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Introduction

ermany is a country in transition. The end of the Second World War brought

with it the rebirth of democracy in a country that has for centuries enjoyed a
proud tradition of self-determination. The termination of the Cold War as symbolized by
the demolition of the Berlin Wall in 1989 and the resulting reunification of East and West
Germany presented both unique opportunities and challenges for economic, social, and
political growth in that country. As a result of that growth, Germany has established itself
as a major player in world affairs.

This document has been developed to help teachers and students understand how
Germany's rise as a strong democratic republic after World War 11 has led to that country’s
rebirth as a major economic power in Europe. The lessons contained in this publication
will enable teachers and students to explore Germany'’s social, political, and economic
experiences since 1945. Studying Germany’s history and literature can provide students
with a foundation for understanding the relationship between past and present. Such
knowledge will equip students to deal with social, political, and economic issues that might
arise in our own country.

The lessons in this document will also help students to understand chronological
thinking, the connection between causes and effects, and the relationship between conti-
nuity and change. Studying the history and literature of postwar Germany will enable
students to see how the German people have grappled with the fundamental questions of
truth, justice, and personal responsibility. They will also more fully understand that ideas
have real consequences and realize that events are shaped both by ideas and the actions of
individuals.

In 1995, the Virginia Board of Education took an important step to raise the expecta-
tions for all students in Virginia's public schools by adopting new Standards of Learning
(SOL). The new standards set reasonable targets and expectations for what teachers need
to teach and students need to learn. The lessons contained in this publication provide
useful instructional approaches for teaching Virginia's History and English SOL.
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The First Postwar Years: Reconstruction and
Economic Development after World War |l

1945: A Watershed Year in German History

The location of a great historical battle often conjures up visions of catastrophic
defeat. Examples of this would be Waterloo for the French and Stalingrad for the Ger-
mans. Sometimes a date raises the vision of an ominous event in the history of a nation —
e.g., in the history of the Roman Empire, the Ides of March in 44 B.C. when Caesar was
assassinated. In German history, the entire year 1945 is such a date. On April 30, 1945,
Hitler committed suicide; on May 7 and 8, his generals signed the declaration of total
capitulation; on May 9, the Second World War in Europe formally ended.

The situation could not have been worse. Germany was utterly defeated; its cities
were in ruins. More than three million soldiers and two million civilians had been killed.
Twelve million people flooded into Germany after having been expelled from the
Sudetenland in Czechoslovakia and from what had been German territories in present-
day Poland and Russia. There was a great shortage of food, shelter, and coal for heating.
Cardinal Frings of Cologne declared in a sermon that under those dire circumstances, it
was morally acceptable for parents to steal some coal for their freezing families. As a
result, the verb fringsen was coined. But there was another dimension to the defeat be-
sides this misery. By methodically murdering millions of Jews in Auschwitz and other
concentration camps, the Nazi regime had left Germany with a grave moral burden. The
country had become an outcast among civilized nations.

The allied role

In the conferences of Teheran in the late fall of 1943 and Yalta on the Crimean
peninsula in February of 1945, Roosevelt, Churchill, and Stalin prepared a blueprint on
how to deal with Germany after the end of the war. The three leaders agreed that Ger-
many would be divided into three occupation zones. Berlin would also be divided into
three sectors. They agreed further that Germany would lose its eastern provinces to the
Soviet Union and Poland. Poland in turn would lose part of its eastern territory to the
USSR.

