtrodden. The economic
impact of sanctions from the British
government can also be related to this item.

b) Weaknesses of the Old Regime—Again,
economic sanctions, taxes to pay for
expenses the British government had
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incurred would be one possible answer in
this section.

c) Crisis—Early events in the revolution and
the British response to them helped to
precipitate a crisis. Lexington and Concord,
and the Boston Massacre could be
discussed. Arguing the cause and effect
nature of these events will assist in defining
“crisis.”

d) Rule of Extremists and the Thermidorean
Reaction—Discussion of issues involved in
the expulsion or movement of the Loyalist
population could be tied to this aspect of the
revolution. Other possibilities could involve
discussing the Whiskey Rebellion in the
context of events occurring as a result of the
revolution.

5. Evolution as the opposite of revolution would
involve slower change, agreement from a
variety of positions in society and a less
clearly defined change in the political realities
when looking at the outcome.

Thinking about Key Concepts and Ideas from
“Democracy’s Third Wave”

1. Huntington identifies three waves of
democracy : 19th century widening of
suffrage, especially in the United States;
Post-World War II changes in government
around the world; the 1970s and 1980s in
Southern Europe, Latin America, Central and
Eastern Europe.

Periods of Transition/ 10-4
The Lesson Plan

2. The article talks about a variety of factors to
consider when describing the “third wave” of
democracy. Among these are the roles of
religion, external/international forces, and
eroding Soviet threats and control.

3. Huntington talks about the lack of cultural
predictors in other areas of the world. These
predictors lead to the characterization of Asian
cultures and religions, and Islam as
incompatible with trends toward democracy.
This, of course, is debatable. Students might
explore areas of the world that are not yet
democratically governed and identify
similarities and differences in those societies.

Creating the “Criteria of Revolution and
Evolution” Rubric

Criteria for this rubric should arise from the
various sources with which students have come
in contact. Information for the chart can come
from the short descriptions found in this lesson or
from further reading and data gathering
conducted by the students. It is generally
accepted that Hungary, Czechoslovakia and
Poland experienced political evolution, and that
Romania experienced a revolution. However, the
point of the chart is for students to create their
own criteria and arguments for or against the
assigning of a category. The ability to reason and
justify their decision should also be considered.
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Student Handout
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Authoritarianism vs. Totalitarianism: Two Different Systems

Authoritarianism vs. Totalitarianism: Two Different Systems

The common ground between authoritarian and
totalitarian regimes is the detachment of government
from the people; sometimes there is an autocracy (i.e.,
rule of an individual), and sometimes an oligarchy
(i.e., rule of a group of people). Either way, the citizen
has de facto influence over neither the State nor its
politics. Both types of regimes use oppression against
political opponents, but in authoritarianism repression
is selective (“pinpoint terror”’). Totalitarianism, on the
other hand, uses terror on a massive scale as a method
of maintaining control of governing power.

There are two features that distinguish totalitarian
from authoritarian regimes: the indoctrination of the
people, and total institutionalization of public life.
Indoctrination of the people is grounded in a monopoly
on official ideology in public life (only this ideology
can be proclaimed). This official ideology is instilled
in the people through all available means (i.e.- no mass
or artistic media are devoid of the official ideology).
Institutionalization of public life is expressed through
attempts to organize and control all fields of social
activity by means of directives from above (as
Mussolini stated: “All within the State, nothing against
the State, nothing beyond the State™).

In Communist totalitarianism, the State also
exercises control over the economy. In some of its
extreme forms, such as Maoist China, it controls the
private lives of its citizens. Totalitarianism is the
attempt to take complete control of society, not just
governmental institutions. This includes social,

cultural and economic institutions. Other examples
include the Soviet Union under Stalin, Germany under
Hitler’s Nazi regime, and Italy under the Fascist
regime of Mussolini.

Authoritarianism has many forms—from very
liberal (e.g., Poland after 1926) to close to
totalitarianism (e.g., Spain under Franco). It involves
the existence of some form of individual action in the
society. While there are wide variations in the types of
actions (e.g. small workers groups who meet in
opposition to “official” labor unions, functioning
opposition press) there is a sense of some individual
control.

The chart on the next two pages compares the
features of totalitarian regimes to those of Franco’s
Spain in the 1970s and Poland under Pilsudski [pyew
SOOD?’ skee] in the late 1920s. Read, answer and
discuss the following questions:

1. Look across the chart to get some sense of the
diverse arrangements that can exist in various
regimes. Identify the common characteristics and
the important differences between the regimes.
What makes them different from totalitarianism?

2. What similarities exist between authoritarian and
totalitarian regimes?

3. Hypothesize the reasons individuals living under
these regimes might find their individual rights in
danger.
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Authoritarianism vs. Totalitarianism: Two Different Systems

TOTALITARIANISM

AUTHORITARIANISM

Franco’s Spain

Pilsudski’s Regime in Poland

LEADERSHIP

a dictator with absolute power,
free from any type of outside
control

a dictator with absolute power;
has control over most major
government offices

president with extensive powers
appointed by parliament

POLITICAL PARTIES

one single homogeneous party
in power, abolition of all other
parties

one National Movement
(“community of all Spaniards™),
and limited pluralism within the
confines of the Movement

limited influence of the parties
on political life, no single party
system

PARLIAMENT

parliament deprived of any real
political weight, called into
existence by the single party or
fictitiously ‘chosen’ from one
list

parliament with limited advisory
powers, consisting mainly of
representatives of counties and
corporate associations

limitation of the parliament’s
power in favor of executive
powers; limitation of electoral
freedoms by the administration

LEGAL OPPOSITION
lack of legal opposition

moderate opposition tolerated
(the opposition functions only
partially within the law)

legal opposition is active despite
obstacles created by the
government

MILITARY
the military is the ‘armed
extension’ of the single party

the military is one of the pillars
of the regime; in practice, is a
power independent from the
single party

officers prohibited from
membership in political parties;
in practice, there is an influence
of the ruling regime on the

military

POLITICAL OPPOSITION
physical suppression of the
political opposition and
individuals suspected of
‘disliking’ the regime; terror as
a governing principle '

strict, but selective repression of
radical opposition

limited repression against
political opposition; radical
opposition is de-legalized

PUBLIC LIFE

all domains of public life (under
Communism this includes the
economy) under the tight
control of the single party

the State controls various
domains of public life and has
limited influence on the
economy (State interventionism)

sporadic interference of the
‘sanacja’ regime in public life;
limited influence of the State on
the economy (State
interventionism)
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Authoritarianism vs. Totalitarianism: Two Different Systems

AUTHORITARIANISM
TOTALITARIANISM
Franco’s Spain Pilsudski’s Regime in Poland
TRADE UNIONS official and uniform trade

uniformity and nationalization
of trade unions

associations; in practice there is
half-legal activity of opposition
“workers’ committees”

organizational and political
diversity of trade unions

uniform youth movement that

YOUTH MOVEMENTS propagates official ideology; in L .

- . organizational and political
uniform youth movement practice there are also diversity of the youth movement
controlled by the single party independent students’ y

organizations
CULTURE and EDUCATION

omnipresent influence of the
government’s monopolistic
ideology on all domains of life

strong influence of state seen in
culture and education

the State does not interfere in
cultural life; institutions of
higher learning have autonomy

MEDIA

all mass media is under State
control; complete preventative
censorship

existence of independent press,
occasionally limited by
restrictive censorship (post
factum)

freedom of press and
publication, limited temporarily
by restrictive censorship

PRIVATE LIFE

the State and the single party
attempt to control the private
lives of citizens in accordance

the State attempts to influence
the private lives of citizens

the State does not interfere in
the private lives of citizens

with the principles of State (public morality)
ideology
(chart by Jarostaw Tomasiewicz)
[~ 2
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Definitions
Student Handout
Definitions
REVOLUTION:
A COMPLETE OVERTHROW OF AN ESTABLISHED GOVERNMENT OR POLITICAL
SYSTEM.
EVOLUTION:

GRADUAL DEVELOPMENT, NOT A SUDDEN CHANGE
(Definitions based on World Book Encyclopediq 1978 edition)

Revolution: is a term that generally refers to a
fundamental change in the character of a nation’s
government. Such a change may or may not be
violent. Revolution may also occur in other areas,
including cultural, economic, and social activities.

Kinds of Revolutions: A political revolution may
change various ways of life in a country, or it may
have no effect outside of the government. For
example, the Russian Revolution of 1917 not only
deposed the czar but also began major social changes
such as the elimination of private property. On the
other hand, the Revolutionary War in America
(1775-1783) changed a political system without
causing basic social changes.

Some revolutions last for many years. The Chinese
Communists fought for 22 years before defeating the
Nationalist Chinese government in 1949. This
revolution involved widespread guerrilla warfare.
Some political movements that appear to be

revolutions do no more than change a country’s rulers.

Many Latin-American political uprisings have
replaced dictators without making fundamental
changes in governmental systems. Political scientists
call such movements rebellions rather than
revolutions. However, a rebellion may lead to a
political or social revolution.

Causes of Revolution: Most revolutions occur
because serious problems have caused widespread
dissatisfaction with an existing system. Poverty and
injustice under cruel, corrupt, or incapable rulers may
contribute to revolution. But in most cases, social
problems alone do not cause revolutions. They lead to
despair rather than a willingness to fight for something
better. Revolutions need strong leaders who can use
unsatisfactory conditions to unite people under a
program that promises improvements.

Many revolutions occur after rulers begin to lose
confidence in themselves and yield to various
demands from their rivals. Such compromises by
rulers, or rapidly improving social conditions create a
revolution of rising expectations as people begin to see
hope for a better life. The French Revolution of 1789
and the Russian Revolution both began after the rulers
agreed to the people’s demands for representative
assemblies. The Hungarian Revolution of 1956
occurred after the government released some of its
strongest opponents from prison.

Not all revolutions have led to improved
conditions. Some revolutionaries have worked for
change only to gain political power for themselves. A
number of conservative rulers have called themselves
revolutionaries simply to convince the public that
support social and economic changes.
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The Anatomy of Revolutions:
What We’ve Learned From Crane Brinton

by Ben Trotter

In his 1938 piece, Crane Brinton {historian] set out
to compare four revolutions: the English in the 17th
century, the American and French in the 18th, and the
Russian at the beginning of this century. His goal was
to seek parallels for purposes of analysis. From his
study, he outlined an anatomy of revolution that
attempted to explain the causes, course, and
consequences of these four famous revolutionary
upheavals.

When communism collapsed in 1989, some
commentators referred to Brinton’s model as they
sought to explain and predict the future course of the
Eastern European revolutions. Other theories have
also come forth from individuals such as Gurr,
Smelser and Tilly. By exploring their more theoretical
additions to the field, broader information has been
made available. However, Brinton’s descriptive
attributes serve as a useful starting point:

1. Revolution of Rising Expectations
a. economic upswing
b. leadership not from the downtrodden

Brinton disputes the common view that revolutions
are primarily uprisings of the downtrodden. While the
government may be financially strapped, society as a
whole is experiencing a long-term economic upswing.
The leaders of the revolution as it begins are not the
oppressed, but rather those whose hopes have
somehow been dashed by government policy or a
short-term economic downturn. In other words, these
are revolutions of rising but blocked expectations,
when there has opened “an intolerable gap between
what people want and what they get.” Brinton notes
further that “revolutions seem more likely when social
classes are fairly close together than when they are far
apart.”

2. Weaknesses of the Old Regime
a. incffective government
b. old ruling elite divided

The government itself is short of funds. Its policies
are often seen as impediments to economic

advancement, for it has failed to adapt to social and
economic change. To many of the governed, the crime
of the state is not so much despotism as it is
inefficiency and corruption. Although the state
struggles to reform itself from time to time and
sometimes heroically, it always falls short or is
overwhelmed by its own past and by those who
benefit from all or part of the status quo. Intellectuals
transfer allegiance from the Old Regime to an as yet
unrealized ideal of a better world. Even members of
the ruling class itself begin to doubt their privileged
position and join the intellectuals in looking for a
better system.

3. Crisis
a. precipitated by finances and/or war
b. reveal inadequacy of the Old Regime
c. allows emergence of counter leadership
d. overreaction and inept use of force

While Brinton does not ignore elements of
leadership and planning in the beginning stages of
each of these revolutions, he insists that any such
“gardeners are not working against nature, but rather
in soil and in a climate propitiousl to their work....”
Since most people are obedient by nature, it is crucial
that something legitimizes the increasingly open
opposition to the government. That typically is the
regime’s poor handling of the crisis that has been
precipitated by war and/or a financial predicament.
The state reacts too late, with too little force to crush
the illegal opposition institutions but with enough
violence to alienate a wide segment of the public.
Even more critically, the armed forces abandon the
government, and the opposition finds itself victorious
over a regime because of more dramatic than serious
bloodshed.

4. The Revolutionaries
a. united by a negative
b. unity ended by crises

[
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1 Editor's note: propitious is defined as favorably disposed.
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c. migration of revolution to left, revolutionaries to

right

During the honeymoon period, the revolutionaries
were united, but only by their opposition to the Old
Regime. When it came time to create a new regime
and a new society, however, this unanimity fell apart.
The so-called moderates, who gain control of the
government, espouse idealistic programs but lack the
single mindedness to bring them to fruition. In a sense,
these moderates were too realistic, too willing to
compromise, and not idealistic enough; they may have
had the perfect mettle' for a more settled situation, but
these virtues became weaknesses in this time of
upheaval. As they clash with those who would take
the revolution further in its re-making of society,
many moderates drop out as even moderation itself is
increasingly moved to the “left” and those who were -
once advocates of change become champions of
conservatism.

The so-called extremists—single-minded idealists
who really mean business—have meanwhile gained
control over and purged the institutions—clubs,
soviets,” para-military groups—that had grown up
illegally under the Old Regime. This minority, who
are highly centralized and obedient to their leaders,
exploit crises to gain strength and eventually finesse
the moderates out of power, often as a result of a
wartime crisis.

5. Rule of the Extremists
a. driven by internal/external threat
b. rule of virtue

The extremists create a dictatorship, usually driven
by the need to mobilize against internal and/or
external foes. Although they name the people as the
source of their legitimacy and the liberty of the people
as their goal, they fear the masses will return to their
old habits or will be hoodwinked by the “right.” Thus,
they must “force them to be free.” Most people—the
ordinary outsider or non-extremist—are suspect to
these mavens of a revolutionary virtue that is often
puritanical. In their mania to re-create from scratch,
they even aim at the simple things of life, renaming

1 Editor's Note: mettle is strength of spirit or temperament.
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places, days, people, almost everything. They attack
traditional religion, replacing it with a secular religion
that demands heaven here and now. Violence, in the
name of the revolution, becomes normal—a reign of
terror.

6. Thermidorean Reaction

All this pursuit of virtue and interference in
people’s daily lives becomes intolerable to the vast
majority, who are outsiders to this revolutionary zeal.
Thermidor (named after the month in the new calendar
when the Terror ended in France) can be seen “as a
convalescence {gradual recovery] from the fever of
revolution.” Old elites seep back into the system as
revolutionary leaders are largely reviled, some old
institutions, such as the former established church, are
partially restored, and pleasure comes back with a
vengeance after the dreary days of revolutionary
virtue. But the old habits of government and society
have been so befuddled and mutilated during the
revolution, life, both private and public, seems adrift.
This causes many to seek a strong figure to arrest this
drift, fill the power vacuum, and harness the energy of
the centralized state that had been strengthened during
the reign of terror. This leads to a kind of dictatorship
that stops the drift to disorder but, on the whole,
neither extends nor reverses the early changes brought
about by the revolution.

Thinking about Key Ideas and Concepts

1. Does Brinton seem to think a revolution has to be
violent?

2. What is meant by a revolution of rising
expectations?

3. What is the difference between a revolution and a
rebellion?

4. How does the American Revolution meet the
criteria outlined in the reading?

5. Evolution is often presented as the opposite of
revolution. Hypothesize what political evolution
could mean.
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2 Editor's Note: a soviet is an elected government council in a communist country.

3 Editor's Note: a maven is one who is experienced or knowledgeable, the word carries a connotation of
individuals who use their supposed knowledge as a tool to hold others down.
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Democracy’s Third Wave

by Samuel P. Huntington

From Samuel P. Huntington, “Democracy’s Third Wave,” The Global Resurgence of Democracy,
ed. Larry Diamond and Marc F. Plattner. Copyright © 1993 by John Hopkins University Press, Baltimore,
Maryland, pp. 39-52, 108-26. Reprinted by permission of the Johns Hopkins University Press.

...Between 1974 and 1990, at least 30 countries
made transitions to democracy, just about doubling the
number of democratic governments in the world.
Were these democratizations part of a continuing and
ever-expanding “global democratic revolution” that
will reach virtually every country in the world? Or did
they represent a limited expansion of democracy,
involving for the most part its reintroduction into
countries that had experienced it in the past?

The current era of democratic transitions constitutes
the third wave of democratization in the history of the
modern world. The first “long” wave of
democratization in the history of the modern world
began in the 1820s, with the widening of the suffrage
to a large proportion of the male population in the
United States, and continued for almost a century until
1926, bringing into being some 29 democracies. In
1922, however, the coming to power of Mussolini in
Italy marked the beginning of a first “reverse wave”
that by 1942 had reduced the number of democratic
states in the world to 12. The triumph of the Allies in
World War Il initiated a second wave of
democratization that reached its zenith in 1962 with
36 countries governed democratically, only to be
followed by a second reverse wave (1960-1975) that
brought the number of democracies back down to 30.

...At what stage are we within the third wave?
Early in a long wave, or at or near the end of a short
one? And if the third reverse wave comes to a halt,
will it be followed by a significant third reverse wave
eliminating many of democracy’s gains in the 1970s
and 1980s? Social science cannot provide reliable
answers to these questions, nor can any social
scientist. It may be possible, however, to identify
some of the factors that will affect the future
expansion or contraction of democracy in the world
and to pose the questions that seem most relevant for
the future of democratization.

...Historically, there has been a strong correlation
between Western Christianity and democracy. By the
early 1970s, most of the Protestant countries in the
world had already become democratic. The third wave
of the 1970s and 1980s was overwhelmingly a
Catholic wave. Beginning in Portugal and Spain, it
swept through six South American and three Central
American countries, moved on to the Philippines,
doubled back to Mexico and Chile, and then burst
through in the two Catholic countries of Eastern
Europe, Poland and Hungary. Roughly three quarters
of the countries that transited to democracy between
1974 and 1989 were predominantly Catholic.

By 1990, however, the Catholic impetus to
democratization had largely exhausted itself. Most
Catholic countries had already democratized or as in
the case of Mexico, liberalized.! The ability of
Catholicism to promote further expansion of
democracy (without expanding its own ranks) is
limited to Paraguay, Cuba, and a few Francophone
African countries. By 1990, sub-Saharan Africa was
the only region of the world where substantial
numbers of Catholics and Protestants lived under
authoritarian regimes in a large number of countries.

The Role of External Forces

...During the third wave, the European Community
(EC) [now the European Union or EU] played a key
role in consolidating democracy in southern Europe.
In Greece, Spain, and Portugal, the establishment of
democracy was seen as necessary to secure the
economic benefits of EC membership, while
Community membership was in turn seen as a
guarantee of the stability of democracy. In 1981,
Greece became a full member of the Community, and
five years later Spain and Portugal did as well.

In April 1987, Turkey applied for full EC
membership. One incentive was the desire of Turkish
leaders to reinforce modernizing and democratic

1 Editor's Note: Liberalization is defined as the loosening of governmental authority especially in the area of
personal freedoms. Democratization is defined as the existence of an opposition that has an opportunity to win

elections.
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tendencies in Turkey and to contain and isolate the
forces in Turkey supporting Islamic fundamentalism.
Within the Community, however, the prospect of
Turkish membership met with little enthusiasm and
even some hostility (mostly from Greece). In 1990,
the liberation of Eastern Europe also raised the
possibility of membership for Hungary,
Czechoslovakia, and Poland. The Community thus
faced two issues. First, should it give priority to
broadening its membership or to “deepening” the
existing Community by moving toward further
economic and political union? Second, if it did decide
to expand its membership, should priority go to
European Free Trade Association members like
Austria, Norway, and Sweden, to the East Europeans,
or to Turkey? Presumably the Community can only
absorb a limited number of countries in a given period
of time. The answers to these questions will have
significant implications for the stability of democracy
in Turkey and in the East European countries.

...The withdrawal of Soviet powerl made possible
democratization in Eastern Europe. If the Soviet
Union were to end or drastically curtail its support for
Castro’s regime, movement toward democracy might
occur in Cuba. Apart from that, there seems little more
the Soviet Union can do or is likely to do to promote
democracy outside its borders. The key issue is what
will happen within the Soviet Union itself. If Soviet
control loosens, it seems likely that democracy could
be reestablished in the Baltic states. Movements
toward democracy also exist in other republics. Most
important, of course, is Russia itself. The inauguration
and consolidation of democracy in the Russian
republic, if it occurs, would be the single most
dramatic gain for democracy since the immediate
post-World War II years. Democratic development in
most of the Soviet republics, however, is greatly
complicated by their ethnic heterogeneity and the
unwillingness of the dominant nationality to allow
equal rights to ethnic minorities. As Sir Ivor Jennings
remarked years ago, “The people cannot decide until
somebody decides who are the people.” It may take
years if not decades to resolve the latter issue in much
of the Soviet Union.

During the 1970s and 1980s the United States was a
major promoter of democratization. Whether the
United States continues to play this role depends on its
will, its capability, and its attractiveness as a model to
other countries. Before the mid-1970s the promotion
of democracy had not always been a high priority of

Periods of Transition / 10-12
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American foreign policy. It could again subside in
importance. The end of the Cold War and of the
ideological competition with the Soviet Union could
remove one rationale for propping up anti-communist
dictators, but it could also reduce the incentives for
any substantial American involvement in the third
World.

American will to promote democracy may or may
not be sustained. American ability to do so, on the
other hand, is limited. The trade and budget deficits
impose new limits on the resources that the United
States can use to influence events in foreign countries.
More important, the ability of the United States to
promote democracy has, in some measure, run its
course. The countries in Latin America, the Caribbean,
Europe, and East Asia that were most susceptible to
American influence have, with a few exceptions,
already become democratic. The one major country
where the United States can still exercise significant
influence on behalf of democratization is Mexico. The
undemocratic countries in Africa, the Middle East, and
mainland Asia are less susceptible to American
influence.

Apart from Central America and the Caribbean, the
major area of the Third World where the United States
has continued to have vitally important interests is the
Persian Gulf, The Gulf War and the dispatch of
500,000 American troops to the region have
stimulated demands for movement towards democracy
in Kuwait and Saudi Arabia and delegitimized
Saddam Hussein’s regime in Iraq. A large American
military deployment in the Gulf, if sustained over
time, would provide an external impetus toward
liberalization if not democratization, and a large
American military deployment probably could not be
sustained over time unless some movement toward
democracy occurred.

The U.S. contribution to democratization in the
1980s involved more than the conscious and direct
exercise of American power and influence.
Democratic movements around the world have been
inspired by and have borrowed from the American
example. What might happen, however, if the
American model ceases to embody strength and
success, and no longer seems to be the winning
model? At the end of the 1980s, many were arguing
that “American decline” was the true reality. If people
around the world come to see the United States as a
fading power beset by political stagnation, economic
inefficiency, and social chaos, its perceived failures

1 Editor's Note:The Soviet Union was the ultimate power in this region. Until the onset of glasnost and other reform
efforts this power determined the future of countries in the regioi. él'.)he\breakup of the Soviet Union is agreed to

have started in 1991.

J

T H-E

COMPARATIVE LESSONS FOR DEMOCRACY

Q O
Published by the Center for Civic Education in cooperation with The Ohio State University %

ERIC

Aruitoxt provided by Eic:




ERIC

Aruitoxt provided by Eic:

will inevitably be seen as the failures of democracy,
and the worldwide appeal of democracy will diminish.

Snowballing

... The impact of snowballing on democratization
was clearly evident in 1990 in Bulgaria, Romania,
Yugoslavia, Mongolia, Nepal, and Albania. It also
affected movements toward liberalization in some
Arab and African countries. In 1990, for instance, it
was reported that the “upheaval in Eastern Europe”
had “fueled demands for change in the Arab world”
and prompted leaders in Egypt, Jordan, Tunisia, and
Algeria to open up more political space for the
expression of discontent.

The East European example had its principal effect
on the leaders of authoritarian regimes, not on the
people they ruled. President Mobutu Sese Seko of
Zaire, for instance reacted with shocked horror to
televised pictures of the execution by firing squad of
his friend, Romanian dictator Nicolae Ceaugescu. A
few months later, commenting, “You know what’s
happening across the world,” he announced that he
would allow two parties besides his own to compete in
elections in 1993, In Tanzania, Julius Nyerere
observed, “If changes take place in Eastern Europe
then other countries with one-party systems and which
profess socialism will also be affected.” His country,
he added, could learn a “lesson or two” from Eastern
Europe. In Nepal in April 1990, the government
announced that King Birendra was lifting the ban on
political parties as a result of “the international
situation” and “the rising expectations of the people.”

If a country lacks favorable internal conditions,
however, snowballing alone is unlikely to bring about
democratization. The democratization of countries A
and B is not a reason for democratization in country C,
unless the conditions that favored it in the former also
exist in the latter. Although the legitimacy of
democratic government came to be accepted
throughout the world in the 1980s, economic and
social conditions favorable to democracy were not
everywhere present. The “worldwide democratic
revolution” may create an external environment
conducive to democratization, but it cannot produce
the conditions necessary for democratization within a
particular country.

In Eastern Europe the major obstacle to
democratization was Soviet control; once it was
removed, the movement to democracy spread rapidly.

There is no comparable external obstacle to
democratization in the Middle East, Africa, and Asia.
If rulers in these areas chose authoritarianism before
December 1989, why can they not continue to choose

.
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it thereafter? The snowballing effect would be real
only to the extent that it led them to believe in the
desirability or necessity of democratization.

The events of 1989 in Eastern Europe undoubtedly
encouraged democratic opposition groups and
frightened authoritarian leaders elsewhere. Yet given
the previous weakness of the former and the long-term
repression imposed by the latter, it seems doubtful that
the East European example will actually produce
significant progress toward democracy in most other
authoritarian countries.

By 1990, many of the original causes of the third
wave had become significantly weaker, even
exhausted. Neither the White House, the Kremlin, the
European Community, nor the Vatican was in a strong
position to promote democracy in places where it did
not already exist (primarily in Asia, Africa, and the
Middle East). It remains possible, however, for new
forces favoring democratization to emerge. After all,
who in 1985 could have foreseen that Mikhail
Gorbachev would facilitate democratization in Eastern
Europe?

In the 1990s the International Monetary Fund
(IMF) and the World Bank could conceivably become
much more forceful than they have heretofore been in
making political democratization as well as economic
liberalization a precondition for economic assistance.
France might become more active in promoting
democracy among its former African colonies, where
its influence remains substantial. The Orthodox
churches could emerge as a powerful influence for
democracy in southeastern Europe and the Soviet
Union. A Chinese proponent of glasnost [openness]
could come to power in Beijing, or a new
Jeffersonian-style Nasser [a former Egyptian general
and leader] could spread a democratic version of
Pan-Arabism in the Middle East. Japan could use its
growing economic clout to encourage human rights
and democracy in the poor countries to which it makes
loans and grants. In 1990, none of these possibilities
seemed very likely, but after the surprises of 1989 it
would be rash to rule anything out.

Thinking about Key Concepts and Ideas

1. What are the three waves of democracy that
Huntington has identified?

2. Describe a few of the attributes of Huntington’s
“Third Wave of Democracy.”

3. What are the prospects for democracy’s spread in
the future? Hypothesize what aspects of culture
and modern international relations might have an
impact on this spread.
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1989 in Czechoslovakia

Pressures for Change: In the 1980s pressure
mounted on the Czechoslovakian communist regime
to alter its conservative course. Socialist neighbors, in
particular the Soviet Union, Poland and Hungary also
contributed to this pressure.

Soviet Pressure: Gorbachev made no secret of his
dislike of Czechoslovak communism—a form of
communism that was conservative and resistant to
change in politics and culture. The Czechoslovak
crackdown on dissidents, including the imprisonment
of Véclav Havel [pron. VAHTS-lahv HAH-vel; Czech
writer and playwright who was later elected president
in 1990], was a hindrance to Soviet efforts to
strengthen ties with the West through a more liberal
policy on human rights. Furthermore, the Kremlin
worried that this conservatism would eventually
destabilize Czechoslovak society and its socialism.

In November of 1988 Soviet Politburo member and
Gorbachev adviser Aleksandr Yacovlev went to
Prague [Czechoslovakia’s capital] to urge a more
tolerant approach to political dissent. The Kremlin led
the Czechoslovak leadership to expect, sometime in
the future, a Soviet reassessment of the 1968 invasion
of Prague, perhaps including an exoneration of
Alexander Dubgek [pron. DOOB-chek; former
communist reformer who was demoted for promising
“socialism with a human face”]. Such a Soviet move
would weaken the credibility and authority of
conservative elements in the Czechoslovak party and,
possibly, encourage increased tolerance of political
dissent.

Internal Pressure: Internal pressure to liberalize the
political environment came especially from youth. The
regime’s agreement with the public—a sort of social
contract whereby the population remained politically
passive so long as there was economic
stability—crumbled as a younger generation of
students and workers, untainted by the fear and
defeatism that followed the 1968 uprising, grew
increasingly impatient for the change the Gorbachev
era appeared to promise. Although their organization
was weak and their political strategy almost
nonexistent, their aspiration for change was vocal and
persistent.

The Beginnings of Reform: In late 1988 there was
evidence that the Jakes [pron. YAH-kesh;
Czechoslovakian communist leader 1987-1989]
regime was loosening up. The conservative leadership
promoted younger and more pragmatic elements to the
Politburo, and conservative figures departed. The
government stopped jamming Radio Free Europe in
1988. The regime also treated dissident Havel
gingerly, for all its frustration over his dissident
activity. Eventually his sentence was reduced to 8
months.

This slight shift in politics was accompanied by a
gradual implementation of modest economic reforms.
State run companies were made more independent of
the government, and workers’ groups were given more
freedom.

Upheaval in the Fall of 1989: Events, however, had a
momentum of their own. After the sudden and
unexpected collapse of conservative rule in East
Germany in early October 1989 and in Bulgaria in
early November, as well as the subsequent relaxation
of political control in Czechoslovakia itself,
Czechoslovaks started to organize and demonstrate for
swifter change in their own government. The Jakes
regime initially tried to resist this pressure by using
force to disburse demonstrators. Under mounting
pressure, the party eventually met the demands of the
newly formed coalition of opposition groups, called
Civic Forum, and agreed to share power with
noncommunist organizations. The Soviet Union
refused to help the Jakes administration and in fact
decided to recall about one third of the Soviet troops
which had been stationed in Czechoslovakia. The new
government also terminated all course work and
academic programs in Marxist—Leninist studies in
the nation’s universities and fired all of the professors
who had benefitted from communist rule. Prague took
steps to desocialize the economy by expanding private
entrepreneurialism.

The End of the Communist Era: In the next
elections President Havel received the majority of
votes for President. The former dissident was now in
charge. After the Parliamentary elections the Premier
was given the mandate to form the first democratic
government in Czechoslovakia in over 40 years.

158

COMPARATIVE LESSONS FOR DEMOCRACY
Published by the Center for Civic Education in cooperation with The Ohio State University SIAIE

T H:E




Student Handout

Periods of Transition/10-15
1989 in Hungary

1989 in Hungary

Social Problems: There were many reasons for the
decline and eventual end of communist rule in
Hungary. In the 1980s economic stagnation
aggravated social ills. There was, for example, a
frightening deterioration in the delivery of medical
care, due in part to decreasing expenditures for public
health. Approximately 90 percent of the entire
population suffered from poor nutrition, smoking,
alcoholism, or chronic nervous strain. Hungary’s life
expectancy was among the lowest in 33 developed
countries examined by the World Health Organization.
As aresult, Hungary’s population was no longer
reproducing itself. A chronic housing shortage also
worsened the people’s physical and mental health. The
state simply failed to continue redistributing existing
housing.

Movement Toward Democracy: Pressure had been
mounting both inside the Communist Party and
throughout the society as a whole for a radical
alteration of the political system, in the belief that
economic improvement depended on political change.
Beginning in 1987 there was an increase of popular
interest in democratic reform. In 1987 Hungarian
intellectuals began a new umbrella-type organization
for political advocacy. In early 1988, some 200
Hungarian journalists applied to the government to
officially recognize them as an opposition group
called the Magyar (Hungarian) Democratic Forum. It
soon developed into an actual political party. Also in
May 1988, workers and academics formed the first

independent union since the Communist takeover. The
Hungarian communists had long depended on the
Soviet Union. The weakening of the U.S.S.R., the
alienation of the communist elite from the mainstream
of society and pressure from human rights groups all
contributed to political change.

Under pressure from society, the Kadar [pron.
KAH-dar; communist leader of Hungary from
1956-1989] government collapsed and political groups
called for the reinstatement of the multiparty system
and parliamentary elections. In the spring of 1989 the
Communist Party argued that this would lead to
instability. As the old decade came to a close the
former Hungarian Communist Party was trying to
retain some influence over the country’s political
future.

End of Communist Rule: In early 1990 the new
Parliament passed a law establishing freedom of
conscience and religion that marked a final break with
past policies of atheism. In the Parliamentary election
of 1990 the Communists suffered a decisive defeat.
The victory went to the parties in the center right;
including the Federation of Young Democrats, the
Alliance of Free Democrats, and resurrected, pre-war
parties such as the Independent Smallholders. The
centrist Magyar (Hungarian) Democratic Forum
promised a careful transition from socialism to a free
market economy, the creation of a convertible
currency and help for Hungarian nationals in other
countries. Democracy was restored to Hungary.
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1989 in Romania

Economic Problems: Romania continued throughout
the 1980s to have one of the lowest standards of living
in Central and Eastern Europe. There were chronic
shortages of everything the consumer needed or
wanted—especially food. The continuing harshness of
the daily life of ordinary Romanian citizens provoked
arenewal of social unrest in November 1987.
Thousands of workers in the city of Brazov went into
the streets to demonstrate against severe pay cuts and
increasingly extreme shortages. The catalyst for this
demonstration was a presidential decree by Ceausescu
{pron. chow-SHEH-skoo; ruthless dictator of Romania
1965-1989] which had gone into effect on November
10, reducing domestic consumption of electricity and
heating oil by an additional 30 percent.

Political Problems: Despite the dissatisfaction with
the Ceaugescu regime, the lack of political
organization among dissidents made it seem that this
dictatorship would resist the changes occurring in the
rest of Central and Eastern Europe. The Soviet Union
was reluctant to do anything about the situation in
Romania because they hoped that the Romanians
would work out their problems themselves.

Romania, December 1989: The sudden collapse of
the Ceaugescu regime came as surprise to almost
everyone. The Romanian secret police were sent to a
distant province, to the city of Timisoara to arrest a
dissident priest. Laszlo Toekes, the priest, was being
protected by local citizens. Reverend Toekes is a
member of the 2.5 million ethnic minority living in
Transylvania (Western Romania). His protection by

both Romanians and Hungarians alike contributed to a
feeling of solidarity. In the context of historical
disagreements and a tradition of tense relationships,
this cooperation across ethnic lines was an important
development. The security forces killed hundreds of
people in order to arrest Toekes. The protests
continued in that city and soon spread to others despite
or because of the police violence. By the third week in
December elements of the national army had joined
the revolt. With the help of the army the insurgents
captured Ceaugescu and his wife and executed them
on December 25, 1989. The government passed into
the hands of the Council of Salvation which was made
up of the former leaders’ political opponents. This
new council issued many new reforms like lifting
censorship and growing tolerance for freedom of
speech, assembly, and travel. Food was diverted from
export to be sold in the country. All of the communist
land reforms for the rural areas in Romania were
canceled.

The sources of power after the revolution were the
army, the revolutionaries and the former Communist
Party. In early 1990 Parliamentary elections were
held. The winning party is accused by some to have
created a victory of intimidation. During the elections
they appealed to the working class to oppose the
intelligentsia and to disrupt the actions of the political
opposition. The workers were used to the break up of
demonstrations by liberal groups. This continuation of
past practices of political intimidation indicated that
the revolution was being controlled by new hard liners
whose actions were reminiscent of the Ceaugescu era.
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Periods of Transition/10-17
Poland

Poland

“The Polish August”: In the summer of 1980, the
Polish government raised food prices, especially the
price of meat. By August, worker strikes spread across
the country. The strikers in the Gdansk shipyards
caught the world’s attention but strikes were in fact
occurring in many places. Strikes were not new to
Poland; worker unrest had occurred in 1956, 1968,
1970, and 1976. These strikes, however, were
different, in large part due to the charismatic
leadership of Lech Walgsa [pron. vah-WEN-sah]. The
workers’ demands were simple: civil liberties, higher
wages and the right to establish an independent trade
union, “Solidarity.”

Solidarity Trade Unions spread across the country.
Fifty unions with more than 10 million members
became part of a broad umbrella group. Some experts
call what happened the “self-limiting revolution.”
Despite wide support, the trade union never set out as
one of its goals the overturning of the government.
Instead the opposition simply went about the efforts of
‘living free;’ publishing papers, organizing openly,
and setting its non-violence and openness in direct
comparison to the regimes deception and violence.

Martial Law: In the early hours of December 13,
1981 a military junta took control of the government
and declared martial law. Mass internments, seizures
of communications networks, public harassment, and
strict censorship all became common place. The major
difference in this military coup was that it was not an
attempt to overthrow the government, it was in fact an
attempt to preserve it. To General Jaruzelski [pron.
ya-roo-ZEL-skee], the head of the government, the
threat of Soviet invasion was intermittent and real.

The Party and Roundtable Talks: By August, 1988
the communist party was in retreat. Widespread strikes

throughout Poland demanded the restoration of
Solidarity. Internal arguments about enforcing martial
law created a loss of faith among the party faithful.
Poland’s unpopular leaders began to realize they could
not govern the country without at least some level of
support from the people. Meanwhile the economic
situation in the country began a downward spiral,
finally reaching a level where both Solidarity activists
and the government acknowledged the need to
cooperate.

Walesa and General Czestaw, the very general who
had signed the martial law decree, met in a Warsaw
suburb to make a deal: restoration of Solidarity in
return for an end to strikes. In February and March of
1989, the government and Solidarity met in a series of
roundtable discussions that eventually led to the full
restoration of Solidarity, elections to a two house
parliament (with free and open elections to the newly
restored upper house), and vast changes to the
economic structure of the country.

June 4, 1989: The same day Chinese troops began to
fire on democracy protestors in Tiananmen Square in
Beijing, Poles went to voting booths in the closest
thing to free elections experienced under a communist
government. Every contested race was won by
Solidarity. Even seats supposedly guaranteed to the
Communist Party were lost by the party when their
candidates failed to receive the 50% required for
victory. Follow up elections led to a non-communist
Prime Minister (Tadeusz Mazowiecki). The first
transition to a non-communist government had begun.

December 9, 1990: Lech Walesa was elected
president with 75% of the vote.
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Periods of Transition/ 10-18

Criteria if Revolution and Evolution

Student Handout
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Periods of Transition/ 11-1

[ ) ANALYZING VOICES OF DISSENT

A specter is haunting eastern Europe; the specter
of what in the West is called “dissent.”
—Véclav Havel, The Power of the Powerless (1978)

Summary of the Lesson

This lesson explores the ways in which dissidents of communist regimes in Central and
Eastern Europe and the Soviet Union demonstrated against government policies and actions.
The governments’ severe punishment and censorship of these dissidents often made the states’
violations of human rights and free expression even more obvious. Some of the most
effective methods for expressing opposition to governments were through the arts. Art and
literature has traditionally played an important role in the cultures of Central and Eastern
European countries. Consequently, artists and writers served an important political function by
cultivating a civil society (nongovernmental associations that cultivate civic responsibilities
and virtues). When governments refused to allow controversial pieces to be published, many
artists distributed their materials through the samizdat—underground and illegal presses. In
this lesson, students read dissident poetry, analyze the power of the imagery and symbolism,
and discuss the role of dissent in building civil society in communist regimes.

Objectives
‘ Students will be expected to )

m analyze texts illustrating civil dissent,
m evaluate the use of literature as a method of protest,

m analyze the role of dissent in developing a civil society.