After the war ended, the three Allies met again, this time in Potsdam, a city just
southwest of Berlin. This conference, which took place in late July of 1945, had a some-
what different cast of participants. The Soviet Union was still represented by Stalin. In-
stead of Roosevelt, who had died on April 12, Harry S. Truman participated for the United
States. Churchill led the British delegation, but he was replaced shortly before the end of
the conference by the newly elected prime minister, Clement Attlee. Because the Allies
had demanded total capitulation, they not only assumed total control over Germany after
their victory, but they also had to take full responsibility for the future of the country.
This included the economic treatment of Germany, the design of new political structures,
and measures to stamp out National Socialism, punish the worst offenders of the Nazi
regime, and reeducate the followers of Hitler.
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France was not invited to participate in these conferences that determined Germany’s
future because it had played a very minor part in the victory over Nazi Germany. France
had been overrun and occupied by Hitler’s forces in 1940. It was freed in the latter part of
1944 after the Normandy invasion. Even though French troops under the leadership of
General Charles de Gaulle had been involved in the liberation of France, the country had
not been granted equal status as an ally, much to the chagrin of de Gaulle. Nevertheless,
it became one of the occupying powers. However, as Stalin demanded, the French zone
was carved out of the American and British zones. Thus the Soviet Union ended up with
the largest chunk of territory, especially if one considers that it also annexed the northern
half of East Prussia, which did not count as an occupation zone. The Soviet zone had the
added advantage of combining rich farmland in Mecklenburg and Pomerania with a well
developed industrial base in Saxony and Thuringia.

In Potsdam, the Representatives of the United States, Great Britain, and the Soviet
Union had agreed to treat Germany as one economic unit. Stalin and his foreign minister,
Vyacheslav Molotov, wanted to prevent the Ruhr district — the industrial powerhouse of
Germany — from falling solely under the control of the Western Allies. Great Britain and
the United States, on the other hand, wanted to make sure that their zones would receive
some of the agricultural production of the Russian zone. However, economic cooperation
between the occupation powers did not in fact take place, as will be discussed below. The
Soviets expected reparation shipments from the western zones, but they were not willing
to formulate a common import-export program as had been promised. Therefore, General
Lucius Clay decided in May 1946 to stop all shipments from the American to the Soviet
zone.

The organization of political life

There seemed to be agreement among the Allies that the reorganization of political
life in Germany should be built on democratic principles. It soon became apparent, how-
ever, that the Western Allies and the Soviet Union had an entirely different understand-
ing of democracy. Shortly before the end of the war, a group of German Communists who
had fled Nazi Germany and had been trained in Moscow was brought back to Germany.
Among them was Walter Ulbricht, who was to assume a leading role in the political life of
the Russian zone. The Russians were the first to license political parties; they did so one
day after the formation of the Soviet Military Administration. Even though other parties
received a license, the Communist Party of Germany (KPD) enjoyed a privileged position
from the start and soon eclipsed its rivals.

Partly in reaction to the speed the Soviets exhibited in licensing parties in their
zone, and partly as a logical step in the reconstruction of political life, the Western Allies
started the process of party formation in their zones in the fall of 1945. They followed a
grass-roots approach, allowing parties first at the local level. Only parties with demo-
cratic principles — but including the KPD — were given a license.

Dealing with Germany’s past

As mentioned before, the third responsibility facing the Allies in 1945 was the so-
called de-Nazification of the Germans. All four Allies agreed on the necessity of punishing
the worst Nazi criminals. The Nuremberg Trials began in November 1945 and lasted
almost a year. Several high officials in the Nazi hierarchy were given the death penalty,
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among them Hermann Goering, Hitler’'s deputy and commander of the air force, who hanged
himself in his cell. Many were given prison terms of various duration. These trials were
later followed by many more trials, conducted mainly by German courts but also by courts
in the countries in which alleged war crimes were investigated.

Besides the Nuremberg Trials, the Allies tried to deal in various other ways with
Germany’s Nazi past. In the western zones, former members of the Nazi-party were clas-
sified in five categories. Depending on the degree of their involvement, they were either
imprisoned, fined, restricted in their political life, or declared innocent. The Soviets pro-
ceeded in a more radical fashion. More lawyers, teachers, and former state and city em-
ployees were removed permanently from their positions. Quite often they disappeared in
internment camps, where many died under harsh conditions and mistreatment.