Background Material for the Teacher:

Read the background material from The Power of the Powerless by Vaclav Havel. Teachers
may wish to share this reading with students as well. (A section entitled “Thinking about Key
Concepts and Ideas” has been included in case the reading is shared with students.)
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Periods of Transition/ 11-2
The Lesson Plan

The Lesson Plan

Opening the Lesson

Distribute copies of the handout A Star in My
Street. Ask a student to read the poem aloud to the
class or have students read the poem in pairs or
small groups.

Ask students the following questions to generate
discussion about the poem:

1. What kind of person is the poet describing
when she writes about Scallion (the cat)?
(Blandiana’s use of the term “scallion” (or
onion) indicates someone with an unpleasant
odor; her use of the term “tomcat” refers to
one who is combative and unfaithful; one who
is overly confident, privileged)

2. How does the poet feel about Scallion? (The
language Blandiana uses reflects a sarcastic
tone—while recognizing Scallion’s power and
influence, her choice of words mock him.
Blandiana’s last line, “That he’s a character of
mine,” also seems to indicate that she feels
some responsibility for Scallion.)

3. What kind of position does Scallion have in
the community? (Blandiana’s description of
Scallion going out for a “stroll” and the whole
Street coming out to see him indicates that he
is someone of great importance.)

Inform students that, from the 1960s on, resistance
to communist regimes grew in Central and Eastern
Europe. Dissent took many forms, including poetry
and literature.

Explain to students that this poem was written about
the former communist dictator of Romania,
Nicholae Ceaugescu.

Ceaugescu was one of the most repressive dictators
in modern history. Under Ceaugescu’s regime,
Romania experienced strict censorship, a vicious
secret police (the Securitate) who relied on secret
informers, and a dismal economic policy which
eventually brought the country to financial ruin. In
addition, Ceaugescu introduced pronatalist policies
which limited women’s access to birth control and
rewarded women for producing large numbers of
children—in spite of poor economic conditions
which could not support an increase in the
population. For these reasons, Ceaugescu was one of
the most despised figures in Central and Eastern
Europe. (In 1989, Romania experienced the most
violent transition from communism and Ceausescu
was the only former communist leader to be

executed in any of the Central and Eastern European
countries.)

Ceausescu, recognizing himself in the character
Scallion, censored Blandiana and repressed the
poem’s official publication. However, Blandiana’s
poem was widely read in Romania and Eastern
Europe, even during Ceaugescu’s regime.
Blandiana, like many dissidents during this period,
released her poem as samizdat, or material to
various underground press movements. While these
activities were illegal and punishment for
publication of censored documents severe,
numerous writers and poets used the samizdatto
“publish™ materials repressed by their communist
governments.

Have students reread Blandiana’s poem now that
they know more about its origins. Use the following
questions to guide a discussion:

1. Why would Ceausescu feel so threatened by
this poem? (Ceausescu was probably
threatened by the disrespectful, mocking tone
of the poem. In addition, the final line
indicates that Ceaugescu had been created by
the people—and, therefore, could be destroyed
by the people.)

2. What lines in the poem are most powerful in
their challenge to Ceausescu and his
government? (Again, the final line is a
daunting challenge to his absolute authority.
The references to Scallion as “His Highness”
who snatches up little mice and who has
“grown too big for his fur” refer both to his
crimes against the people and the possibility of
his downfall.) :

3. Why would Blandiana risk punishment to
ensure that this poem could be read by other
Romanians? (Blandiana wrote this poem
during a time of immense political unrest in
Romania. Other Central and Eastern
European countries, as well as the Soviet
Union, were in the midst of increasingly
liberal reform. Challenges to communist
leadership had resulted in significant changes;
by releasing this poem, Blandiana was issuing
a call for similar reforms in Romania.)

Developing the Lesson

Explain to students that literary figures in Central
and Eastern Europe have the same status as film and
music stars have in the United States. For example,
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a Polish poet named Wistawa Szymborska was
awarded the 1996 Nobel Prize for Literature. In
Poland, Szymborska’s poetry is well-known among
both adults and school children; Poles take a great
deal of pride in this world-wide recognition of a
Polish poet. The special role of literary figures and
intellectuals is not a recent development.
Historically, artists and intellectuals have been held
in very high regard in this region of the world.

1. Ask students why they think poetry, prose and
art played such an important role in Central
and Eastern European cultures. (These genres
offered a way for people to hold on to their
national and cultural identities even when they
were occupied by other countries. Poland, for
example, ceased to exist as a country for
several centuries—its lands were partitioned
among the German, Austro-Hungarian, and
Russian Empires. During this period, Polish
language, history and traditions were
preserved through artists and intellectuals who
continued to keep the culture alive.)

2. Explain to students that, following the end of
World War II, many intellectuals and artists
supported the communist movements in their
countries. (This was especially true in
Czechoslovakia, where universities served as
centers of communist support and activity.)
The support of the artists and intellectuals
initially helped to legitimize the communist
parties. However, as the Soviet Union’s
control increased and freedom of expression
decreased, the majority intellectuals and artists
became disillusioned with their communist
governments. In most Central and Eastern
European countries, intellectuals and artists
formed the core of dissent. It was around these
groups that increasingly wider circles of
opposition forces began to circulate. (For more
information about these groups, refer to
literature on the KOR in Poland and the
Charter 77 group in the former
Czechoslovakia.) Consequently, artists and
intellectuals acted as catalysts for government
reforms. While usually not officially
recognized by the communist states, these
groups and networks—both informal and
formal in organizational structure—were at the
center of developing civil societies. One
important function of a civil society under
these conditions is to promote discourse about

the rights and responsibilities of citizens and to

form associations which act independently of
the government’s influence. Countries with

Periods of Transition / 11-3
The Lesson Plan

strong civil societies are usually considered
more likely to sustain a democratic form of
government.

Distribute copies of the handout, The Power of
Taste. Ask students to read this poem by Zbigniew
Herbert, a Polish poet. Explain that this poem, also
an example of dissident poetry, was not censored by
the Polish government.

Divide the class into groups of 3 to 4 students. In
small groups, have students consider the questions
on the handout.

Discuss the students’ conclusions as an entire class.
Ask students why they think this poem was not
censored by the Polish government under
communism. (The Polish government tended to be
more lenient with artists than Ceaugescu’s regime.
Also, this poem is less explicit in its references
against the government. The poem could be
interpreted to mean that any offense against beauty
or justice is distasteful.)

Concluding the Lesson

Have students generate examples of ways in which
contemporary artists express dissent in music,
writing, or painting. (Examples might include rap
artists, graffiti artists, movies, etc.)

Ask students for examples of artists from the past
who have expressed their opposition to government
policies in the United States. (Examples here could
include Thoreau’s Civil Disobedience, Stowe’s
Uncle Tom’s Cabin, Wright’s Black Boy, Jimi
Hendrix’s rendition of The Star Spangled Banner.)

1. What makes these examples, both past and
present, different from the poems they
discussed in class?

2. In what ways are citizens of the United States
protected against censorship?

3. How do students think the recent changes in
Central and Eastern Europe affected former
dissidents? (For more information on this
topic, teachers might wish to consult Lesson
13: “After the Collapse of Communism:
Post-Revolutionary Blues.”)

4. Why are the various genres in art (poetry,
music, literature, painting, sculpture, etc.)
often used to express artists’ political opinions?

Use the following questions to broaden the scope of
the students’ discussion:

1. What is the role of intellectuals in a society?
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2. How is culture transmitted?

(98]

. What is the importance of ideas in initiating
change? Who articulates new ideas?

. How are ideas transformed into action?
. What is the role of censorship in a society?

. What should or should not be censored?

e B = AN B -

. Is the pen mightier than the sword? Why or
why not?

Extending the Lesson

As an assignment, have students choose an issue on
which they oppose the government’s official
position. Students should create a poem, essay,
song, or painting that reflects their dissent.

Teachers may want to distribute the reading The
Power of the Powerless. Students could respond to
the questions on their own or in small groups.

Students could create a rubric for evaluating the
“dissident artwork.” This would encourage students
to consider how art (including literature and poetry)
can be evaluated from both a political/social
perspective as well as on its aesthetic value.

Provide students with the following quote from
Stanistaw Baranczak [pronounced stan-EE-swav
ba-RAN-zak] and ask them to write a 1-2 page
analysis of what they think Baranczak means in
relation to this lesson: The fact that the suppression
of freedom and the absence of unrestricted political
life made through a substitution for action meant, in
practice, that no creative individual has ever been
left alone with his inner problems and perplexities;
whatever he or she has created has always been
assessed from the perspective of its potential service
to a common cause. A besieged fortress is scarcely
the place to sit back and meditate on the beauty of
Nature or the intricacies of mathematical logic—if
someone is capable of intellectual work, the
defenders want him at least to write rousing battle
songs or chronicle of the siege. (From Stanistaw
Baranczak and Leszek Kolakowski, “The Polish
Intellectual,” Salmagundi, no. 70-71: 217-228.)
Establish with students a rubric for the assignment
that reflects an expectation that they integrate
information from the lesson in their analysis.

Students could develop projects in which they
examine one genre (poetry, music, film, literature)
and look for ways in which political attitudes are
reflected in these genres. Students might also want
to explore the works of Havel, Herbert or Blandiana
in more depth. In both of these projects, students

Periods of Transition/ 11-4
The Lesson Plan

should be required to draw parallels between the
artists and the historical context.

Students might select a particular period of history
and analyze the music, art and literature from a
political perspective to determine the extent to
which artists and writers influenced and/or were
influenced by actions of the state.

Guidelines for Student Responses

Thinking about Key Concepts and Ideas from
“The Power of the Powerless”

1. In this essay Havel attempts to demonstrate to
people living under authoritarian regimes that,
while they consider themselves powerless,
there are many ways in which the average
person can show opposition to the
government. In this way, the powerless have a
great deal of power. Havel also rejects the
notion that “dissent” is limited to those who
are recognized as dissidents. Instead, Havel
argues, there are numerous examples of ways
in which the people can promote reform in
even the most totalitarian governments.

2. Under communist rule, many aspects of the
people’s personal and professional lives were
regulated by the government. In order to
undermine the government’s complete control
of the society, Havel encouraged people to
develop and sustain an “independent life of
society” in which associations could be
established that were separate from the
government. In addition, as discussed in
relation to the poems included in this lesson,
opposition to the government was often
closely censored. Consequently, the only
possibility for “living within the truth” came
from these independent associations.

3. Members in a society might demonstrate their
dissent through public demonstrations, art,
literature, or through actions such as boycotts,
distributing information that is censored by the
government, challenging “official”
information.

4, Students’ opinions on this will vary widely.
Teachers might refer students to Henry David
Thoreau’s essay “Civil Disobedience,” in
which he claims that it is a citizen’s
responsibility to disobey unjust laws. Reasons
in favor of showing dissent include that unjust
governments will not change unless forced to
do so, that citizens have a responsibility to
ensure the rights of all citizens, and that certain
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universal principles (such as freedom of
expression) should take precedence over the
laws of individual government policies.
Reasons against showing dissent include the
threat of imprisonment or exile—both of
which would limit a citizen’s ability to fulfill
personal responsibilities, the importance of
protecting oneself as an individual instead of
risking one’s own life when change is
unlikely, and the possibility that widespread
dissent would only lead the government to
institute more repressive policies (as evidenced
in Poland during the 1980s when a long period
of martial law followed nation-wide
demonstrations against the communist
government). '

Thinking about Key Concepts and Ideas from

“The Power of Taste”

1. Herbert is referring to the “taste” of the
communist takeover in Poland. The references
to the “Lenin jacket” and the “palace of
justice” refer to the Soviet Union’s role in
establishing the Polish communists.

2. Herbert’s claim that “it didn’t require great
character at all” seems to indicate that, for
him, there was little choice in whether or not
to accept communist rule in Poland. This
phrase stresses that it didn’t require a great

Periods of Transition / 11-5
The Lesson Plan

deal of courage to show opposition to the
government because the crimes committed by
the regime left citizens with little choice.

. Herbert refers to “the murderers” and sending

“Aurora’s grandchildren out into the field.” He
also describes the “slaughterers” and “official
colors the despicable ritual of funerals.” In all
of these instances, Herbert is referring to
injustices perpetrated by the communist
government in Poland.

. Students answers to this will vary.
5. Students probably will not understand

references made to “Hieronymus Bosch” (a
painter whose painting included interesting
creatures from fantasies), the “palace of
justice” (a reference to the Palace of Culture in
Warsaw, a gift from the Soviet government
after WWII), or a “home-brewed Mephisto in
a Lenin jacket” (a reference from
“Mephistopheles”—a chief devil in the Faust
legend and probably referring to the Polish
communists who cooperated with the Soviet
leadership). Students could find some of these
references by consulting dictionaries and
encyclopedias. Other references would become
more clear if students consulted books about
Poland’s history from 1944-1989.
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Background Reading

Periods of Transition/ 11-6
The Power of the Powerless

The Power of the Powerless

by Vaclav Havel

From “The Power of the Powerless” by Vaclav Havel, Citizens Against the State in Central-Eastern Europe
(1985). Reprinted by permission of M. E. Sharpe, Inc., Armonk, New York.

A spectre is haunting eastern Europe: the spectre of
what in the West in called “dissent.” This spectre has
not appeared out of thin air. It is a natural and
inevitable consequence of the present historical phase
of the system it is haunting. It was born at a time when
this system, for a thousand reasons, can no longer base
itself on the unadulterated, brutal, and arbitrary
application of power, eliminating all expressions of
nonconformity. What is more, the system has become
so ossified politically that there is practically no way
for such nonconformity to be implemented within its
official structures.

Who are these so-called “dissidents”? Where does
their point of view come from, and what importance
does it have? What is the significance of the
“independent initiatives” in which “dissidents”
collaborate, and what real chances do such initiatives
have of success? Is it appropriate to refer to
“dissidents” as an opposition? If so, what exactly is
such an opposition within the framework of this
system? What does it do? What role does it play in
society? What are its hopes and on what are they
based? Is it within the power of the “dissidents”—as a
category of subcitizen outside the power
establishment—to have any influence at all on society
and the social system? Can they actually change
anything?...

...[I]f an atmosphere of revolutionary excitement,
heroism, dedication, and boisterous violence on all
sides characterizes classical dictatorships, then the last
traces of such an atmosphere have vanished from the
Soviet bloc. For some time now this bloc has ceased to
be a kind of enclave, isolated from the rest of the
developed world and immune to processes occurring in
it. To the contrary, the Soviet bloc is an integral part of
that larger world, and it shares and shapes the world’s
destiny. This means in concrete terms that the
hierarchy of values existing in the developed countries
with the West has, in essence, appeared in our society
(the long period of coexistence with the West has only
hastened this process). In other words, what we have
here is simply another form of the consumer and
industrial society, with all its concomitant social,
intellectual, and psychological consequences. It is
impossible to understand the nature of power in our
system properly without taking this into account.

The profound difference between our system—in
terms of the nature of power—and what we
traditionally understand by dictatorship, a difference I
hope is clear even from this quite superficial
comparison, has caused me to search for some term
appropriate for our system, purely for the purposes of
this essay. If I refer to it henceforth as a
post-totalitarian system, I am fully aware that this is
perhaps not the most precise term, but I am unable to
think of a better one. I do not wish to imply by the
prefix “post-” that the system is no longer totalitarian
in a way fundamentally different from classical
dictatorships, different from totalitarianism as we
usually understand it....

The manager of a fruit and vegetable shop places in
his window, among the onion and carrots, the slogan:
“Workers of the World, Unite!” Why does he do it?
What is he trying to communicate to the world? Is he
genuinely enthusiastic about the idea of unity among
the workers of the world? Is his enthusiasm so great
that he feels an irrepressible impulse to acquaint the
public with his ideals? Has he really given more than a
moment’s thought to how such a unification might
occur and what it would mean?

I think it can safely be assumed that the
overwhelming majority of shopkeepers never think
about the slogans they put in their windows, nor do
they use them to express their real opinions. That
poster was delivered to our greengrocer from the
enterprise headquarters along with the onions and
carrots. He put them all into the window simply
because it has been done that way for years, because
everyone does it, and because that is the way it has to
be. If he were to refuse, there could be trouble. He
could be reproached for not having the proper
“decoration” in his window; someone might even
accuse him of disloyalty. He does it because these
things must be done if one is to get along in life. It is
one of the thousands of details that guarantee him a
relatively tranquil life “in harmony with society,” as
they say.

Obviously the greengrocer is indifferent to the
semantic content of the slogan on exhibit; he does not
put the slogan in his window from any personal desire
to acquaint the public with the ideal it expresses. This,
of course, does not mean that his action has no motive
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or significance at all, or that the slogan communicates
nothing to anyone. The slogan is really a sign, and as
such it contains a subliminal but very definite message.
Verbally, it might be expressed this way: “I. The
greengrocer XY, live here and I know what I must do.
I behave in the manner expected of me. I can be
depended upon and am beyond reproach. I am
obedient and therefore I have the right to be left in
peace.” This message, of course, has an addressee: it is
directed above, to the greengrocer’s superior, and at
the same time it is a shield that protects the
greengrocer from potential informers. The slogan’s
real meaning, therefore is rooted firmly in the .
greengrocer’s existence. It reflects his vital interests.
But what are those vital interests?

Let us take note: if the greengrocer had been
instructed to display the slogan, “I am afraid and
therefore unquestioningly obedient,” he would not be
as indifferent to its semantics, even though the
statement would reflect the truth. The greengrocer
would be embarrassed and ashamed to put such an
unequivocal statement of his own degradation in the
shop window, and quite naturally so, for he is a human
being and this has a sense of his own dignity. To
overcome this complication, his expression of loyalty
must take the form of a sign which, at least on its
textual surface, indicates a level of disinterested
conviction. It must allow the greengrocer to say,
“What’s wrong with the workers of the world
uniting?” Thus the sign helps the greengrocer to
conceal himself from the low foundations of his
obedience, at the same time concealing the low
foundations of power. It hides them behind the facade
of something high. And that something is ideology....

Between the aims of the post-totalitarian system and
the aims of life there is a yawning abyss—while life, in
its essence, moves towards plurality, diversity,
independent self-constitution and self-organization, in
short, towards the fulfillment of its own freedom, the
post-totalitarian system demands conformity,
uniformity, and discipline. While life ever strives to
create new and “improbable” structures, the
post-totalitarian system contrives to force life into its
most probable states. The aims of the system reveal its
most essential characteristics to be introversion, a
movement towards being ever more completely and
unreservedly itself, which means that the radius of its
influence is continually widening as well. This system
serves people only to the extent necessary to ensure
that people will serve it. Anything beyond this, that is
to say, anything which leads people to overstep their
predetermined roles is regarded by the system as an
attack upon itself. And in this respect it is correct:
every instance of such transgression is a genuine denial
of the system. It can be said, therefore, that the inner

Periods of Transition/11-7
The Power of the Powerless

aim of the post-totalitarian system is not mere
preservation of power in the hands of a ruling clique,
as appears to be the case at first sight. Rather, the
social phenomenon of self-preservation is subordinated
to something higher, to a kind of blind automatism
which drives the system. No matter what position
individuals hold in the hierarchy of power, they are not
considered by the system to be worth anything in
themselves, but only in so far as its direction coincides
with the direction of the automatism of the system.

Ideology, in creating a bridge of excuses between
the system and the individual, spans the abyss between
the aims of the system and the aims of life. It pretends
that the requirements of the system derive from the
requirements of life. It is a world of appearances trying
to pass for reality.

The post-totalitarian system touches people at every
step, but it does so with its ideological gloves on. This
is why life in the system is so thoroughly permeated
with hypocrisy and lies: government by bureaucracy is
called popular government; the working class is
enslaved in the name of the working class; the
complete degradation of the individual is presented as
his or her ultimate liberation; depriving people of its
information is called making it available; the use of
power to manipulate is called the public control of
power, and the arbitrary use of power is called
observing the legal code; the repression of culture is
called its development; the expansion of imperial
influence is presented as support for the oppressed; the
lack of free expression becomes the highest form of
freedom; farcical elections become the highest form of
democracy; banning independent thought becomes the
most scientific of world views; military occupation
becomes fraternal assistance. Because the regime is
captive to its own lies, it must falsify everything. It
falsifies the past. It falsifies the present, and it falsifies
the future. It falsifies statistics. It pretends not to
possess an omnipotent and unprincipled police
apparatus. It pretends to respect human rights. It
pretends to persecute no one. It pretends to pretend
nothing.