The Cold War and the Division of Germany

The occupation zones move in different directions

In July 1945, the three victorious Allies decided in Potsdam to form a joint body, the
Allied Control Council, which would decide questions concerning Germany as a whole.
This Council, which later included the French, met in Berlin and was headed by the four
allied commanders-in-chief. Almost from the start, it had trouble agreeing on any central
administrative measures or institutions. The culprit was not always the Soviet commander-
in-chief, at least not initially. The French representative informed the others that his
government could not agree at this time to one important goal that the three war-time
Allies had set at the Potsdam Conference — i.e., to create eventually a central German
government. Because of the French objection, certain central administrative agencies en-
visioned in the Potsdam Agreement, such as the one planned for transportation and fi-
nance, were not formed.

If we can regard this failure to form common German institutions as the first stum-
bling block to the unification of the four zones, a second, weightier one was soon to follow.
The Soviet Union proceeded quickly to shape the political institutions, industrial economy,
and agriculture of its zone according to Communist principles, resulting in profound changes
(discussed below). By this time there could no longer be any illusion that the Soviet Union
would let its zone be ruled according to Western democratic principles. Consequently, a
unified German government no longer seemed a realistic prospect, at least in the short
term.

At the same time, the Soviet Union forced its Marxist-Leninist interpretation of
democracy on the Eastern European countries. It pressured Poland, Czechoslovakia, Ruma-
nia, Bulgaria, and in 1948 Czechoslovakia to set up Communist governments. Soviet mili-
tary strength made sure that any serious opposition was futile. On March 5, 1946, Win-
ston Churchill made his famous speech in Fulton, Missouri, in which he declared: “From
Stettin in the Baltic to Trieste in the Adriatic, an Iron Curtain has descended across the
Continent.”

The Allies still held joint meetings in the Allied Control Council as well as discus-
sions at various meetings of the foreign ministers, but they could no longer agree on any-
thing substantial concerning Germany. The rising tensions at the onset of the Cold War
made it unlikely that the Germans would be granted the right to form a central govern-
ment in the foreseeable future and to live again in a united country. Those Germans who
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had the misfortune of living in the area occupied by the Soviet Union felt increasingly
isolated, and many East Germans fled to the western zones. For those Germans, however,
who lived in the three western zones, the rising tensions between the Western Allies and
the Soviets held the promise of improved living conditions and more political autonomy.
Americans in particular began to look upon “their” Germans in a new light. They wanted
to make sure that living conditions improved in the western zones so that the population
would resist Communist influence.

Secretary of State James F. Byrnes signaled in a speech in Stuttgart on September
6, 1946, that from now on the United States’ policy towards Germany would be more
conciliatory. The United States and Great Britain combined their zones into the so-called
Bizone, which was created on January 1, 1947. The declared purpose was the improve-
ment of economic planning, but actually it was also to serve as the seed for a central West
German government. France hesitated because it tried at the time to annex the Saarland
economically and even politically and believed that the creation of any kind of central
German government would hinder this endeavor. (In 1955, the people in the Saarland
made it clear in a plebiscite that they wanted union with Germany, and the territory was
joined to West Germany as a new state or Land in 1957.) But with the Communist coup in
Czechoslovakia in 1948, the French joined their zone to the Bizone in February 1948, thus
uniting the three Western zones economically and setting the stage for political union the
following year.

The Truman Doctrine and the Marshall Plan

The Moscow Conference of Foreign Ministers, which opened on March 10, 1947, made
the rift between the Soviet Union and its former Allies even more obvious. Two days later
President Harry Truman declared in a speech before Congress that Communism had to
be resisted by giving economic, financial, and military support to countries that were
threatened by it. This speech later became known as the Truman Doctrine; it represented
the beginning of the American policy of containment of the Soviet Union. It was followed
by the far-reaching initiative, the Marshall Plan, announced on June 5, 1947 (discussed
below).

The reorganization of political life

In the meantime, the reorganization of political life had not been standing still. The
first local elections in Western Germany took place at the beginning of 1946, and the first
elections to the state parliaments followed in November and December of the same year.
The manner in which these elections were conducted revealed the increasing gap between
the forms of government in West and East Germany. Even though there were slight dif-
ferences in procedure in each of the three western zones, the elections there were con-
ducted according to democratic rules. In East Germany, the Social Democratic Party (SPD),
the party with the longest democratic tradition in Germany, was forced to unite with the
Communist Party (KPD) in April of 1946 to form the new Socialist Unity Party (SED).
This party was to dominate political life in East Germany until 1989. The five East Ger-
man states (Lander) did not fare any better. Created in 1947, they lacked political clout
and were replaced by fifteen districts in 1952.