Individuals need not believe all these mystifications,
but they must behave as though they did, or they must
at least tolerate them in silence, or get along well with
those who work with them. For this reason, however,
they must live within a lie. They need not accept the
lie. It is enough for them to have accepted their life
with it and in it. For by this very fact, individuals
confirm the system, fulfill the system, make the
system, are the system....

...[1]t is impossible to talk about what in fact
“dissidents” do and the effect of their work without
first talking about the work of all those who, in one
way or another, take part in the independent life of
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society and who are not necessarily “dissidents” at all.
They may be writers who write as they wish without
regard for censorship or official demands and who
issue their work—when official publishers refuse to
print them—as samizdat. They may be philosophers,
historians, sociologists and all those who practice
independent scholarship and, if it is impossible
through official or semi-official channels, who also
circulate their work in samizdat or who organize
private discussions, lectures and seminars. They may
be teachers who privately teach young people things
that are kept from them in the state schools; clergymen
who either in office or, if they are deprived of their
charges, outside it, try to carry on a free religious life;
painters, musicians and singers who practice their
work regardless of how it is looked upon by official
institutions; everyone who shares this independent
culture and helps to spread it; people who, using the
means available to them, try to express and defend the
actual social interests of workers, to put real meaning
back into trade unions or to form independent ones;
people who are not afraid to call the attention of
officials to cases of injustice and who strive to see that
the laws are observed; and the different groups of
young people who try to extricate themselves from
manipulation and live in their own way, in the spirit of
their own hierarchy of values. The list could go on.

Very few would think of calling these people
“dissidents.” An yet are not the well-known
“dissidents” simply people like them? Are not all these
activities in fact what “dissidents” do as well? Do they
not produce scholarly work and publish it in samizdat?
Do they not write plays and novels and poems? Do
they not lecture to students in private “universities?”
Do they not struggle against various forms of injustice
and attempt to ascertain and express the genuine social
interests of various sectors of the population?

After having tried to indicate the sources, the inner
structure and some aspects of the “dissident” attitude
as such, I have clearly shifted my viewpoint from

Periods of Transition /11-8
The Power of the Powerless

outside, as it were, to an investigation of what these
“dissidents” actually do, how their initiatives are
manifested and where they lead.

The first conclusion to be drawn, then, is that the
original and most important sphere of activity, one that
predetermines all the others, is simply an attempt to
create and support the “independent life of society” as
an articulated expression of “living within the truth.”
In other words, serving truth consistently, purposefully
and articulately, and organizing this service. This is
only natural, after all: if living within the truth is an
elementary starting point for every attempt made by
people to oppose the alienating pressure of the system,
if it is the only meaningful basis of any independent
act of political import, and if, ultimately, it is also the
most intrinsic existential source of the “dissident”
attitude, then it is difficult to imagine that even
manifest “dissent” could have any other basis than the
service of truth, the truthful life and the attempt to
make room for the genuine aims of life....

Thinking about Key Concepts and Ideas

1. What does Havel mean by his title, “Power of the
Powerless”?

2. Why, under communist rule, would it have been so
important for members of the society to “attempt to
create and support the ‘independent life of society’
as an articulated expression of ‘living within the
truth’”’? What does Havel mean by the
“independent life of society”? By “living within the
truth”?

3. In what ways might all members of a society be
able to demonstrate their dissent against an unjust
government?

4. Do citizens living under an unjust government have
aresponsibility to show their dissent? Why or why
not?
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Periods of Transition / 11-9
A Star in My Street

‘ Student Handout

A Star in My Street
by Ana Blandiana
Before I go any further, Bread and salt,
There’s a bracket I must open A letter or two

(A chapter, that’s to say,

In a story or a book)—

About someone who’s not

A local down my way,

In fact, in his case,

Adjectives explain

Nothing, so I'd better say

That I'm talking of SCALLION.
And when I’ve said SCALLION

I think that’s quite enough

And I need explain no more,

For you all know at once

Who this character is,

Whom I permit myself

To style the most renowned
Tomcat in the town,

To whom poems have been written
And whose portraits have been drawn
As is usual with stars.

And what’s more, they have shown
Cartoons about him, full

of thrills and full of fun,

Even on television.

Well, after such successes

So incontestable

And incredible

It’s no wonder at all

That when he goes out to stroll
The whole street’s in a spin

And rushes out to see him.
Windows are flung wide open,
Schoolbooks are forgotten by children,
Branches lean out over the fence,
The crush is dense

As ahigh street’s.

Cars are forced

To slow right down.

Admiring glances are cast

In a catlike fashion.

He’s given flowers,

In an envelope,

And everyone shouts

“SCALLION,”

He proceeds with importance and with cool,
Gives a piece of advice, hears a louder
Protest (like that of a hen with chicks
Against a tomcat marauder),
Distributes simpers, paw-shakes,

Here and there a fine

Or rather a rebuke

And everyone’s attentive

And full of gratitude.

Even (believe it or not) the scraps
Between the female alley-cats

And the tomcats are suspended!

And (to top it all) I ve heard tell

That a little mouse

Waiting to be snatched

By His Highness

Whined in a high pitch

Between his sighs:

“Oh, what a privilege

To be swallowed just by Him!”

In this uncanny situation

I find it only normal

That Scallion’s grown too big for his fur
And thinks he’s phenomenal.

So I’m amazed as a result

That he answers when I call him
(Offering him, admittedly, out of gratitude,
A poem).

It’s probable that in his mind,

The mind of a celebrity

At its apogee,

There comes from time to time,

With difficulty,

Like an erratum,

The memory

That he’s a character of mine.
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Student Handout

Periods of Transition/ 11-10
The Power of Taste

The Power of Taste

“The Power of Taste” from Report from the Besieged City by Zbigniew Herbert,
translated by John Carpenter and Bogdana Carpenter. Copyright © 1985 by Zbigniew Herbert.
Reprinted by permission of The Ecco Press.

It didn’t require great character at all
our refusal disagreement and resistance
we had a shred of necessary courage
but fundamentally it was a matter of taste
Yes taste
in which there are fibers of soul the cartilage of
conscience

Who knows if we had been better and more
attractively tempted

sent rose-skinned women thin as a wafer

or fantastic creatures from the paintings of
Hieronymus Bosch

but what kind of hell was there at this time

a wet pit the murderers’ alley the barrack

called a palace of justice

a home-brewed Mephisto in a Lenin jacket

sent Aurora’s grandchildren out into the field

boys with potato faces

very ugly girls with red hands

Verily their rhetoric was made of cheap sacking

(Marcus Tullius kept turning in his grave)

chains of tautologies a couple of concepts like
flails

the dialects of slaughterers by distinctions in
reasoning

syntax deprived of beauty of the subjunctive

So aesthetics can be helpful in life
one should not neglect the study of beauty

Before we declare our consent we must
carefully examine

the shape of the architecture the rhythm of the
drums and pipes

official colors the despicable ritual of funerals
Our eyes and ears refused obedience the
princes of our senses proudly chose
exile

It did not require great character at all
we had a shred of necessary courage
but fundamentally it was a matter of taste
Yes taste
that commands us to get out to make a wry
face draw out a sneer
even if for this the precious capital of the body
the head
must fall.

Thinking about Key Ideas and Concepts

1. What is the “power of taste” to which Herbert
refers?

2. Herbert claims that “It didn’t require great
character at all...” What does he mean by this?

3. What examples does Herbert give his readers to
demonstrate why the taste was so unbearable?

4. Which of Herbert’s images are most powerful?
Why?

5. Some of the allusions in this poem might be
unfamiliar to Americans. What parts of Herbert’s
poem were difficult for you to understand? Where
could you go to find information that would
explain these references?
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Periods of Transition/ 12-1

o ROCK MUSIC AND THE COLLAPSE OF COMMUNISM

Any musical innovation is full of danger to the whole State, and
ought to be prohibited; when modes of music change, the fundamental
laws of the State always change with them.

—Plato, The Republic

Summary of the Lesson

This lesson deals with the relationship between rock music and the collapse of communism in
Central and Eastern Europe, beginning in the 1970s and 1980s. The interplay between official
culture and a counterculture are explored through a scholarly analysis, with brief statements
from communist party officials representing the official culture, and song lyrics by rock
musicians critical of the communist regimes presenting the counterculture. This lesson
highlights the concepts of socialization and dominant culture underlying the stabilizing and
destabilizing role popular culture and social movements can play in any political system.

Objectives
Students will be expected to
m explain the concept of socialization as a means of perpetuating a political system,
‘ m define the terms counterculture, dominant culture, and official culture,

m assess to what extent and in what ways rock music was both a perceived and real threat to
the stability of the communist regimes of Central and Eastern Europe in the 1970s and
1980s,

m recognize how political events were reflected in the lyrics of rock music.

Background Material for the Teacher

Read the background material handout from Sabrina Petra Ramet, entitled The Politics of
Rock. (Extensive background reading has been included because such information is often not
easily accessible. While it may not be necessary to read this selection in its entirety, you may
wish to make this available to students who demonstrate particular interest in the subject.) This
material was written before the break-up of Yugoslavia.
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Periods of Transition / 12-2
The Lesson Plan

The Lesson Plan

Opening the Lesson

Write the above quotation from Plato’s Republic on
the chalkboard or on a transparency:

1. Ask them to analyze what Plato is saying,
noting that there are two parts to his statement:
a) analysis and identification of a problem, and
b) remedy or solution of the problem.

2. Ask if they agree with his analysis. What
about his remedy? Ask them to explain their
answers.

Developing the Lesson

Distribute a copy of the handout Rock Music and
Counterculture to each student and have them read
the excerpt by Sabrina Petra Ramet, an analysis of
rock music by a Czech music critic, and a critique of
youth culture by an Albanian Communist Party
newspaper. When all have finished, discuss the
answers to the questions at the end of these
selections.

Break students into groups of 3 to 4; half of the
groups will examine Polish sources, while the other
half focuses on Czech materials. According to the
country their group has been allocated, give each
individual a copy of the appropriate student handout
(Poland or Czechoslovakia). Have them answer the
questions at the end of their handouts as a group,
then discuss their answers with the whole class.

Concluding the Lesson

Conclude the lesson by discussing the following
questions:

1. What was the communist attitude to the rock
music? Why?

2. How and why would music influence the fall
of Central and Eastern European communism?

3. Can rock music influence the survival of
democracy in former communist states of
Central and Eastern Europe? Why or why not?

4. What role does rock music play in the
democratic life of the United States?

Extending the Lesson

Students could examine the socialization of young
people into the political system of the U.S. By
whom and how is this process brought about?
Students could be asked to provide and explain

examples of song lyrics from the dominant culture
of the U.S. that stabilize our political system.
Provide and explain examples of song lyrics from a
counterculture in the U.S. that destabilizes our
political system.

1. Assess to what extent and in what ways rock
music was both a perceived and real threat to
the stability of the communist regimes of
Central and Eastern Europe in the 1970s and
1980s.

2. Recognize how political events were reflected
in the lyrics of rock music.

Extending the Lesson

Students could research the role jazz and jazz
musicians played in the pre-1989 unrest in various
countries. For example, the Jazz Section of the
Czechoslovak Musicians’ Union during the mid
1980s.

Further discussions could occur regarding the youth
cultures of Central and Eastern Europe as both
results of and as factors contributing to the ultimate
fall of communist regimes, (see Ramet, 240-54).

Guidelines for Student Responses

Thinking about Key Concepts and Ideas from
“Rock Music and Counterculture-A”

1. It was important to communist regimes to
socialize individuals into “a new communist
man and woman” because they needed to
instill specific values and attributes in the
younger generation.

2. Of the six background variables mentioned in
the article, rock music reflects or contributes to
the following: (1) alienation of intellectuals
and youth; (3) economic difficulties; and, (6)
anticommunist attitudes.

3. Music is an ideal vehicle for social criticism
and political protest because: it is an esoteric
language with clear messages for the target
audience that may be excused as pure
entertainment where unsympathetic listeners
are concerned; it creates a feeling of collective
solidarity among listeners; and, it is a kind of
escape valve that may become a symbol of
hope and transformative opinion.

. C_4. Counterculture is a culture that challenges the
1 / J official party’s culture. Dominant culture is
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’ the most influential culture and official culture
is seen as the only legitimate interest. Rock
music may be seen as representative of the
counterculture, but may also become the
dominant culture as a “beacon for mobilizing
opinion” against the official culture.

Thinking about Key Concepts and Ideas from
“Rock Music and Counterculture-B”

1. Jan Kryzl’s criticism of rock music is that it
encourages a retreat from reality and an
indifference to the concerns of socialism.

2. The two background conditions relevant to this
critique are; (1) alienation of intellectuals and
youth; and, 6) anticommunist attitudes.
Implicit is (5) contacts with the West.

3. The writer is biased against Rock music as he
sees it as a threat to socialism.

Thinking about Key Concepts and Ideas in
“Rock Music and Counterculture-C”

1. The specific criticisms against clothing and
hair fashions suggest that “alien’ (Western)
fashions such as long hair and miniskirts are
representative of one’s world outlook and

. ideology. Therefore these fashions show the
penetration of “degenerate bourgeois and
revisionist ideology.”

2. Degenerate: a decline in physical, mental, or
moral qualities. Bourgeois: middle class,
merchant, businessperson, or salaried worker.
Revisionist: a person who supports revision
and change. Ideology: a set of doctrines or
opinions.

Thinking about Key Concepts and Ideas from
“Poland”

1. The conditions reflected in these songs are: (1)
alienation of intellectuals and youth; (4)

Periods of Transition / 12-3
The Lesson Plan

divisions within the party; and, (6)
anticommunist attitudes.

2. Certainly views that are alien to socialism are
present in these songs as highlighted by the
Czech music critic if you consider socialism
the official culture. The words of the songs are
representative of the counterculture and
reflective of the attitudes of discontent and
rejection of that official culture.

3. The chronology highlights a period of
rejection of the official culture as a
deteriorating economy and civil uprising
reflect the desire for change in the country.

Thinking about Key Concepts and Ideas from
“Czechoslovakia”

1. The conditions represented in these songs
include: (1) alienation of intellectuals and
youth; (4) divisions within the party; and (6)
anticommunist attitudes.

2. The first song reflects an indifferent approach
to life as highlighted in the Czech music critics
excerpt. The second song highlights the
antisocialist attitudes that the Czech music
critic considers a major concern. The rock
music seems to be a reflection of these
attitudes rather than a cause.

3. In 1968 it seemed as if Czechoslovakia’s
communist party was becoming more
democratic and increasing personal freedom.
However, the invasion by Soviet troops put an
end to such reforms and a harsh and strict
clamp down on personal freedom of
expression followed.
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The Politics of Rock

The Politics of Rock

From Sabrina Petra Ramet, “Rock Music and Counterculture,” Social Currents in Eastern Europe,
pp. 234-61. Copyright © 1995 by Duke University Press. Reprinted with permission.

The political effects of rock music depends on
explicit (or perceived) messages in the lyrics and
includes reinforcement of political attitudes through
reference to the peer group.

Music has always lain within the sphere of the
politically relevant for communist regimes. When the
Bolsheviks first seized power, they were convinced
that it would be necessary to create “a totally new
culture, one that would eventually permeate every
aspect of life and art.” Symptomatic of this orientation
were the establishment in 1923 of the Association of
Proletarian Musicians for the purpose of spawning
ideologically approved music, and the activity of the
Blue Blouse movement between 1925 and 1929,
which, under director Boris Yuzhanin, took party
views on events and issues of the day and set them to
dance and song.

Soviet wariness of popular music began with the
fox-trot, which, like jazz, was seen as a “capitalist fifth
column” aimed at subverting the forces of progress.
The Soviets changed their minds, however, when the
Nazis condemned the genre. If the Nazis hated it, the
Soviets rationalized, perhaps it was not so bad after all;
and besides, they were starting to develop a liking for
jazz.

The emergence of rock ‘n’ roll in the 1950s
confronted the Soviets and their allied East European
regimes with a new challenge. The Soviets feared that
the overt rebelliousness of rock’n’roll would have
deleterious effects on the political consciousness of the
young, and rock music was banned. “When the Beatles
craze hit Russia in the mid-sixties, efforts to reinforce
the ban were strengthened.” This proved untenable.

A constant refrain—repeated by Soviet Politburo
member Konstantin Chernenko in June 1983—was
that through Western rock, “the enemy is trying to
exploit youthful psychology.” As recently as 1988 the
ultraconservative journal Rabochaya gazeta wrote that
rock was “the devil’s work, morally corrupting,
anti-national and ideologically subversive.” In
orthodox communist eyes, Western rock seemed to
encourage the withdrawal from social engagement to a
focus on personal feelings; the glorification of the
West; the infiltration of political skepticism, if not
outright dissidence; the introduction of standards,
fashions, and behavioral syndromes independent of

party control; and a general numbness thought to foster
political indifference and passivity.

The focus of personal feelings, encouraged by songs
about “feeling good” and “doing your own thing,” was
clearly unwelcome in the more strident regimes of
Czechoslovakia, Romania, Bulgaria, and, until
Gorbachev, the Soviet Union. Curtis notes that in the
process of obsolescing big bands, rock ‘n’ roll
encouraged “a new sense of the singer as an
individual,” a sentiment that after 1964 would grow
into adulation of specific rock figures. This symbolic
individualism also has its psychological counterpart in
the stimulation of narcissism noted by Curtis. The
Prague newspaper Tribuna commented, in this vein,
that “individualization of life as a program does not
have anything in common with a socialist way of life.
It is motivated by old egotism; it is accompanied by
petit bourgeois mentality.” Similarly, Sovetskaya
Kultura attacked rock idol Michael Jackson in June
1984 for being “apolitical in the extreme, a vegetarian,
sentimental, and a religious believer,” while
Literaturnaya gazeta blasted Donna Summer for
singing songs full of “vulgar sexual shrieks,”
describing her as a “marionette” of the “ideological
masters” of the United States. The Soviets refusal to
issue a visa to Boy George in mid-1984 probably
reflected a related concern—that is, that Boy George’s
transvestism might stimulate transvestism in the Soviet
musical scene.

Glorification of Western Culture is a latent feature
in Western rock when transplanted to the communist
world. Even if not consciously, Western rock promotes
certain values and behavior which are associated with
Western society, and there is a historical tendency for
urban youth throughout the world, and perhaps
especially in Eastern Europe and the Soviet Union, to
be attracted to things Western, and to believe that the
West is culturally superior. As an intellectual position,
this orientation has a long history in Russia.

East European youth, including members of official
youth organizations, commonly wear blue jeans, and
sometimes stars-and-stripes emblems and crucifixes.
The East German government forbade the wearing of
blue jeans, viewing the fashion as a potential “Trojan
horse.” American university sweatshirts became so
popular, moreover, that by the late 1970s the
Yugoslav’s were making their own facsimiles and
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selling them in the stores. In Romania, however, the
popularity of American university sweatshirts and of
T-shirts with pictures of American pop singers was
seen as evidence of “moral pollution.” Similarly, in
Czechoslovakia, an official commentator warned that
Western paraphernalia in music and fashion convert
their buyers into “walking advertising pillars for
Western companies” and thereby “shape and nourish
illusions about the Western way of life and the
superiority of the capitalist social system and impede
the shaping of a socialist life-style.” In Bulgaria, where
only about a third of “pop music” broadcast on
Bulgarian television and radio was native (the rest
being mostly American or British), young people
started making and wearing facsimiles of Western
military uniforms in the early 1980s, American and
British being the most popular.

The infiltration of political dissidence is amore
serious problem, however, and the East European rock
groups repeatedly drifted toward social criticism and
political commentary. One of the best known rock
groups in Eastern Europe was a Czech group, Plastic
People of the Universe. This outspoken group was put
on trial in 1976 after releasing an album titled Egon
Bundy’s Happy Hearts Club Banned. The album came
with a sixty-page soft-cover booklet entitled “The
Merry Ghetto,” and included a song with the message,
“war is hell.” The album was banned by the
authorities. A similar fate befell the East German Renft
Combo.

Among rock groups of the 1980s, the now-defunct
Yugoslav band Panktri (Bastards), based in Ljubljana,
was one of the more daring. In open mockery of the
partisan mythology, the group proposed to release an
album showing a man hugging a war monument, and
to call the album The Bastards in Collaboration with
the State. The producer circumspectly disallowed the
title and refused to run a picture using any monument
from World War II. The Bastards therefore staged the
same pose using a monument from World War I, and
titled the album Bastards—Lovers of the State.