The rift that had already developed between the three western zones on the one
hand and the Soviet-held zone on the other was made apparent at a conference in Munich
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in June 1947. The prime minister of Bavaria had invited the prime ministers of the newly
formed state governments in East and West to this conference. When the East German
representatives arrived, they demanded that the agenda of the conference be changed.
They insisted on the discussion of the formation of a central government, a demand that
ran counter to the instructions laid down by the Western military governments as a pre-
condition for the conference. When the chairman of the conference rejected the demands
of the East German representatives, they got up and left before the conference even started.

Rising tensions, the Berlin blockade, and the Berlin airlift

The tension between the United States and its Western Allies on one side and the
Soviet Union and its satellite states on the other had been building continuously since the
war ended. In 1948, events steered the two superpowers towards a confrontation. In Feb-
ruary, the Communists took over the government of Czechoslovakia. On March 20, Mar-
shal Sokolovski walked out of an Allied Control Council meeting in Berlin in protest against
allied actions. (The Council was not reconvened again until 1990 during the process of
German reunification.) On June 23, 1948, as a reaction to the Western currency reform
(discussed below), West Berlin was cut off from the East German supply of electricity and
coal. Access roads from West Germany to Berlin were blocked in an effort by the Soviet
Union to drive the Western Allies out of the city.

The problem seemed insurmountable. How could a city of almost two million be
supplied entirely from the air? The will of three men made it possible. The American
commander-in-chief, General Lucius D. Clay, had a meeting with Ernst Reuter, the mayor
of Berlin. Clay talked about the idea of feeding the population of West Berlin by air and
asked Reuter whether the Berliners would be able to withstand the hardships. Reuter
answered, “You take care of the airlift and | take care of the Berliners.” President Truman
understood the importance of West Berlin as a bastion of Western democracy. The block-
ade lasted for more than a year. When it ended, world opinion in general and American
opinion in particular had undergone a change. The city which had been a symbol of Hitler’s
evil empire turned into a symbol of the will of free people to stand up to Communist
aggression.

The French historian, Alfred Grosser, describes the importance of the airlift in the
following way:

The airlift has saved Berlin. The airlift, moreover, has permanently shaped West
German policy, especially foreign policy. In the winter of 1948-49, a German-Ameri-
can solidarity formed. American planes were certainly not the only ones which par-
ticipated in the transport of coal and food. But it was the government in Washington
and General Clay who organized the airlift and furnished most of the supplies. From
now on, every German foreign policy which was not based on the premise that the
further protection of Berlin and West Germany depended solely on the trust of the
Americans in German policy would seem unacceptable.

In other words, the foremost goal of every West German chancellor for decades to
come would be to earn and keep American trust. As we will see, Berlin was to remain the
focal point of the Cold War. It was a sore in the side of the Communist camp, which the
Soviets tried repeatedly to remove. In contrast to the drab existence of the East Berliners,
the vibrant life of West Berlin made a mockery of the Communist claim of superiority.
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Thousands of disillusioned East Germans used Berlin as an exit to freedom until the East
German policymakers stopped the exodus by building the infamous Berlin Wall in August
1961.

Passage of the Basic Law and the establishment of a West German state

During the Berlin Airlift, the new West German state, the Federal Republic of Ger-
many, was created. In June 1948, a conference took place in London with not only the
three Western Allies but also the Benelux countries participating. This conference autho-
rized the prime ministers of the German states (Lander) to convene a constitutional as-
sembly. On May 23, 1949, the Basic Law, intended as a provisional constitution, came
into effect. On August 14, the first elections to a West German federal parliament were
held. On September 12, Konrad Adenauer was sworn in as the first chancellor of the new
government. The Soviets responded by allowing the East German Communist leaders to
draft a constitution and form a central government of their own. On October 7, 1949, the
German Democratic Republic was founded. As we will see in the next lessons, the two
German states did not share many features in the beginning and drifted even farther
apart in regard to constitutional order as time went on.

The economic recovery of Germany

Conditions after World War 11 favored neither a rapid German economic recovery
nor a role for German politicians and economists to shape West Germany’s economic fu-
ture. Yet the economy developed better than expected, and Germans were able to partici-
pate as a result of unanticipated events, including the different agendas of each of the
occupying powers.

The Soviet Union and France had been invaded by Nazi Germany. Their populations
had therefore suffered a great deal more than the American or British people. The Soviet
Union had lost more than 20 million of its inhabitants. Both countries felt they were
entitled not only to have their occupation troops fed and paid for by Germany but also to
dismantle and ship factory equipment and industrial output to their homelands. The So-
viet Union proceeded much more massively and systematically than France. For example,
the Soviet troops removed one of the two railroad tracks that ran through much of their
occupation zone, thus hampering the movement of people and foodstuffs within the terri-
tory. According to Mary Fulbrook in her book, The Divided Nation: A History of Germany,
1918-1990, “Soviet dismantling reduced the productive capacity of the (Soviet) zone by
about 26%, compared with a figure of 12% for the western zones. By the spring of 1948,
the Soviets had dismantled over 1900 plants, almost 1700 of them completely.” (pp. 153—
154)

Immediately after the War, there was no clear American or British policy on how to
treat the German economy. It is not surprising that initially none of the war-time Allies
felt inclined to treat the Germans leniently. Various plans on how to proceed had been
under discussion before the war ended. One of the most prominent was the plan named
after the Secretary of the Treasury, Henry Morgenthau, Jr. According to this plan, Ger-
many would have lost considerably more territory than it later did; it would have been cut
up into several small German states and reduced to an agricultural society. Even though
the Morgenthau Plan was eventually rejected, some of its ideas were followed temporarily
after the war.
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The three principles that the Western Allies initially applied to the German economy
were

= the extraction of goods and money, whether in the form of reparations or pay-

ments for the occupation forces;

= the reduction of the industrial plant; and

= the transformation of large corporations like the Krupp Steel Company into much

smaller firms.

It soon became apparent that this concept had serious flaws. Even before the war, Ger-
many had to import 20 percent of its food supplies. With the loss of the rich agricultural
areas in Silesia and East Pomerania, this percentage was bound to increase. The Ameri-
can and British governments saw themselves forced to import food for the populations of
their zones in order to avert mass starvation. If the German industrial output had been
reduced, Germany would not have been able to become self-sufficient, much less to have
made payments to the occupying forces.

The United States and Great Britain began to recognize the need to revive the economy
in their zones. But they differed in the methods which they thought should be applied.
The newly elected Labour government in Britain wanted to implement socialist principles
in Germany as well as at home, including the nationalization of key industries. The Ameri-
can government opposed this concept vehemently. In this situation, which could easily
have led to a stalemate, American leadership was decisive. W. R. Smyser has written in
his book, The German Economy: Colossus at the Crossroads, about the postwar German
economy,

The U.S. government began to differ with its friends in the first years of the occupa-
tion. Washington became more and more disturbed by the prospect of Soviet domina-
tion over all of Europe after the anticipated American withdrawal. The American
occupation commander, General Lucius Clay, increasingly saw Germany as a poten-
tial bulwark against the Soviet Union. Clay also wanted to prevent Germany from
becoming a permanent liability for the United States and others, and he repeatedly
blocked Russian and even French efforts to exact reparations from the Western zones.
Nor did Clay endorse or support London’s efforts to establish a socialist system in
Germany. (p. 131)

Under Clay’s leadership, the American government sought to combine the Western zones
in order to achieve an economically more viable territory. As we have seen above, this was
accomplished by the beginning of 1948.