The fourth epiphenomenon associated with rock
music is the propagation of cultural standards,
fashions, and behavioral syndromes independent of
party control. To the extent that they persist in spite of
party antagonism, they become explicitly antiparty,
quite independently of any political messages being
propounded. Punk and heavy metal countercultures
penetrated the U.S.S.R., East Germany, Poland,
Czechoslovakia, Hungary, and Yugoslavia, imposing a
cultural specificity in fashion with rejectionist and
nihilist overtones. In the Yugoslav republic of
Slovenia, punk brought cultural neo-nazism in tow,
with the now defunct Slovenian punk group 4-R
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The Politics of Rock

(Fourth Reich) appearing in Nazi uniforms. The
Albanian party paper Zeri I popullit put it this way:

To accept the extravagant bourgeois and revisionist
modes of dress is to create an appropriate terrain for
undermining socialist attitudes, behavior, and
convictions. To think that long hair and narrow pants
or miniskirts have nothing to do with one’s world
outlook, one’s ideology, is as naive as it is dangerous.
Not to fight alien fashions means to give up the fight
against the penetration of the degenerate bourgeois and
revisionist ideology.

Finally, rock music is seen to produce ageneral
numbness, blurring concentration. Party spokesman
sometimes argued that the passivity and retreat into
indifference fostered by certain bands was a deliberate
ploy by “the bourgeois manipulators of thought,
ideologues, and subversive centers” of Western
capitalism. Czechoslovak communist newspapers
compared the “new wave of rock” to a drug, arguing
that the “deafening noise, monotonous tunes, and
primitive, often vulgar texts” are well chosen to
inculcate nihilism and cynicism.

The bottom line for more orthodox elites, as phrased
by Albanian communist spokespersons, was that
liberal attitudes in arts and fashion (underpinned by an
ultraliberal philosophy expressed in songs) lead to
liberal attitudes in morals, which in turn lead to liberal
attitudes in politics. Political liberalism thus
undermines communist rule, which could lead to the
overthrow of the communist power monopoly. It
seemed only logical for Valdimir Makarov, writing in
the Krasnodar youth newspaper Komsomolets Kubani,
to link Western rock with a CIA master plan to subvert
the communist bloc. Indeed, claimed Makarov, Allen
Dulles once “said that if we teach young Soviet people
to sing our songs and dance to them, then sooner or
later we shall teach them to think in the way we need
them to.”

The Polish Rock Scene

Rock music and fashions have hit every Eastern
European country to one extent or another (probably
even including Albania). Their most tangible impact
has been in Poland, East Germany, Czechoslovakia,
and Yugoslavia.

The three most popular rock countercultures in
Poland in the late 1980s were punk, popper, and the
hippie (possibly in that order). The Polish punk scene
is diverse. There were at least seven types of Polish
punks, including punks and skins, skanks, Krasowcy,
skinheads, and others. There were probably well over
three hundred active rock groups in Poland in 1984,
including numerous punk bands, in such cities as
Warsaw, Gdansk, Nowa Huta, and Krakéw. Polish
Radio broadcasts as much as twenty-four hours of
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Western rock per week on channel 3, and ten hours per
week on channel 4. And a survey conducted in 1982
by Leszek Janik found that listening to rock music was
the most popular form of recreation for young Poles,
and that more than 70 percent of Polish high school
students were “well acquainted” with rock music and
culture.

Polish rock is infused with politics, and many of the
leading rock bands have taken overtly political names,
such as Delerium Tremens, The Fifth Column, SS-20
(re-named, under pressure, The Deserter), Pathology of
Pregnancy, Verdict, Crisi, Shortage, Paralysis, and
Protest. Other well-known groups include TSA,
Republika, Perfect, Kombi, Exodus, and Turbo. Where
punk is concerned, this trend may have been
reinforced, in particular, by the despondency created
by the suppression of Solidarity and numerous other
independent structures in December 1981. The regime
is especially sensitive to punk, but uncertain how to
cope with it.

In August 1984, the fifteenth annual Jarocin rock
festival attracted nearly 19,000 youth to listen to sixty
Polish groups perform. Three hundred groups applied
for regime permission, but only sixty were approved
after submitting their songs for clearance. The
uncertainty in such a procedure is illustrated by the
case of the approved group, Perfect, which had
properly submitted the texts of its songs to the
authorities. At the concert, the approved line “we want
to be ourselves,” was replaced with “we want to beat
off anyone,” and the approved line “don’t be afraid”
was replaced with “don’t be afraid of Jaruzelski.” The
group was subsequently disbanded by the authorities,
but staged a comeback at the 1987 Jarocin rock festival.

Most new wave bands were unable to obtain official
clearance to cut a record, but the private tapes of
garage performances proliferated. Although Polish
punk is a western import, Polish punks felt they
represented a purer, even superior, strain of punk
culture. “Those in Britain sing ‘no future,” ”” said a
leading Polish punk vocalist. “But I'd like to be on
welfare payments there! If you want to know what is
‘no future’ come to Poland!”

This bleakness colored the lyrics sung by Polish
punk bands in the mid-1980s. The punk band WC, for
instance, offered a nihilistic vision in one song:

Posers, fetishists—destroy them all!
A generation of conformists—destroy them all!
Your ideals—destroy them all!

And in another song, WC mocked the coercive
foundation upon which the post-Solidarity regime was
built:

I am atank, I am a tank.
I am strong, I am healthy.
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I can only beat everyone...

I can only go [straight] ahead
And I do not need to eat.

I am afraid of nothing,

You are tight—so what{!]

Other bands, with names like Cadaver and
Clinically Dead, projected despair that deepened into
resignation and apathy. Another band, Manaam, won
critical acclaim in 1983 for the release of an album
called Night Patrol. One of its songs was set against
the background of wailing sirens and the sounds of
breaking glass, and, in a dispassionate falsetto,
described daily life in martial-law Poland in these
terms:

Shadows in the dark city
Linger through the night.
Danger lurks by your doorway,
Don’t turn out the light...
Don’t go out alone

Evil is prowling...

Night patrol’s alert

Making sure that you’re OK
That you don’t get hurt,
Anxious to protect you.
Everything’s all right.
Shadows in the sad city
Bleed through the night.

Lyrics like these have drawn charges of “fascism”
from the party dailies Zolnierz Wolnosci and Trybuna
Ludu.

Manaam’s lead singer, Kora Jackowska, was among
the most outspoken, and won prizes from the youth
weekly Sztander Mlodych, and the magazine Jazz
Forum. Jackowska also came to the regime’s attention,
and for good reason, since she has not shied away from
searing commentary. In one criticized song, for
example, she sang:

Treason, treason

Cunning, cold, calculating...

Broken promises, broken light,

White is black and black is white...
Don’t talk back, turn the other cheek...
Talk out of line if you dare.

Don’t make me look, I don’t want to see.
Is everyone a traitor or is it just me?
Treason sneaks into your bed.

What happened in Poland, as this song reflects, is
that the nihilism and skepticism of much of rock, and
of punk especially, became more focused, more clearly
anti-government. Rock culture was thus overtly
political. In the early 1980s Polish rock had an
antiregime edge, and tended to blame the regime for
society’s pathologies. By the late 1980s rock groups
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began to sing a new song: people were responsible for
their own problems and had enslaved themselves.

To deal with the groundswell of “social pathology”
(as the regime called it) among Polish youth, Warsaw
issued directives in January 1984, advising school
teachers and administrators to compile lists of punks,
hippies, “fascists,” and social “misfits.” These lists
were turned over to the police, and thus those
identified were placed under surveillance. In addition,
the Ministry of Education drew up a set of “social
preventative and resocializing measures” aimed at
“eliminating the causes of poor social adaptation” and
“protecting children and young people from the effects
of social pathology.”

In the West, punk is already passe. Not so in Poland,
where punk became a favorite vehicle for expressing
youth’s complete despair of the system. The punk
group Insects, for instance, boasted that it took the
name “because you can’t kill off all the insects.”
Another group, Goring’s Underpants, combined a
coquetry with nazism with outright ribaldry—an odd
combination. Their motto: the underground must piss
against the wind.” Another group took the name
Trybuna Brudu (Dirt Tribune), which rhymes with
Trybuna Ludu (People’s Tribune), the communist
party paper. General Secretary Jaruzelski confessed on
Polish television that he did not understand all this
“screechy youth music.” So much the better, as far as
the punks were concerned.

Aside from punks, a Satanist movement has also
emerged within the Polish rock scene. The rock group
Kat, which revels in Satanist imagery and whose most
recent album (1987) is titled 666, is in part responsible
for this trend. Polish Satanists dress in black adorned
with satanic emblems (such as 666 or the devil’s
pentagram, a star within a circle), and wear chains and
an upside-down cross pendant. A group of one
hundred Satanists attended the Jarocin rock festival,
where they burned a large cross and celebrated a black
mass.

Straight-Laced in Czechoslovakia

The Czechoslovak rock scene presented a striking
contrast to that in Poland. In communist
Czechoslovakia, the kind of noisy defiance displayed
by Polish groups was out of the question. Lyrics had to
be more subtle if the band planned to stay out of
prison, and the singers had to be content with irony or,
at the most, ridicule and ambiguous sarcasm. An
untitled Czech number from the early 1980s illustrates
this quite clearly:

Women leave me unmoved
Emotions I scorn
I’m well liked at work
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My record stays clean.

I welcome after-hours chores:
The bosses always get my vote.
I ask for extra duties free

And hope they will take note...
I’ll miss [my] date

But not the meeting—

Union of Youth, you know.
Sessions and lectures

All day long.

Friends of Cremation

Have asked me to call.

By contrast, the Czechoslovak group Safran
produced a song entitled “Prison,” in the late 1970s:

As we eat our bread in prison,

each of us can be certain,

that he has perpetrated terrible things
and therefore sits behind bars.

Leave me in peace with politics,

I am a criminal:

I could not keep my mouth shut,
Now I am a prisoner.

These lyrics clearly went beyond irony and
ambiguity, as did the regime’s response. Safran
members Jaroslav Hutka and Vastimir Tresnak were
arrested, abused by Police, brought to trial, eventually
deported to the West, despite thousands of letters of
protest from young fans.

Rock music arrived in Czechoslovakia in the early
1960s and quickly took hold. The Comets, a Prague
based group, gave Czechoslovakia’s first major rock
concert in spring 1962, and in 1963 Czechoslovakia
saw the launching of Melodie, the country’s first rock
magazine. By 1964, there were 115 big beat groups in
Prague alone, and by 1985 more than 1,000 such
groups country-wide. In Bratislava a young man who
called himself George L. Every put together the James
Bond Club, whose members, generally
twenty-year-old university dropouts, wore jeans, let
their hair grow, and gathered together to listen to rock
music.

During the liberal phrase of Dubtek’s rule in 1968,
a Prague psychedelic band called the Primitives
graduated from “fire-and-light” shows to generally
crazy “animal happenings” in which the musicians had
special costumes and everybody pelted everybody else
with fish and birds. During the “Fish Fest,” band and
audience also hurled water at each other, so that the
extramusical elements finally became more important
than the music itself.

The end of Dub&ek’s years meant the end (until

- 1989) of liberalism in official policy toward rock,

among other things. For twenty years, the Prague
regime was to remain suspicious of all rock music. Yet
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certain groups were beneficiaries of official sanction,
such as Olympus, Abraxus, and Catapult, though the
last of these was banned in 1983 from performing in
central Bohemia, including Prague. Another group, the
Yellow Dog Band, changed its name in 1983 to The
Musical Entertainment Group of O. Hejma, and
adjusted its repertoire in order to stay off the blacklist.
The straight-laced Czechoslovak regime thus forced
the more daring music underground.

Yet even among those groups that received official
support, lyrics could be provocative. If they had not
been, it is difficult to see how they could have
established any credibility among youth. An example
is the rock band Bronz, which performed a rock opera
in Prague with official support. One of its songs
included the line, “Our master is king; his name is
heroin.”

The 1976 suppression of Plastic People of the
Universe and DG-307, two of the most popular groups
in their day, was followed by a general clamp down on
the rock scene. From 1976 to 1981, Czechoslovak
authorities kept a tight rein on rock music. The
bureaucrats decided what was permissible and what
was not, though these decisions were not taken on the
basis of aesthetic training or expertise. As a rule,
authorities were most concerned about lyrics, but the
two talented musicians, Vladimir Merta and Vladimir
Misik, ran into trouble after authorities decided their
music was “too inventive and interesting.”

In the late 1970s avant-garde groups like
Electrobus, Extempore, Stehlik (Goldfinch), and Zaba
(Frog) began to strain the prescribed limits in
semiofficial concerts. Their performances played
havoc with rhythm and melody, interspersed periods of
silence between songs (in one case for half an hour),
and naturally attracted the attention of the police. It
was not until 1981, however, that punk, by then five
years old, reached Czechoslovakia.

Czechoslovakian punk bands such as Jasna Paka
(Patent), Letadlo (Aeroplane), and Prazsky Vyber
(Prague Selection) were able to hold a number of
concerts in Prague by mid-1982. Their songs dealt
with sexual problems and the drab and depressing life
in Prague apartment buildings. Various student clubs
also began to organize punk concerts about this time.
Since every concert had to be cleared by a party
official, it appears that some of the supervisors of
musical tastes were inclined to ease up.

In March 1983, however, an aggressively abusive
article by Jan Kryzl in Tribuna signaled a stiffening of
resolve on the regime’s part. Rock music, charged
Kryzl, encouraged:

....passivity and a retreat from a reality into a dream
world....Be indjifferent to life around you, do not go
with anyone and be against anything! Nothing has any
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meaning! This should become the creed of the young
generation. The enforcement of this creed was, and is,
to be aided by the so-called punk rock, crazy rock, or
repugnant (previt) rock....The aim is more than
obvious—to ...instill in young people’s minds the
philosophy of “no future” and attitudes, conduct, and
views that are alien to socialism.

Patent and other bands were banned, and many groups
were stripped of their managers and sponsors. The
official blacklist of “unrecommended” rock groups,
which contained thirty-six entries in 1981, was
tangibly augmented, and by September 1983 the
blacklist for the central Bohemia region alone listed
twenty-seven bands. Punk bands came to be
considered” public-enemies.”

Melodie, the officially supported pop music journal
which had established a substantial following among
devotees of the rock scene, fell into disfavor. The
entire, highly qualified editorial staff was ejected, and
replaced by people lacking the appropriate professional
credentials.

The crackdown stimulated public outcry. Tribuna
was flooded with letters of protest, and the issue which
had carried Kryzl’s rather overstated article became a
high-demand commodity. The Jazz Section of the
Czech Union of Musicians published a reply to Kryzl
in May 1983, linking punk with /eft-wing politics and
pointing out that the increase in social violence in
Czechoslovakia attributed to punk predated its arrival
in that country. The dissident movement Charter 77
also spoke out on behalf of Czechoslovak rock groups.
Tribuna itself, in a series of follow-up articles, mused
ambiguously on the “lack of knowledge” of
Czechoslovak youth and even seemed to back off:
“[L]eading officials, who are usually people belonging
to the older generation, should realize that their notions
of music and its ‘correct’ form are not necessarily
always adequate and realistic,” hence there sound be
“greater tolerance of the divergent tastes of different
generations....We should support searching, the
raising of questions, critical reasoning, and the solution
of real problems, even this entails taking risks.”

Public outcry had only the slightest impact,
however, on regime policy. The protesting Jazz
Section of the Czech Union of Musicians, which had
published a history of Czechoslovak rock, was
subsequently harassed, and eventually ordered to
disband in October 1984. A rock festival planned for
June 1983 in the village of Zabcice was canceled by
the authorities at the last minute. The blacklist was
enforced, and recalcitrant bands retreated to garage
performances. An exceptional relaxation came in
spring 1984, when Czechoslovak authorities allowed

1 @Tish rock star Elton John to play in Prague. He had
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already been booked to perform in Poland, Hungary,
and Yugoslavia.

As of late 1986 there were more than fifty popular
rock groups in existence in Czechoslovakia, including
punk bands enjoying large followings, and an
estimated two hundred lesser-known bands, many
playing illegally. In June 1986 the government allowed
the musicians to hold a rock festival at the Palace of
Culture in Prague. Some eighty rock groups took part,
including two Prague bands, Bossa Nova and Vitacit,
Brno’s Z Kopce, Genesis from eastern Bohemia and

Periods of Transition/ 12-9
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Yetti from northern Bohemia. Zdenko Pavelka,
evidently an advocate of rock music, wrote that the
success of the festival showed that “it [was] not
necessary for rock music to languish somewhere in
dark corners.”

But for a rock group in Czechoslovakia to emerge
out of the “dark corners” and obtain a professional
license, its members had to pass a written test covering
topics ranging from musical theory to the doctrines of
Marxism-Leninism. Not surprisingly, this test proved
to be an obstacle for many groups.

-
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Rock Music and Counterculture

From Sabrina Petra Ramet, “Rock Music and Counterculture,” Social Currents in Eastern Europe,
pp. 234-61. Copyright © 1995 by Duke University Press. Reprinted with permission.

Rock music is an organic inseparable part of the
sociocultural consciousness and activity of a society.
Rock music, therefore, both reflects and contributes to
the ideas of the age and the changes taking place in
consciousness and behavior. In the context of Eastern
Europe more specifically, rock music played a role in
reinforcing the steady growth in the demand for
freedom and in providing outlets through which
alternative political ideas could be expressed and
nurtured. As Goran Bregovic, leader of the Yugoslav
rock group White Button, told me in 1989, “We can’t
have any alternative parties or any alternative
organized politics. So there are not too many places
where you can gather large groups of people and
communicate ideas which are not official. Rock ‘n’
roll is one of the most important vehicles for helping
people in communist countries to think in a different
way.” By the same token, the passage of communism
has created a crisis for rock musicians in the Soviet
Union, Poland, Czechoslovakia, Hungary, and, for as
long as it still existed as a separate entity, East
Germany...

...Students of political culture are fond of
reminding us that the self-perpetuation of systems is
contingent upon the successful socialization of the
young. Political culture— “the system of empirical
beliefs, expressive symbols, and values which defines
the [context] in which political action takes place”—is
the attitudinal environment in which governments
function, and may be either supportive, corrosive, or -
indifferent to authority. The superstructure of
communist regimes is attuned to the task of molding “a
new communist man and woman,” that is, to the task
of transforming political culture and instilling specific
values and attributes in the younger generation.

The task of “building communism” signified that
communist regimes saw themselves as the managers
of...social change....therefore, any alternative culture
or set of patterns would be unwelcome....changes in
culture generally and political culture in particular are
likely to be accomplished by changes in social
structure, thus confirming Plato’s observations in The
Republic....

Differences in regime levels of toleration of rock
music seem to roughly parallel differences in toleration
toward religion, ethnic subcultures, dissent, and the
scope of autonomy allowed to writers and journalists.

These differences may be traced...to the presence and
extent of six background conditions:

(1) alienation of intellectuals and youth;

(2) political reforms;

(3) economic difficulties;

(4) divisions within the party;

(5) contacts with the West; and

(6) anticommunist attitudes.

Rock music is clearly relevant to variables (1) and (3),
and arguably also to (6)—all variables relevant to
political culture and socialization. Rock music may
thus express and articulate the alienation of youth, with
the danger that articulation of disaffection will serve to
sustain and deepen it. Moreover, rock music overtly
promotes contacts with the West; directly when
Western rock groups tour Eastern Europe; indirectly,
when indigenous groups sing Western songs and
imitate Western styles; and vicariously, through the
proliferation of Western rock records and associated
paraphemalia from Michael Jackson sweatshirts to
punk fashions.

Finally, while there is nothing intrinsically
anticommunist in rock music, despite occasional
charges to the contrary in the bloc press, rock music
has, empirically, often served as the vehicle for
protest—a feature that is scarcely unique to the
communist world...(T)here are several aspects that in
fact make music in general an ideal vehicle for social
criticism and political protest. First, music is a kind of
esoteric language whose messages, however clear to
the target audience, may be excused as “entertainment”
where unsympathetic listeners are concerned. Second,
music creates a feeling (whether limited or intense) of
collective solidarity among concert-listeners:
Woodstock serves as an obvious example, or the
“Polish Woodstock” at Jarocin as a less well-known
one. Third, music has always served as a kind of
escape valve (as the blues genre exemplifies), with the
possibility of always existing that an escape valve may
be transformed into a beacon for mobilizing opinion.