A giant step toward economic recovery was taken when the Truman Administration
decided to grant Europe, including Germany, a large financial aid package, generally
referred to as the Marshall Plan. In this so-called European Recovery Program (ERP),
Secretary of State George C. Marshall offered financial aid to European countries in East
and West, including the Soviet Union and all of Germany. The United States now offi-
cially supported the view that “an orderly and prosperous Europe requires the economic
contributions of a stable and prosperous Germany.” Under the threat of Communism, all
thoughts of punishing Germany further and restricting its economy were abandoned. Coun-
tries which were to receive the Marshall Plan aid had to follow the principles of a market
economy. Since the economies of the Soviet Union, its Eastern European satellites, and its
German zone were all state-controlled, and, more importantly, since Stalin objected, it
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came as no surprise that they all refused the offer. The consequence of this refusal was to
be far-reaching. While the economies of West Germany and Western Europe as a whole
soon began to pick up and prosper, economic development in the Soviet Union and East-
ern Europe was destined to lag behind. Anthony Glees concluded in his book, Reinventing
Germany: German Political Development since 1945,

It is hard to exaggerate the importance of this American policy which had such a
profound impact on the shaping of Germany'’s future .... [W]estern Germans used it
first for food and then for modernizing their industrial base and building homes. The
impact this act of American generosity (the aid was a gift, not a loan) had on western
Germans was enormous; it played a key part in locking West German democracy into
the Atlantic relationship. (p. 37)

German confidence was also boosted sharply by a crucial currency reform in 1948.
The old Reichsmark had lost most of its value, and currency reform was the next logical
step in creating the conditions for economic recovery. When the Allied Control Council
failed to agree on a currency reform for all of Germany, the Western Allies decided to act
separately. On June 20, 1948, the Deutschmark (DM) replaced the Reichsmark in the
three Western zones and West Berlin, setting the stage for financial stability for decades
to come. The Soviets reacted with a currency reform in their zone and a blockade of West
Berlin. The fact that from now on people in East and West no longer used the same cur-
rency pushed the two halves of Germany farther apart.

While the Marshall Plan and the currency reform were initiatives undertaken by the
United States either alone or with the support of Great Britain and to a lesser extent
France, German politicians were included in economic decision-making much earlier than
originally envisioned. Smyser writes, “Allied uncertainties and disagreements served not
only to delay and finally block the originally planned dismantling of the German economy.
More important, they gave the Germans themselves the unexpected opportunity to define
their own economic destiny.” (p. 131)

Ludwig Erhard had emerged already in 1948 as the economic architect of the Brit-
ish-American Bizone. In contrast to many other German politicians of the time, he agreed
with General Clay that socialization of the German economy had to be avoided. Erhard
was to become one of two politicians who shaped the Federal Republic more than anyone
else. Together with Konrad Adenauer, the political architect who anchored the new West
German state in Western Europe, reconciled it with its neighbors, and closely attached it
to the Atlantic Alliance, Ludwig Erhard set the course for economic reconstruction and
earned himself the title, “father of the economic miracle (Wirtschaftswunder).”

The social market economy

Erhard’s concept for the German economy became known as the “social market
economy.” Together with his colleagues mostly from the University of Freiburg, Professor
Erhard had secretly begun to develop the concept during the years of Nazi rule. The so-
called Freiburg School was searching for a new model for the postwar economy that would
avoid the pitfalls of the Weimar Republic and Nazi era. As expressed in the definition, it
consisted of two strands of ideals and ideas. In looking for a market economy, Erhard and
the Freiburg School proclaimed that freedom of initiative was to be one central idea. The
role of the government was to be limited to the protection of the competitive environment
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from monopolistic tendencies. Under the motto “as little government as possible, as much
government as necessary,” the state was to play a mainly regulatory role in the market
economy. Erhard wanted to avoid the kind of connivance between big business and gov-
ernment that had helped to bring Hitler to power. Consequently, he also rejected the
formation of big cartels that would wield too much influence. Besides freedom of initia-
tive, Erhard wanted to guarantee stability in order to avoid the economic collapse that
occurred in the late 1920s. A strong currency was to be the cornerstone of the new economy.
Thus in 1948, the Deutschmark, usually called simply DM or Mark, replaced the Reichsmark
throughout the territory of the Federal Republic and West Berlin. A politically indepen-
dent body, modeled after the American Federal Reserve, became the watchdog of mon-
etary stability. Since 1957, its name has been Deutsche Bundesbank, and it has been
located in Frankfurt am Main, Germany'’s financial center.

The second strand of ideas for the social market economy stemmed from the desire
to maintain and promote social peace and justice. In the 1920s and 1930s, the political
battles between left and right had been fierce. Adenauer and Erhard both wanted to avoid
a climate of confrontation that could lead to the re-emergence of radical movements. They
were joined in this wish by the trade union leaders. W. R. Smyser notes,

As the German economic and political leaders shaped their plans for the future Ger-
man economy, they found themselves thinking in political, societal, and human terms
as well as economic. They saw in Germany’s Stunde Null (Zero Hour) an historic, and
perhaps a final, opportunity to take Germany on new and totally different bearings.
The economy was to be an instrument for prosperity, but it was also to safeguard
democracy and to help maintain a stable and peaceful society. (p. 130)

The social commitment appears even in the Basic Law. Article 20 states: “The Fed-
eral Republic of Germany is a democratic and social federal state.” Directly following the
war, the main social features of the system consisted of the following:

1. A government-regulated health insurance scheme for everyone except those pro-
fessionals who could afford private insurance. Besides illness, this public health
insurance also covered preventive and curative health care. A person could apply
for a stay in one of Germany’s many spas for three weeks or longer in order to
receive treatments for an ailment. Part of the cost was to be covered by the health
insurance and part by the person’s employer. Health insurance also covered the
elderly, pensioners, the unemployed, trainees and students, and the disabled.

2. Pensions for all former members of the armed forces as well as civilian war vic-
tims. When these programs first became available, 4.5 million Germans applied.

3. Subsidized rents for a considerable number of Germans in order to keep living
expenses down. A massive building boom in apartment houses helped to provide
housing for refugees and those who had lost their housing due to bombing.

4. Burden sharing to compensate war victims for their financial losses. Financial
compensation up to a certain limit was given to the more than ten million refu-
gees and expellees from the Sudetenland in Czechoslovakia and eastern prov-
inces of Germany lost during and after the war as well as to the more than a half
million refugees from the Soviet occupied zone. Also, assets that had remained
unharmed in the West during the war were taxed more heavily.
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All of these measures, as substantial as they may seem, were only the beginning of a
welfare system which over the years became increasingly generous. (By the 1990s, many
observers began to argue that this development was beginning to endanger the very idea
of a market economy built on personal initiative as envisaged by Erhard.)

Besides the benefits mentioned above, decisions in the field of labor relations fur-
thered social harmony. In Weimar Germany before Hitler, trade unions had been orga-
nized according to party affiliation. The relationship among them had often been very
confrontational. Hitler suppressed all trade unions. In postwar West Germany, the social-
ist, Christian, and liberal trade unions were merged, thus eliminating the opposition among
their members.

One of the major goals of trade unions was the achievement of worker participation
in decisions made by industrial corporations. The British occupation authorities, at that
time operating under a Labour government, first introduced co-determination into the
steel industry of the Ruhr Valley. In 1951, federal law provided that representatives of
workers in large West German coal and steel companies would hold a number of seats
equivalent to those held by stockholders’ representatives on the supervisory boards that
exercised ultimate corporate authority over the companies’ operations. An additional seat
would be held by a person acceptable to both sides. Trade unions tried to achieve a similar
worker representation in other industries, but at the insistence of business leaders, they
had to settle for one-third of the seats on the advisory boards.