Counterculture may be defined broadly or narrowly.
Broadly defined, any culture which challenges the
party’s official culture, which is premised on the
concept of a single, legitimate general interest, can be
seen as a counterculture. More narrowly defined,
counterculture could be seen as a set of ideas,
orientation, tastes, and assumptions which differ
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systematically from those of the dominant culture,
recognizing that dominant culture and official culture
are not the same.

Under the broader definition, one can identify four
broad categories of counterculture, at least within the
context of communist policies: political dissent and
opposition, including peace movements, feminists, and
ecological groups; religious alternatives, insofar as
religious organizations promote alternative
explanations of the purpose and meaning of social life;
criminality and social deviance, chiefly insofar as these
represent and further stimulate the desocialization of
their practitioners; and foreign culture importations,
usually via youth....

Music will be treated here as symbolic
language—that is, as a medium of communication of
given meanings. In some ways music is less precise
than a spoken language; in other ways it is more
precise. The nature of the communication process may
in fact differ, but it is communication all the same. As
such, music depends on conventions to convey its
meanings. These conversations may be specific to a
given culture, subculture, or group, and those outside
the reference group or lacking familiarity with its
conventions will not be able to understand the music
except as opaque confusion. To put it another way,
those who listen to rock music habitually and those
who avoid it necessarily hear rock differently.

A. Thinking about Key Concepts and Ideas

1. Why was it so important to the communist regimes
to create a “new communist man and woman”? Be
certain to relate this to the term socialization.

2. Which of the six background conditions discussed
above does rock music either reflect or contribute
to? Explain.

3. Why is music an ideal vehicle for social criticism
and political protest?

4. Define the term counterculture from the article,
then use a dictionary to define dominant culture
and official culture, and tell how they are different.
How does rock music relate to these terms?

Periods of Transition/ 12-11
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Excerpt from a March 1983
Article by a Czech Music Critic

In March 1983, however, an aggressively abusive
article by Jan Kryzl in Tribuna signaled a stiffening of
resolve on the regime’s part. Rock music, charged
Kryzl, encouraged:

....passivity and a retreat from a reality into a dream
world.... Be indifferent to life around you, do not go
with anyone and be against anything! Nothing has any
meaning! This should become the creed of the young
generation. The enforcement of this creed was, and is,
to be aided by the so-called punk rock, crazy rock, or
repugnant (previt) rock....The aim is more than
obvious—to...instill in young people’s minds the
philosophy of “no future” and attitudes, conduct, and
views that are alien to socialism.

B. Thinking about Key Concepts and Ideas
1. What is Kryzl’s criticism of rock music?

2. Which of the six background conditions are
explicit parts of his critique? Which are implicit?
3. Identify the bias of the writer.

Excerpt from the Albanian Communist
Party Paper Zeri I popullit

....To accept the extravagant bourgeois and
revisionist modes of dress is to create an appropriate
terrain for undermining socialist attitudes, behavior,
and convictions. To think that long hair and narrow
pants or miniskirts have nothing to do with one’s
world outlook, one’s ideology, is as naive as it is
dangerous. Not to fight alien fashions means to give up
the fight against the penetration of the degenerate
bourgeois and revisionist ideology.

C. Thinking about Key Concepts and Ideas

1. What specific criticisms does the paper direct
against clothing and hair fashions among youth?

2. Define the following words: degenerate; bourgeois;
revisionist, ideology.
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Poland

Student Handout

Poland

Selection #1 Thinking about Key Concepts and Ideas
Posers, fet.lShlStS ) destrO)./ them all! 1. Which of the six background conditions are
A generation of conformists - destroy them all! reflected in these song lyrics. Be specific
Your ideals - destroy them all! ) )

2. Do any of these lyrics contain any of the

Selection #2 attitudes found in rock music by the Czech
I am a tank, I am a tank. music critic, Kryzl, we discussed above? Be
I am strong, I am healthy. specific. Was rock music a cause or a
I can only beat everyone... reflection of these attitudes? Explain.

I can only go [straight] ahead 3. What events from the chronology of Polish
AndTdo not need to eat. history might explain the context of any of
I am afraid of nothing, these lyrics? Explain.
You are tight - so what{!]

Polish Chronology

Selection #3
Shadows in the dark city 1980 (Aug.) The Communist regime, faced with
Linger through the night. worker unhappiness, with the.deteriorat_ing
Danger lurks by your doorway, economy exhibited through big strikes in
Don’t turn out the light... Gdansk and Szczecin, agrees to allow the legal
Don’t go out alone formation of non-communist labor unions and
Evil is prowling... to permit strikes.

Night patrol’s alert The independent union Solidarity soon has
Making sure that you’re OK 10 million members.
That you don’t get hurt, ) ) )
Anxious to protect you. The Communist government is under increasing
Everything’s all right. pressure from Solidarity to make economic and
Shadows in the sad city political changes, while the Soviet Union urges
Bleed through the night. the Polish authorities to stop this

“anti-socialist” labor movement.

Selection #4 1981 (Dec.) General Jaruzelski, prime minister of
Treason, treason Poland since February, declares martial law
Cunning, cold, calculating... (rule by military authorities, with normal legal
Broken promises, broken light, procedures suspended), arrests the Solidarity
White is black and black is white... leadership, and abolishes all freedoms gained
Don’t talk back, turn the other cheek... during the past year and one half. Riots are put
Talk out of line if you dare. down with force, several people are killed, and
Don’t make me look, I don’t want to see. more than 10,000 people are arrested.

Is everyone a traitor or is it just me?
Treason sneaks into your bed.
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Czechoslovakia

Selection #1 Czechoslovakian Chronology
Women leave me unmoved
Emotions I scorn
I’'m well liked at work
My record stays clean.

I welcome after-hours chores:
The bosses always get my vote.

1968 (Jan.) Beginning of the “Prague Spring” under
Alexander Dub&ek. Czechoslovakia’s
Communist party instituted internal party
democracy and personal freedom in an attempt
to build “socialism with a human face.”

I ask for extra duties free 1968 (Aug.) Invasion by 500,000 Soviet and other
And hope they will take note... communist bloc troops results in arrest of
I’ll miss [my] date Dubgek and the abandonment of reform.

But not the meeting -
Union of Youth, you know.
Sessions and lectures

All day long.

Friends of Cremation

Have asked me to call.

1976-8 Harsh and strict clamp down on rock and other
popular musical groups by the Czechoslovakian
bureaucracy. To receive a professional license,
band members have to pass a test on such
topics as music theory and Marxist-Leninist

doctrine.
Selection #2 1983 Another crackdown on rock groups begins.
As we eat our bread in prison,
each of us can be certain, Thinking about Key Concepts and Ideas
that he has perpetrated terrible things 1. Which of the six background conditions are
‘ and theref(?re sits beh.ind bars reflected in these song lyrics? Be specific.
Leave me in peace with politics, 2. Do any of these lyrics contain any of the attitudes

I'am a criminal:
I could not keep my mouth shut,
Now I am a prisoner.

found in rock music by the Czech music critic we
discussed above? Be specific. Was rock music a
cause or a reflection of these attitudes? Explain.

3. What events from the chronology of
Czechoslovakian history might explain the context
of any of these lyrics? Discuss.
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‘ AFTER THE COLLAPSE OF COMMUNISM:
POST-REVOLUTIONARY BLUES

This is why people who, under a dictatorship, chose moral absolutism
usually feel bad in democracy.... They worshiped democracy,
struggled for it—but they are not comfortable in it.

—Adam Michnik, Polish writer, newspaper editor, and former dissident under communism, 1996

Summary of the Lesson

Through the analysis of a series of quotations and an excerpt from an essay by a former
Central/Eastern European dissident, students will explore the reasons for the “melancholy of
rebirth” that has accompanied the reconstruction of public life after the fall of communist
dictatorships and that is so prevalent among many former dissident leaders and intellectuals.
Students will also examine the differing democratic attitudes and skills needed for opposition
to tyranny and for functioning in a democracy. In addition, students are asked to ponder
questions about the tension between morality and truth on the one hand and democratic
compromise on the other.

Objectives
Students will be expected to

. m explain reasons for the growing disappointment of many former Eastern and Central
European dissidents, now that the struggle against communist regimes is over,

m analyze the tension between morality and compromise in a democracy,

m discuss figures who act as the conscience of a society—their role, its requirements, and
its dangers.

Background Material for the Teacher:

Adam Michnik [pron. AH-dam MEEK-neek] is editor-in-chief of the influential Polish
newspaper Gazeta Wyborcza[pron. gah ZEH’ta vee BOR’szha]. Trained as an historian,
Michnik became prominent in the Workers’ Defense Committee (known by its Polish initials as
KOR) in the mid-1970s. This group of dissident intellectuals aided striking workers by offering
legal aid and by investigating cases of police brutality. Michnik became an adviser to the
workers’ union, Solidarity, in the 1980s. After free elections were permitted in 1989, Michnik
was elected to Poland’s parliament.

For additional information about some of the dissident literature and the role of dissidents in
communist regimes, refer to Lesson 11: “Analyzing Voices of Dissent.” In particular, it may
be helpful to read Vaclav Havel’s essay, “The Power of the Powerless.”
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Opening the Lesson

Put the following two quotations on the chalkboard
or on a transparency:

“Let me be, for the rest of my life, forced to make
choices in such clear and morally obvious
situations as the present one.”

—Jailed Polish dissident, 1970s

“We have left the gate of an imaginary
extermination camp, pinching ourselves in
disbelief. The possibility that we will die a
natural death is growing steadily, though death is
never natural. The kind of life we live—peaceful,
sad—will now be our own doing. Less danger,
more responsibility.”
—George Konréd, Hungarian essayist and
dissident, in The Melancholy of Rebirth,
1994.

Remind students that communist dictatorship ended
in both Poland and Hungary with the 1989 changes
in government. Then ask:

® What did the Polish dissident mean by this
statement? What was so “clear and morally
obvious” about the situation at that time?

® What is Konrad saying? Does Konrad seem to
think that his Polish fellow-dissident’s hope for
a world of clear moral choices has been
realized in the post-Communist era?

W Are there any moral advantages to the status of
victim? Is there any consolation in being in the
position of the one wronged, especially if the
victimizer is seen as clearly evil?

Now share with students (on the board or on a
transparency) the quotation from Michnik at the
beginning of this lesson:

® Give a brief biography of Michnik. (See
Background Material for the Teacher.)

& Explain that many former dissidents have been
upset to see themselves or other members of
the old revolutionary movements defeated in
elections by candidates who were not a part of
the pre-revolutionary opposition to
communism. In fact, some of the new,
successful politicians are former communists
who worked for the dictatorships prior to the
1989 changes in government.

m Tell students that this is one of the reasons fgr 8 3

the melancholia among former dissidents

evident in Konrad’s quote and apparent among
many former leaders of the 1989 transitions
and the pre-transition opposition.

Developing the Lesson

As homework, have students read the student
handout Post-Revolutionary Blues (by Adam
Michnik), marking important passages and jotting
down tentative answers to the questions at the end
as they go along. Explain that students must
examine this article carefully, as they will be
contributing to small group discussions.

Option: After students have read the article and
Jotted down notes, but before dividing them into
groups, allow them to further organize their
thoughts, and to focus, by spending a few minutes
writing freely and/or clarifying points in the article.

Divide students into groups of 3-6. Have students
work with other members of their group to check
their understanding of the text. Specifically, the
group should make certain that each group member
understands the answers and can act as
spokesperson for the group when called upon to
give answers in a class discussion. Encourage them
to seek help if they are having any difficulties
understanding the text.

As a class, go over the answers to the questions,
calling on group members at random to check that
all group members have an understanding of the
material.

Option: In order to increase involvement, have
students reach consensus on answers.

Concluding the Lesson

Use the following questions to facilitate large group
discussion.

1. What do you think of Michnik’s analysis
regarding the skills needed to oppose
dictatorship and the skills needed to function
in a democracy? Are they so different?

2. Is compromise always necessary in a
democracy? Is it one of democracy’s virtues or
one of its vices?

3. Does the necessity of compromise ultimately
weaken a democracy at the level of truth and
morality? Does the necessity of compromise
ultimately pervert or destroy a democracy?
Does process become more important than

T H-E
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content? What do you think Konrad would
say? What about the jailed Polish dissident?

4. Are there or have there been any “Unbroken
Princes” in American public life? Explain.
Would you expect the same kinds of figures to
play this role in the U.S. as Michnik suggested
they might play in Poland? Why or why not?

5. What do you think of Michnik’s ideal of an
“Unbroken Prince”: (in other words, someone
who stands up for truth but understands the
world in which he/she lives, someone who
works to build a common welfare with others
and not for others without their will and
knowledge, someone who feels contempt for
deeds but never for people)? Is it possible to
fulfill this ideal or is it too idealistic? Can a
person really do all these things at one time? If
so, how?

Extending the Lesson

Have students write an essay exploring this
question: Are all revolutions doomed to fail, resting
as they do on myths of innocence and unity that are
shown to be false when the more divisive and messy
work of reconstruction and daily living begin? Why
or why not?

Students could research and write a report on an
“Unbroken Prince” in U.S. or world history who has
either succeeded or failed at the role of being a
conscience to society. Why did the person succeed
or fail? Is this consistent with Michnik’s idea of
how an “Unbroken Prince” ought or ought not to
behave?

Students could dramatize Gustaw
Herling-Grudzinski’s short-story “The Unbroken
Prince” by creating dialogue for both the characters.
Other characters could be created to illustrate
various points made by the two main characters.

Students could dramatize one or more of the reports
they write on other successful or failed “Unbroken
Princes” in U.S. or world history.

Guidelines for Student Responses

Thinking about Key Concepts and Ideas in
“Post-Revolutionary Blues”

1. Dissidents may remember their struggles
against communism with a certain nostalgia
because at that time moral lines were clearly
drawn—right vs. wrong, good vs. evil. As
quoted in the article, this was a “starry time,”

Periods of Transition / 13-3
The Lesson Plan

an “epoch of unselfish and pure activity”... of
“communing with the most sacred Polish and
human values.” At that time, they were
fighting for “freedom, not power”—freedom
against dictatorship.

2. Freedom against dictatorship, according to
Michnik, “demrands courage, dignity, and a bit
of fanaticism.” Likewise, struggle for power in
a democracy demands “professionalism,
cleverness, and a good sense of
circumstances.” Fighting against a dictatorship
means risking one’s life (or at the very least,
one’s reputation and well-being). Fighting
against repression, and for freedom, however,
are much clearer and nobler goals than the
more ambiguous or fuzzy promises required to
gain political power in a democracy, such as
those formed through “unclear alliances
and...compromises.”

3. The second part of the suggested response to
question #2 is also applicable here. Also,
citizens’ moral guidelines for judging right and
wrong are not as marked as in a dictatorship.

4. The Unbroken Prince is an aristocrat and
liberal philosopher who withdraws from (his
country’s) public life, but is still known to the
world through his symbolic gestures against
the fascist regime. The Unbroken Socialist
organizes and supports anti-fascist resistance
abroad, and believes in the masses’ ability to
implement freedom.

5. According to the Unbroken Prince, it will not
be through the masses’ efforts that the regime
might eventually collapse (nor will it be
through external pressures); instead the regime
will be brought down by “its own stupidity
and internal decay.” He believes that the
masses are easily satisfied with promises of
“bread and colonies,” implying that they are
easily led and therefore not leaders. This
viewpoint assumes that human nature is to
follow (be easily led) and that if a government
collapses, it will be because of its inherent
weaknesses. The Unbroken Socialist, however,
places great faith in the masses, who “possess
the pure instinct of freedom.” This viewpoint
assumes that human nature is to fight against
oppression, and that governments cannot
thrive against the leadership of the masses.

. * 6. The Unbroken Prince hoped that the country

could (and should) now be led by the “true
anti-fascists”—those like himself who had
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“stood aside and waited for 20 years.” 10. The public must recognize that while the
However, few if any people who have Unbroken Princes are responsible for the
survived 20 years of dictatorship fit such persistence of ideology and/or moral values, it
morally “pure” criteria. Yes, his hopes were is not them but the “ordinary” people who
doomed to disappointment, since it could be provide continuity with their ongoing respect
argued that his expectations were so unrealistic for democratic rules. People may have mixed
to begin with—that is, that so many could feelings for the Unbroken Princes because
somehow remove themselves from such a while they may respect them for their beliefs,
situation, and/or be unchanged, unaffected, they may feel resentment for their lack of
“pure.” (Note: students could certainly argue physical participation in the overthrow of the
that the Unbroken Prince’s hopes were not regime.
doomed to disappointm.ent, too. These answers 11. According to Michnik, the role of the
should be carefully reviewed and awarded Unbroken Prince in a democracy is to act as its
accordingly, if they are well-reasoned and noro acy , a
include a solid understanding of the material.) conscience. The Unbroken Princes courage
g and righteousness make them unfit for ruling
. The Unbroken Socialist realized that the more than a short time, as people do not want
masses had just changed their skin to to be ruled by those who perceive themselves
superficially support the new regime, that they as “morally better than the majority of its
were just a “stupid, fanatical, impatient and citizens.”
desperate mob. 12. The role of Unbroken Prince in a democracy
. Mickiewicz seems to be making the same can be played by “the Prince of the Church,
point as Michnik, in his description of both the Prince of Poets, or Prince of Philosophy,” and
Unbroken Prince and Unbroken Socialist’s also by a politician—only if “he [or she] can
disappointment following the fall of differentiate his moral message from his
fascism—that neither the morally pure heroes struggle for power and from his party’s
(for “[t]hey will forget the names of their interests.” Since he/she is a “guardian of the
former heroes”) nor leadership by the rules,” and someone who passes moral
enlightened masses (“The heritage will be judgement, he/she must understand the world
taken over by quiet, stupid, ordinary people”) in which he lives. If he does not, “his
will prevail following the collapse of a regime. moralizing becomes inhuman and grotesque.”
. “It is bound to contain the stigma of the old
regime.”
139
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Post-Revolutionary Blues

Excerpt from “When the Majority Rejects Virtue” by Adam Michnik, Transition, June 14, 1996,
V.2 n. 12, pp. 32-35, published by the Open Media Research Institute (OMRI), Prague, Czech Republic.
Reprinted by permission of the Open Media Research Institute.

...[The Worker’s Defense Committee] KOR
members struggled for freedom, not for power. This
was an anti-political position, because it did not allow
for political compromise with the rulers.

... This “starry time,” as Jacek Kuron [a left-wing
oppositional intellectual] called it, was for each of us
an epoch of unselfish and pure activity. We had an
almost physical feeling of communing with the most
sacred Polish and human values.

... The logic of the struggle for freedom against
dictatorship and the logic of the struggle for powerin a
democratic country differ greatly. The first demands
courage, dignity, and a bit of fanaticism; the second,
professionalism, cleverness, and a good sense of
circumstances.

This is why people who, under a dictatorship, chose
moral absolutism usually feel bad in democracy,
among shrewd intrigues and empty election promises,
among unclear alliances and equally unclear
compromises. They worshiped democracy, struggled
for it—but they are not comfortable in it. This is the
spiritual state of the moralists from the democratic
opposition. Once, the attitude toward dictatorship was
the measure of their moral norms. They felt contempt
for informers, executioners, and cowards, but they
demanded much from themselves. They paid for their
declarations with their own lives. A dry poem of a
moralist went like this: “Yes, yes—no, no.”

...In his short story “The Unbroken Prince,”
Gustav Herling-Grudzinzki described two great critics
of Mussolini’s dictatorship.l One of them, an aristocrat
and liberal philosopher, chose the path of intellectual
withdrawal. Through his obstinate [stubborn] absence
from public life and through symbolic gestures, he
demonstrated to the world that he was against fascism.
The second, a socialist writer, chose emigration, and he
organized and supported resistance against blackshirts
[Mussolini’s fascist supporters] from abroad. The two
often argued about who had chosen the better way. The
first one believed that “if the regime collapses, it won’t
result from external intervention or a revolt by the
masses, who are always easy to satisfy with bread and
colonies, but from its own stupidity and internal decay,

on which the culture continues to work by accusing
fascism and showing its baseness.” The second said:
“My hope and faith were in the masses. Only the
masses possess the pure instinct of freedom, because it
is they who have always lived in slavery, and the
moment will come when they give evidence to this
instinct.”

They were both wrong. When Mussolini’s regime
collapsed, both of them—Unbroken Prince and
Unbroken Socialist—had a short moment of triumph.
Virtue was rewarded. They were perceived as people
of tomorrow, as those who won. But that lasted for a
only a short time. The aristocratic philosopher
“searched for true anti-fascists. He believed that Italy,
ruined by fascism, could be built only by those who,
like himself, had stood aside and waited for 20 years
with their lips proudly screwed up. He was ready to
forgive his old friends who had left him in order to get
a fascist party card, which made life easier, but, at the
same time, he felt contempt for them and believed that
they should, at least for some time, stay out of political
life. For practical reasons, he wanted to deal quickly
with purification at a grassroots level, but for moral
and basic reasons he was for an absolute purity at the
top. He searched for pure and unbroken people. But
where can one find a sufficient number of them after
20 years of dictatorship?”

On the other hand, the Unbroken Socialist
understood what had happened during the 20 years of
fascism in Italy: “Almost everybody had changed their
skin to a fascist one....But the moment fascism
collapsed, the same people began to foster new
illusions and hopes. In 1945, it was said that ‘the hour
of socialism has come.” Crowds of people joined the
Socialist Party. But at the same time, the Communist
Party was full of blackshirts that had been dyed red
overnight. Streets were full, not of the masses or of the
people but a stupid, fanatical, impatient, and desperate
mob. It is members of such a mob who change the
color of their skin overnight, without changing the
actual skin; it is they who fall on their knees before
any altar of demagogy; it is they who dream of
marching in line and wearing invisible uniforms.”
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1 Benito Mussolini was the fascist dictator of Italy from 1922-1945.
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And the prince wrote a book about “people who had
been forced by fascism to wear masks. His book did
not manage to leave the printing house when he said
that masks long worn change the faces underneath.”

The situation in post-fascist Italy was the same as in
a menacing prophecy by [Adam] Mickiewicz': “The
people will cut the hands that fought for them/ They
will forget the names of their former heroes/
Everything will pass. After rumble, noise, and toil/ The
heritage will be taken over by quiet, stupid, ordinary
people.”

...“The Unbroken Prince” presents a diagnosis that
is both bitter and realistic. And yet, in spite of the
political defeat of both great spirits of Italian
anti-fascism, the democratic system celebrated its
triumph on the ruins of dictatorship. Italian democracy
certainly did not implement the ideals of the
philosopher and the socialist. But it was a political
system cut to fit the Italians of that time.

And every democracy that emerges from the
darkness of dictatorship is like that: it is bound to
contain the stigma of the old regime. It owes its
existence to such people as the Unbroken Prince,
[Andrei] Sakharov and [Aleksander] Solzhenitsyn,
[Jan] Pato¢ka and Jan Jozef LlpSkl but it owes its
continuity to the quiet, stupid, ordinary people who
respect democratic rules.

Such a democracy needs Unbroken Princes, wnth
their courage and righteousness, to stay in power only
a short time. Later, it does not want to be ruled by
people who perceive themselves, due to their
anti-fascist or anti-communist past, as morally better
than the majority of citizens.

“The Unbroken Prince” inspires in the reader both
admiration and shame. The admiration is for the
prince’s courage, the shame for one’s own everyday
caution. It is hard to live with such shame. Such shame
must be rationalized, made banal [commonplace],
rejected from memory. This is not a particularly
positive mechanism, but it must be understood.
Otherwise, a former oppositionist is liable to give in to
fanaticism resulting from the frustration of a virtue that
has been rejected by a democratic verdict of the
majority.

On the other hand, he can end up like the characters
from the Herling-Grudsinski story, who applied such a
high moral standard to reality that they were rejected
by reality. Moral intransigence [unwillingness to

Periods of Transition / 13-6
Post-Revolutionary Blues

compromise] in the face of dictatorship turned into
political helplessness in democracy. Because how can
one be an unbroken Prince in a parliamentary
democracy?

...However, cynicism and efficiency are not
sufficient for any democratic state that wants to have a
future. This is why the parliamentary democracy needs
its Unbroken Princes; it needs its conscience. This role
can be played by the Prince of the Church, Prince of
Poets, or Prince of Philosophy. It can also be played by
a politician, but under one condition—that he can
differentiate his moral message from his struggle for
power and from his party’s interests.

When an Unbroken Prince, priest, or
moralist-philosopher becomes a popular icon or
professional politician, the results are rarely sound. But
that does not mean that he should stay silent. A
philosopher, just like a priest, is efficient in different
spheres of public life from a member of parliament
who wants to win his post. Because an Unbroken
Prince is a guardian of rules that are put to the test
every day. If he does not understand the world in
which he lives, his moralizing becomes inhuman and
grotesque, since moral judgment must be preceded by
an effort to understand. The dogmatic defense of rules
can turn everyday life into hell; resignation from rules
corrupts politics understood as a striving for the
common welfare.

And common welfare can be built by the Unbroken
Prince only together with others—not for others
without their will and knowledge. Forgive me this
self-evident observation: the Unbroken Prince should
apply the language of dialogue, not the language of
contempt. One can feel contempt for deeds, but never
for people...

Thinking about Key Concepts and Ideas

1. According to Michnik, why do many former
Polish dissidents look back with a certain
nostalgia to the time when they lived under,
yet struggled against, communism? What were
they fighting for at that time?

2. In what ways does the struggle for freedom
against a dictatorship and the struggle for
power in a democracy differ from one
another? Explain the reasons for these
differences.

1 Editor's Note: Adam Mickiewicz (pron. meek HAY vitch) was a ffrg.:y 9th-century poet and dramatist—the

“Polish Byron.”

2 Editor's Note: These are all dissidents. Sakharov (SAK' hah rove) and Solzhenitsyn (soltz suh NEET'sin) are
Russian writers, Patotka (pah TOETCH'ka) a Czech philosopher, and Lipski (LEEP’skee) a Polish writer.
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. Why do those who struggled against

dictatorship often feel uncomfortable in a
democracy? Explain this paradox.

. Describe the different paths of opposition to

Mussolini’s Italian fascism chosen by the
Unbroken Prince (an aristocrat and liberal
philosopher) and the Unbroken Socialist (a
socialist writer) in Gustaw
Herling-Grudzinski’s short-story “The
Unbroken Prince.”

. Explain their differing views of the masses and

the eventual collapse of the fascist regime.
Upon what assumptions about human nature
and about governments were these views
based?

. The Unbroken Prince and the Unbroken

Socialist were hailed as winners and
visionaries in the aftermath of the collapse of
fascism, but this soon soured for both. What
were the new hopes and the disappointing
reality for the Unbroken Prince? Were his
hopes doomed to disappointment? Explain.

1

10.

11.

12.

3

Periods of Transition/13-7
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. What disappointing truth did the Unbroken

Socialist discover?

. What point is Adam Mickiewicz making?

Whose post-war outlook would he endorse:
that of the Unbroken Prince, that of the
Unbroken Socialist, neither, or both? Why?

. According to Michnik, what is the twin legacy

of every democracy that “emerges from the
darkness of the dictatorship™?

Describe the public’s ambivalence toward
Unbroken Princes in the post-revolutionary
era. What accounts for these mixed feelings?

What is the role of an Unbroken Prince in a
democracy?

Who can play the role of Unbroken Prince in a
democracy, according to Michnik? What must
an Unbroken Prince do, however, to play this
role realistically and effectively? What are the
pitfalls to be avoided?
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‘ RIVAL VISIONS OF THE FUTURE:
THE PRESIDENT AND PRIME MINISTER
OF THE CZECH REPUBLIC

We need, quite simply, a new vision...one that considers the cultivation
of our citizens’ lives, our political and economic identity....
—Vaclav Havel, speech, 28 October 1994

...I do not agree with the idea that we should be cured by someone else.
We already had some experience in this area.
—Vaclav Klaus, speech, 17 November 1994

Summary of the Lesson

Students will explore differing views of the accomplishments of the 1989 Revolutions,
specifically, the “Velvet Revolution” of the subsequently divided nation of Czechoslovakia.
Students will also discuss the post-revolutionary directions the Czech Republic should take,
especially concerning issues of individualism, the “New Moralism,” and the future role of
the state. Students will read and discuss in groups excerpts of speeches by Vaclav Havel,
president of the Czech Republic since 1992, and Vaclav Klaus, prime minister of
Czechoslovakia from 1990-1992 and of the Czech Republic since 1992.

. Objectives

Students will be expected to
m trace the ongoing debate about the 1989 Revolutions,

m outline the terms of the debate between proponents of individualism and of the “New
Moralism,”

m |list and explain the advantages and disadvantages of both interventionist and
non-interventionist visions of the role of the state in a democracy

Background Material for the Teacher
To understand the context of this debate, the teacher should:

1. Know that Havel and Klaus are important figures in Czech politics. Havel, a playwright and
dissident under the communist regime, became de facto leader of the revolution in 1989, was
elected president of post-communist Czechoslovakia in 1990 and was elected president of the
Czech Republic in 1992, after the Czecho-Slovak separation.

2. It should be noted that President V. Havel and Prime Minister V. Klaus are not rivals, but they
do express different views on the civil society, citizenship and the role of the state. They do
support the same basic principles and they pursue a common aim of democratizing the Czech
Republic.

3. Review the events of the Czechoslovakian “Velvet Revolution” of 1989.
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4. Read the comments of Petr Pithart, Prime Minister of the Czech Republic from 1990 to 1992, .
when it was still federated with the Slovak Republic as Czechoslovakia. (Be warned, however,
that Pithart’s comments are hardly unbiased, since he himself has been a subject of this political
process and debate.
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The Lesson Plan

Opening the Lesson

Write the following on the board or on a
transparency:

“What is the proper role of government: a) to
make people free so that they might improve or,
b) to improve people so they might be free?”

Ask the class what they think this statement means.
You may need to encourage them to define terms
such as “free” and “improve,” and to note that
“might” implies possibility rather than certainty in
the first part, whereas “must” in the second part
implies certainty. Ask how they think we as
Americans answer this question today. Is this
answer the same as intended by the American
Founders in the Declaration of Independence and
the U.S. Constitution? After some answers have
been suggested (but without delving too deeply into
these questions), move on to the next part of the
lesson. These questions will be discussed further at
the end of the lesson.

Developing the Lesson

Divide the class into four groups and assign each
group a different handout to analyze (Havel 1,
Havel 2, Klaus 1, and Klaus 2).

The members of each group should analyze the
assigned text and answer the accompanying
questions. Encourage them to mark the important
parts of the text as they read and note answers as
they encounter them. When all group members are
finished, they can then compare answers with the
rest of the group.

Next, combine groups by author (e.g., Klaus 1

group joins Klaus 2 group). Provide extra copies of
articles to group members, so that everyone has both
pieces. Group members should then share their texts
and answers with one another, instructing each other
thoroughly enough so that all students examining a
particular author can answer ALL the questions
about BOTH TEXTS and give reasons for their
answers.

Select one student from each group to role-play
Havel and Klaus. The two should carry on a
dialogue concerning their viewpoints: On what do
they agree? Disagree? What is their reasoning?
Allow the two role-players to initiate the debate or
facilitate it by using the questions/issues raised in
Thinking about Key Concepts and Ideas in each
of the texts. An alternative would be to have one
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student or a panel of students act as moderators or
reporters to initiate questions for each of the
statesmen. At the end of this dialogue, all students
should understand the conflicting views of these
two statesmen.

Pick students at random to reiterate and summarize
the issues upon which Klaus and Havel agree and
disagree, being certain that students discusses
BOTH authors in order to assess what they learned
from the dialogue.

Concluding the Lesson

Return to the statement regarding the proper role of
government presented at the beginning of the class.
Ask the students: Is this a fair statement of the

issues separating Havel and Klaus? Is it a fair
statement of the alternatives? How is it (or a
modified version of it) answered in the U.S. today?
Explain. Do you agree with that answer? Explain.
Ask if they think that such an on-going debate is
healthy for a democracy and have them explain their
reasoning.

Extending the Lesson

When the student groups have reiterated and
summarized the works of Havel and Klaus, they
could individually write essays demonstrating
understanding of the authors position.

Students could use the Declaration of Independence
and/or the U.S. Constitution to write a brief essay
telling how they think the American Founders
answered this question (or a modified version of it),
citing and analyzing those parts of the text they feel
best supports their answer. Were the American
Founders closer to Havel or to Klaus in their
thinking about the role of the state? Explain.

The commentary by Petr Pithart could be
reproduced in part or in whole and distributed to
students, who could answer the following questions
as they read it:

1. Does Pithart take sides in the debate between
Havel and Klaus, or is he critical of both? Feel
free to suggest an analysis of Pithart’s position
between these two poles if you think that it is
warranted. Whatever your analysis, be
prepared to explain your reasoning.

2. Do you agree with Pithart’s analysis of both
men and the reasons for the positions each has
taken? Explain. What does this tell us about
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the role of individuals and their life
experiences and personalities in politics and in
history?

nationalism, and vapid advertising and mass
media (TV).

3. It cannot be left to itself; neither democracy
and a market economy nor a growing
chronological distance from the communist era
will cure this malaise. Active measures are
required. (The students may see that Havel is
implying that the state, as newly envisioned
above, can deal with this problem, but this

Guidelines to Student Responses

Thinking about Key Concepts and Ideas in
“Havel Text #1"

1. Havel believes that the revolutionary era of

upheaval and fundamental systemic change is
coming to an end.

. Czechs could rely on the systemic changes

already made, allow them to do their work,
and make minor adjustments as needed. Or
they could reflect at their leisure on the
changes made, their meaning, goals for the
future, and means for realizing those goals.
Havel prefers the second path because he sees
capitalist democracy at a crossroads: although
the system of capitalist democracy has been
created, what is to be its character?

. He wants to include issues of the varying roles

of the individual citizen, the local
governments, and the central/national state, as
well as the cultivation (improvement) of the
lives of citizens, the Czech Republic’s political
and economic identity, and its role in the
international community. He sees democracy
as resting on moral and spiritual foundations.

. Havel foresees concrete planning by the

government based on clear principles, which
will result in specific laws to accomplish these
goals and to political behavior directed at the
same ends.

Thinking about Key Concepts and Ideas in
“Havel Text # 2”

1. They hoped for a transformation of human life

to a less egotistical and more humane basis,
resulting in brotherhood, solidarity, a spiritual
dimension to life, love for fellow humans,
tolerance, and a reborn civil society. They
hoped that the revolutionary atmosphere of
brotherhood and enthusiasm would last
beyond the overthrow of communism.

. Havel cites the rising rate of crime, spreading

racism, sense in the marketplace that anything
is permitted in the name of profits, drug
addiction, cult of violence, indifference to
others, decline of respect for the law, politics
based on simplistic solutions and extreme

may not be clear to them until they share
answers with the Havel 1 group).

. He does not trust them and their claims to

having the right answers. They are too focused
on power for the party and not on the common
good. They ignore others in society, especially
the intellectual elite of society.

Thinking about Key Concepts and Ideas in
“Klaus Text #1”

1.

19

The passive (noninterventionist) deregulating
and liberalizing both the political and
economic systems and resulted in a market
economy and a political marketplace within
which political parties emerged. The active
(interventionist), especially economic
privatization, sped up the creation of free
markets. Both created systems allowing
greater freedom and choice for individuals and
groups and reduced the role of the state.

. Citizens have been made free through the

transformation of social (and political)
institutions. The system has been changed,;
“some people,” however, want to transform
human beings themselves. These latter want
not just free citizens but better citizens because
they see Czechs becoming too materialistic,
egotistical, short-sighted, and self-focused.

. He agrees that Czechs are becoming too

materialistic, egotistical, short-sighted, and
self-focused, but he is afraid of having
someone other than the individual citizens
themselves curing this. He thinks it would
violate human nature, implying that he
believes that such behavior is to some extent
natural among humans. He also recalls the
communist era experience of the state treating
people as a collective and not as individuals
and of state control over society. He sees this
as the project of elitists whose efforts to
perfect people would only result in a new
rgllmd of totalitarianism.
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Periods of Transition / 14-5

The Lesson Plan
. Thinking about Key Concepts and Ideas in than the individual. Adam Smith (Scottish
“Klaus Text #2” economist and philosopher, 1723-90) saw each

person motivated by self-interest, the pursuit

1. Speeches and writings about morality are an of which balanced all the individual

obligatory feature of current political
discourse. Ethical universalism does not draw
a clear distinction between the “is” (what
exists in society, the “normative™) and the
“ought” (what one desires, “positive”
statements about the way things should be).

. They either reject the distinction or undervalue
it because: a) they have a different view from
his about mechanisms for reality, implying
that they believe that the state can make people
better through its own efforts; b) contrary to
modern social scientists, they do not believe
that humans are by nature autonomous,
rational individuals pursuing their own
interests (they equate such views with
moral/cultural relativism); and c) they set
themselves up as knowledgeable experts who
can better the behavior of others.

. Like traditional European religions, it claims
to apply to everyone, no matter their culture,
nation, and individual choice. Klaus implies

because it relies on an outside source rather

self-interest for the good of the community
since selfishness canceled out selfishness.
Kant (German philosopher, 1724-1804) said
that the individual exists as a morally
autonomous unit who responds to an internal,
intuitive moral sense that owes nothing to
outside authority, either religious creed or the
social environment. Enlightenment thinkers
tended to deny traditional universalism about
behavior based on their observation of the
varying customs of both European and
non-European societies. They argued for truth
based on reason and observation, not some
outside authority or tradition.

. Individuals are the basic units of society, not

institutions or communities or value systems.
He implies that this is dangerous because
setting up an authority over the individual
fosters elitism and a return to totalitarian
coercion of individuals in the name of
someone’s notion of a higher, community
good.

. that is undemocratic, like traditional churches,
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Background Material

Periods of Transition / 14-6
Commentary

Commentary

by Petr Pithart

Excerpt from “Civil Society After Communism: Rival Visions,” by Véaclav Havel, Viclav Klaus
and Petr Pithart in the Journal of Democracy, Vol 7.1 (January 1996): pp. 12-23.
Copyright © 1996 Johns Hopkins University Press, Journals Division, Baltimore, Maryland.
Reprinted by permission of the Johns Hopkins University Press.

The current Czech political situation is not very
clear. All sides claimed victory after the November
1994 local elections. Only one aspect of the political
scene has been simplified—Vi4clav Havel and Viaclav
Klaus have become dramatic symbols of different
approaches to politics. A conflict is taking place that is
difficult to resolve. It is a conflict between pragmatism
(the usual power politics, with a dominant role played
by the political parties) and a broader, more ethical
understanding of politics, which does not question the
role of the parties but also does not limit itself to them.

It may seem as though only different emphases and
nuances are at play, but the heroes of this conflict are
radically different men. In psychological makeup,
Havel is shy and extremely polite; Klaus is aggressive
and self-assured. In the course of their lives, Havel has
been a frequently imprisoned dissident, Klaus a
cautious technocrat. ! Professionally, Havel is a
playwright who focuses on the absurdity of the human
condition; Klaus is a macro economist who does not
doubt anything. It is also clear, however, that more
than just nuances are involved. Some openly speak of
“Klaus’s party” and “the president’s party.” This of
course does not mean that these are political parties in
the true meaning of the word. But neither are they only
“spiritual factions.” Havel is a nonpartisan president
not only because this is consistent with Czechoslovak
tradition, but above all, because of his deep,
longstanding personal convictions. He has resisted all
attempts at being cajoled into creating and leading his
own party. And he surely will not change his mind in
the future. Contrary to this, Klaus is every inch a party
man. After all, it was Klaus who introduced the spirit
of political rivalry into Czechoslovakia after the
November 1989 “Velvet Revolution,” and he is
extremely proud of this act. It is still too early to
ascertain whether that situation had to become
confrontational.

Klaus radiates self-confidence and satisfaction:
Everything we do, we do well, and whoever doubts
this is probably a crypto-leftist intellectual. We do this
well “because our Civic Democratic Party does this
well, because I do that well....We are absolutely the
best of the postcommunist countries....The
requirements for membership in the European Union
are met today only by Luxembourg and the Czech
Republic.”

Havel is not the voice of the disappointed but of
those who wanted—initially during the anticommunist
opposition period and then in November 1989 and
after—something more than just a change in property
relations and promises of prosperity. They really
wanted what the all-encompassing drive for prosperity
expels from human hearts and minds—more decency,
a greater spiritual and cultural dimension in life, and a
more law-abiding state.

Recently, the direct and indirect controversies
between Havel and Klaus have focused on the broad
topic of the role of intellectuals in society, with
particular emphasis on the Czech case.

Both protagonists also differ in diction. Havel, who
sees something missing in Klaus’s politics, speaks
about the prime minister in understandable allusions.
He does this in a very refined manner.

Klaus refers to Havel through allusions that are not
only understandable but also sharply accusatory in
tone. Havel’s concept of politics is too much for him to
take. In addition to this, he assigns to Havel the terrible
sin of pride, the pride of omnipotent2 “social
engineers.”

Havel says that “instead of learning from the West
about civic and political culture, we have been quick to
acquaint ourselves with the empty world of inane
commercials and ever more inane television series,
allowing them to plunder...our lives and our souls.”
And, in reference to politicians of the Klausian mold:
“When citizens detect in politicians indifference, a

1 Editor's Note: technocrat—supporter of government run by technical expertise.

2 Editor's Note: omnipotent—having virtually unlimited authority.
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lenient attitude toward improper things, or simply evil,
they automatically and often subconsciously are
encouraged to imitate this.” And again: “Politicians’
lax attitudes toward the law automatically lead citizens
to stop taking the law seriously. For example, if one
implies that it does not matter whether a certain
institution in the constitution should or should not
exist, one indirectly encourages citizens to conclude
that it does not matter whether or not they pay taxes.”

These are responses to Klaus’s claims (while he was
still federal minister of finance) that he was incapable
of distinguishing between dirty and clean money. They
are reactions to the fact that even within his party there
are some unscrupulous people (as demonstrated by a
series of major and minor scandals), and to his abusive
statements regarding the Senate, an institution that, for
over two years now, has existed only on paper.

Naturally, Klaus is capable of recognizing dirty
money. However, during one period, he thought it
appropriate not to be bothered by that fact and to push
forward with a rapidly paced privatization program,
even at the cost of “sloppiness”: “We have given
priority to speed over accuracy.” “Accuracy,” here, isa
euphemistic, belittling term for being in accordance
with the law, for clean money, and for equality of
opportunity for everybody. Klaus defends his people to
the last because he is probably convinced that this is
expected of the leader of the strongest party, in which
is vested the greatest responsibility.

Without giving in, Klaus replies: “Some people
want to take advantage of the collapse of communism
to create something more than ‘just’ a free
society....They pretend to know what is wrong with us
and why, and presume that they can straighten us out.
We are too egotistical for them, too shortsighted, too
narcissistic....I do not agree with the idea that we
should be cured by someone else.”

These are allusions to Havel’s speech appealing for
the creation of a holistic vision of society that would
reach beyond the everyday political and economic
agenda, beyond an automatic defense of what had
already been accomplished. They are also a warning
against the intellectuals who, according to Klaus, are
people with a tendency toward an ideological, utopian
way of thinking and who played a decisive role in the
introduction and maintenance of the previous regime.

Klaus assumes the role of an anti-intellectual: he
wants to be the pragmatist with common sense, not
anyone or anything else. Havel, however, has always
been and still is one of the most radical critics of
ideological thinking. His continuous references to
spiritual values, transcendentalism], and a greater

Periods of Transition/ 14-7
Commentary

vision are all a modest appeal, if not directly to God,
then at least to faith. He would, however, never
renounce his intellectual roots: on the contrary, he
urges intellectuals to make their voices better heard in
Czech society, to be more self-assured, to become
more engaged in society and politics.

Havel’s weakness is not that he speaks too often on
too many topics—he probably thinks that this is what
he should be doing, since other intellectuals are not
being heard—but that he moralizes too much. This
does not mean that every speech of his is about
morality. It means that there is a lack of balance in
such speeches. As a president with few powers, Havel
ought to demonstrate the importance of properly
functioning institutions, and of respect for the rules of
the game, the constitution, and the legal system. He
ought to explain that the moral climate in the society
should be viewed and judged above all through this
institutional prism and not “directly” through ethical
values. Otherwise he risks being perceived more and
more as a hopeless preacher.

Klaus’s weakness is that he derives pleasure from
exaggerating everything he says. He does this in an
apolitical way—everything is painted in either black or
white. Obviously, democracy without political parties
is not possible, but that does not mean that civil
society, which mediates between the citizen and the
state, is the devil’s child. Obviously, “visions” can
become full-blown intellectual constructions that can
easily be transformed into ideological dogmatism. But
political parties, in whose hands Klaus wants to
maintain the monopoly of creating the “vision,”
function only from one election to the next; this
narrow perspective constitutes their inmutable
limitation. Obviously, intellectuals have failed on
numerous occasions (never all of them, however, and
frequently not even a majority of them), but that does
not mean that they should all be branded as notorious
leftists and misguided ideologues. It is possible that an
argument about credibility is at the heart of this frontal
assault. The debate over the dissidents cannot be
avoided. Klaus did not belong to them. Quite recently,
however, to the surprise of many and with absurd
exaggeration, Klaus described himself in the following
way in an interview with the influential journal
Central European Economic Review. “The Russians
came, and I was treated as the main anti-Marxist and
counter-revolutionary in this country. Ever since, I
have been considered the leader of the
anti-Bolsheviks.”

It is clear, then, that he would have been happy to be
in the opposition. But naturally not in the one that

2090

1 Editor's Note: transcendentalism—a philosophy that emphasizes going beyond the limits of ordinary existence.
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actually existed—for it was led by Havel. If this is
true, it is easy to see why Klaus is always so sharp in
his criticism of so-called antipolitical politics—a
concept that was created by Havel in the dissident
environment to vindicate the Charter 77 movement.
Today, Havel—clearly defensive—no longer refers to
this idea and claims that he was only a child of those
times.

I think he is wrong. “Antipolitical politics” never
intended to defeat, exclude, or marginalize “political
politics” (by which I mean party, parliamentary, and
governmental politics). The term was coined only to
show that people are motivated to engage in politics
for reasons other than the mere desire to gain power,
and that much can be achieved beyond an electoral
contest for power. For example, it is the dissident who
cannot exist in “political politics”—he would be driven
crazy.

Klaus cannot, or rather does not, want to think on a
broader scale: it is obvious to him that democracy is
best guarded by the rules of the struggle for power. In

Periods of Transition / 14-8
Commentary

this sense, “political politics” as a check on power is a
necessary condition for democracy—an essential
condition. However, the president believes that it is not
a sufficient condition, while the prime minister does
not seem to understand or accept this dual aspect of
politics. To the contrary, he is convinced that
everything beyond this necessary condition not only
comes from the devil but actually threatens democracy.

Although he does not possess a deep knowledge of
industrial, ecological, or regional politics, Klaus is an
eloquent and shrewd macro economist. It appears that
he is also a “macrodemocrat”—that is, he treats
democracy only in reference to its governmental
aspect. Havel, on the other hand, has had, and probably
still has, a very superficial understanding of this
fundamental aspect of democracy.

In any case, the positions currently represented by
these two politicians are, luckily, not only a necessary
but, at the present moment, a sufficient condition for
the pluralistic articulation of some basic problems that
confront Czech society today.

<01
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Havel Text #1

Excerpt from “Civil Society After Communism: Rival Visions,” by Véclav Havel, Viclav Klaus
and Petr Pithart in the Journal of Democracy, Vol 7.1 (January 1996): pp. 12-23.
Copyright © 1996 Johns Hopkins University Press, Journals Division, Baltimore, Maryland.
Reprinted by permission of the Johns Hopkins University Press.

The era of radical social, political, and economic
upheaval, indeed, of fundamental systemic change—is
without a doubt drawing to a close. Five years after the
revolution, the period of dramatic, hurried construction
of the foundations of our infant state is also coming to
an end. At such a moment, two paths lie ahead of us:

On one hand, we could feel satisfied about what has
already been completed. We could applaud our
achievements and lapse into a state of lethargy while
awaiting the results of all the changes. At most, we
could engage in minor repairs to the state or make sure
that it functions without major complications. In other
words, we could sprinkle water only when we think
that something is beginning to smolder.

There is also the other path, the better option, which
I myself support and recommend,... its underlying
principle is to reflect on the meaning of all the changes
that we have introduced, on the goals we seek to
achieve, and on the future steps that need to be taken.
We should do this not by hurrying at a revolutionary
pace, but through peaceful contemplation, with insight
and depth.

In other words, we find ourselves at an intersection
that presses us to consider, once again, the character of
the state that we have created. The task for the
immediate future is no longer the reconstruction of the
fundamental principles, tools, and institutions of
democracy and free-market economy. All of that has
already been accomplished, I do not believe that our
future goal should be merely the creation of an
efficient capitalist democracy.

We need something more: we need to begin a
serious discussion about the character of the
democracy that we wish to cultivate—its roots, spirit,
and direction. With equal seriousness, we should also
consider what needs to be done at the different levels

of the reconstruction market economy so that its fruit
may be enjoyed by the general public. We need, quite
simply, a new vision: one that is mindful of the future
role of our citizens, local government, and state; one
that considers the cultivation of our citizens’ lives, our
political and economic identity, and our country’s
position within the European context,

The time has come to describe anew the role that
our country is to play in the international arena. And
the time has come to ask openly: Do we want, through
our responsibility and solidarity, to be respected,
trusted, and welcome members of the international
community? Or do we want to be a country that, owing
to its conceited and egocentric behavior, is treated with
a courteous distance? The vision that I am speaking of
must stem from a clear recognition of the moral and
spiritual precepts upon which our young democracy
rests. The vision must also stimulate concrete
conceptual planning, which in turn will give rise to a
body of laws and to practical politics. (From a speech
given on the state holiday of the Czech Republic, 28
October 1994.)

Thinking about Key Ideas and Concepts

1. What does Havel believe about the era of
revolutionary change?

What alternatives lie ahead? Which does he prefer?
Why?

3. What is to be included in Havel’s “new vision™?
What should this new vision recognize about the
foundations of democracy?

4. What will be the practical results of this new
vision?
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Havel Text #2

Excerpt from “Civil Society After Communism: Rival Visions,” by Vaclav Havel, V4clav Klaus
and Petr Pithart in the Journal of Democracy, Vol 7.1 (January 1996): pp. 12-23.
Copyright © 1996 Johns Hopkins University Press, Journals Division, Baltimore, Maryland.
Reprinted by permission of the Johns Hopkins University Press.

In the atmosphere of common brotherhood and
enthusiasm characteristic of the November 1989
Revolution, many of us hoped—and what is more,
deeply wished—that a significant change in the very
way that human beings coexist would take place. It
seemed that people would quickly crawl out of the
egotistical shells into which they had been driven by
the communist regime, and that all of the social life
would suddenly assume more humane features, it
seemed that people would stop being unkind toward
others and that a small portion of the feeling of
brotherhood evoked by the revolution might even
remain permanently within them, it seemed that such
values as solidarity, a spiritual dimension of life, “love
thy neighbor,” tolerance, and civil society would
experience some kind of renaissance. I fully
understand the disappointment of those who are no
longer capable of seeing such a renaissance in our
country. I also fully understand that the more they
believe in it (even with a large dose of naivete), the
more disappointed they are today.

There certainly is no need for widespread
skepticism. It is possible to enumerate a long list of
impressive accomplishments... Nevertheless, we have
no reason to rejoice over the spiritual and moral
condition of our society. The crime rate is rising,
although perhaps a bit more slowly now. It seems that
the majority of our society has been infected by the
virus of racism. Many people feel that freedom means
the ability to do everything, and that the market
excludes ethics. In reality, one cannot do without
ethics—drug addiction, the cult of violence, and a
widespread indifference to the fate of other human
beings are spreading. Respect for law and legal

consciousness are very low. Political culture and
civil society frequently assume grotesque features.
Many people, whose previous value structure
collapsed and who were incapable of either creating or
finding a new one, have become frustrated and are
accepting illusory proposals for simplistic solutions
offered by various extreme-nationalist pseudo-leaders.
Instead of learning from the West about civic and
political culture, we have been quick to acquaint

ourselves with the empty world of inane commercials
and even more inane television series, allowing them
to plunder without resistance our lives and our souls.

What can be done in such a situation? Is it enough
to leave this social climate to its own devices and to
hope that the passage of time and the ongoing
stabilization of the political and economic system will
allow it to improve on its own? I am deeply convinced
that relying on the system to stabilize itself is not
sufficient and that one may and even should do much
more....

I do not approve of political parties behaving as if
they possess a monopoly on knowledge, truth, and the
solution to problems. I do not think parties should be
an end unto themselves, just as the power for which
they compete is not. Parties and power are only the
means to fulfill the goals of the common good. Parties
should listen to the multifaceted opinions of a
pluralistic civil society, as expressed by all individuals,
groups, and organizations, including educated people,
expert, academics, and intellectuals. They should not
ignore or slight those to whom they may not be
directly linked. Self-indulgent parties that do not
become aware of this life-giving environment will
weaken and wither, becoming mere elevators to
authority. (From a speech commemorating the fifth
anniversary of the Velvet Revolution...delivered to
students on 17 November 1994.)

Thinking about Key Concepts and Ideas

1. What hope about attitudes developed among many
revolutionaries such as Havel during 1989? What
made them think that this was possible?

2. What developments in post-revolutionary Czech
society does Havel cite as evidence that these
hopes have been largely disappointed?

3. What, if anything, does Havel believe can be done
about this? To whom or to what does he appear to
be looking for a solution?

4. What criticism of political parties does he offer?
What group especially does he accuse them of
ignoring?
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Klaus Text #1

Excerpt from “Civil Society After Communism: Rival Visions,” by Véclav Havel, Viclav Klaus
and Petr Pithart in the Journal of Democracy, Vol 7.1 (January 1996): pp. 12-23.
Copyright © 1996 Johns Hopkins University Press, Journals Division, Baltimore, Maryland.
Reprinted by permission of the Johns Hopkins University Press.

The underlying transformation process has two
slightly different aspects. One is quite passive, the
other active. Both are radical and revolutionary, and
both are based on a clear, transparent vision of the
future—and on an ability to “sell” both this vision and
a pragmatic, rational, and not-so-simple strategy of
transformation to the citizens of our country. In
understanding the logic of this process, the difference
between these two aspects is crucial.

The passive or noninterventionist side of the process
is that of radical deregulation and liberalization. The
recent change in political systems was entirely in this
mode. It was guided by liberalization, by the creation
of unlimited access to the “political market.” We soon
realized that this change would be enough, that nothing
else needed to be forbidden, that the existing political
parties did not need to be transformed. Though it may
sound simplistic, this conclusion should not be seen as
trivial. The artificial vacuum was quickly filled by new
political groups, thanks to whom a standard political
groups structure has been created. This structure is
characterized by clearly define political parties.

The economic transformation was also based on
liberalization, deregulation of the market (i.c., the
deregulation of prices, foreign trade, and private
enterprises) was an integral part of the underlying
economic change; yet market deregulation alone was
not sufficient. Such a transformation would be far too
time-consuming and expensive. It was therefore
necessary to facilitate the transformation through
positive actions, of which widespread privatization
was the most important. It required the application of a
specific mix of standard and unique types of
privatization. At present, this particular transformation
process is coming to an end.

Nothing else needed to be done. Some people,
however, still want to take advantage of the collapse of
communism to create something more than “just” a
free society. Five years ago, these individuals did not

agree with our vision of the world; it is not surprising
that they disagree with us now. For them, it is not
enough that our country has free citizens—they would
like it to have better citizens. They pretend to know
what is wrong with us and why, and presume that they
can straighten us out. In their eyes, we are too
materialistic, too egotistical, too shortsighted, and too
narcissistic. They do not believe that freeing people
from their various shackles is enough. They would like
to transform not only social institutions but human
beings themselves.

I agree with their criticism of excessive materialism,
egotism, shortsightedness, and narcissism. But I do not
agree with the idea that we should be cured by someone
else. We have already had some experience in this
area. Several decades ago, the violation of human
nature by collectivism'® and state control created an
Orwellian? world here, which we are now happy to
have put behind us. Today, the violation of human
nature by moralizing, elitist, and perfectionist ambitions
would create a Huxleyan3 “Brave New World.” (From
a speech commemorating the fifth anniversary of the
Velvet Revolution. 17 November 1994.)

Thinking about Key Concepts and Ideas

1. Explain the difference between the two aspects of
the radical and revolutionary change process that
has transformed Czech politics and economics
since 1989. How were they related to one another?

2. For Klaus, what was the essence of the changes
that have taken place since 19892 What further
changes does he believe are desired by “some
people” in Czech society? Why, according to
Klaus, do they want these changes?

3. Does he agree with any of the criticisms of
society offered by those who would change the
system further? If yes, what? Why, then, does he
oppose the further changes they propose?

1 Editor's Note: collectivism—collective control over production and distribution.

2 Editor's Note: reference to George Orwell, whose Animal Farm warns of the dangers of excessive state control.

3 Editor's Note: reference to Aldous Huxley, whose Brave New World describes a society in which humans are

engineered for perfection and dissension is not tolerated.
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Excerpt from “Civil Society After Communism: Rival Visions,” by Vaclav Havel, Viclav Klaus
and Petr Pithart in the Journal of Democracy, Vol 7.1 (January 1996): pp. 12-23.
Copyright © 1996 Johns Hopkins University Press, Journals Division, Baltimore, Maryland.
Reprinted by permission of the Johns Hopkins University Press.

We are witnessing the advent of a new moralism.
This does not mean that we are any more or less moral
today than in the past, either as individuals or as whole
nations. It is a fact, though, that verbal moralizing has
become one of the most fashionable trends of our time.
Everyone wishing to take part in public life must make
a show of grappling with this issue. That is why it has
become part of our political discourse. This ethical
universalism, as I call it, can be characterized by one
specific feature: a blurring of the difference between
what exists and what one desires, between normative
and positive statements. It seems to me that those who
support ethical universalism, for a variety of reasons,
either reject or undervalue this key distinction.

They act in this manner, I believe, mainly for the
following reasons. First, they see the existing situation
differently as regards the possible mechanisms for
changing reality. Second, they rely on a view of the
elementary determinants of human behavior that
refuses to accept as a staring point the fact that man is
an autonomous, rational individual fighting for his
own interests. They consider the defense of such a
view as an expression of cultural and moral relativism,
as subjectivism and worthless nihilism. They see man
and the world differently than does standard social
science. Third, they have certain feeling of superiority,
a feeling that they know best. That is why they think
they can and should advise others on what is good,
both morally and socially. They believe in the
necessity of this method of influencing others’
behavior.

It seems to me that this ethical universalism, which
aspires to the role of a new contemporary religion (it
has, incidentally, been accepted with open arms by
Catholicism), is in complete opposition to the ideals of
the Enlightenment, to the political economy (and the
moral impulses) of Adam Smith, and to the legal ethics
of Immanuel Kant. In other words, it is probably much
closer to the Aristotelian concept of “the good life,”
which can only be lived in a certain community.

I do not trivialize everything connected with this
view. Nobody claims that man is a rational computer,
that he does not possess a shred of altruism, or that he
is not embedded in some form of human community.
We only claim that in looking at the world, one must
first focus on the individual and everything that the
individual represents. Conceptions of the world should
not begin with an examination of this or that
institution, or other systems of values to which one
might be connected. Therefore, we should move
carefully through the minefield that is the criticism of
“empty” and the defense of “collective humanity.” It is
dangerous.

(From the article “Ethical Universalism and Our
Times,” published in the Prague newspaper Lidove no
viny, 12 December 1994.)

Thinking about Key Concepts and Ideas

1. What does Klaus mean by saying that “We are
witnessing the advent of a new moralism”? What is
the chief feature of what he characterizes as
“ethical universalism™?

2. What do supporters of ethical universalism think
about this distinction? What three reasons for this
does he outline? What does he mean by each of
these points?

3. Why do you think Klaus calls this ethical
universalism “a new contemporary religion”?
Recalling what you know about the ideas of the
Enlightenment, why does Klaus see ethical
universalism as a rejection of the ideas of the
Enlightenment? Which Enlightenment idea do you
think he means?

4. Why do you suppose Klaus is wary of ideas based

on “collective humanity”? What does he suggest
society focus upon instead? Why?
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