Henry J. Turner, Jr. describes in his book, Germany from Partition to Reunification,
another union accomplishment:

The Factory Constitution Law established, in addition, works councils elected by em-
ployees of all but the smallest of firms. In consultation with management, these coun-
cils were to resolve problems affecting the workplace other than those covered by the
basic terms of collective-bargaining contracts. As works councils received no direct
voice in management, they were dismissed as a palliative by the frustrated advocates
of thoroughgoing co-determination. The councils nevertheless often proved an effec-
tive device for reducing friction between management and labor. (p. 11)

The combination of generous social benefits and unparalleled worker participation
in the economic decision-making process led to a period of social peace that was unique
not only in German history but perhaps in all of Europe. It contributed substantially to
the success of the postwar West German economy. The spirit of cooperation between orga-
nized labor and management, the absence of costly labor conflicts, and the restraint of
trade unions in wage negotiations made West German goods highly competitive.

The economic miracle

The German economic success story, referred to as the Wirtschaftswunder, did not
begin immediately. The outbreak of the Korean War in 1950 raised the demand for indus-
trial goods dramatically all over the world. Several factors helped to make German prod-
ucts particularly competitive. They include the following:

1. By the 1950s,due to the destruction during World War Il and some dismantling
of German industry, Germany’s factories had more modern machinery than was
found in most other countries. The Marshall Plan was directly responsible for
much of the rebuilding of the industrial base.
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2. Due to the cooperation of labor unions, wages were lower in the Federal Republic
than in other Western countries. Also the general absence of strikes translated
into higher productivity. Thanks to the age-old system of apprenticeship train-
ing, workers were also generally highly skilled. And because of the influx of refu-
gees, there was an abundant labor force.

3. German industry was more flexible and could adjust to demand more easily than
socialized industries in Great Britain and France.

Due to its lack of natural resources, Germany has always had to rely on exporting
goods. It has been most successful in the fields of automobiles, machine tools, engineer-
ing, ship building, and steel. Exports of these and other goods skyrocketed during the
1950s, and by the end of the decade, West Germany ranked second in world trade, out-
done only by the United States. In the years between 1950 and 1954, the gross national
product rose at an average annual rate of 8.2 percent, and in the years 1955 to 1958 at a
rate of 7.1 percent. One example of the economic boom was the production of passenger
cars which increased more than 27 times between 1949 and 1966. The Volkswagen beetle
became the symbol of the economic miracle and was highly popular not only in Germany
but also in the United States.

In the meantime, purchasing power more than tripled. After years of deprivation,
Germans enjoyed their ability to consume and went through several “waves” of consumer
behavior. After the FreRwelle (eating binge wave) came the Kleidungswelle (clothing buy-
ing wave), followed by the Einrichtungswelle (furniture buying wave) and finally the
Urlaubswelle (vacations and travel buying wave). Germans are still the world’s most dedi-
cated tourists, traveling in proportionately larger numbers than the people of any other
country.

It seems appropriate to point out at the end of a lesson dealing with the postwar
years in Germany that economic success became for West Germans a substitute ideology
for the national pride they could no longer feel as a result of the Nazi atrocities. Thus
Germans took pride in their economic miracle, reconciling themselves to the fact that in
the political arena Germany had become a relatively minor participant. This was to be
expressed later as “Germany being an economic giant but a political dwarf.”

Meanwhile, in East Germany an economic miracle on a smaller scale was taking
place, so that the GDR was sometimes referred to as the “Golden West” of the east. In the
early 1960s, it was ranked among the ten most industrialized countries in the world. But
in contrast to West Germany, the population benefitted relatively little from industrial-
ization. Housing and consumer products were the stepchildren of an economy that was
closely linked to the Soviet Union. Strict central planning focused on industrial produc-
tion of heavy machinery destined for Soviet agricultural use and investment products, as
well as uranium to be used by the Soviet Union. In spite of rather drab living conditions,
many East Germans nevertheless gained a feeling of pride from their economy which was
guite successful in comparison to the rest of the Soviet Empire.

Conclusion

The situation in Germany after the war was desperate and chaotic. Not only was
there a severe lack of food, fuel, and housing, but Germans were also looked upon as moral
outcasts as a result of the horrors of the Holocaust. Even though the Allies had planned to
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treat Germany as one economic unit, cooperation among them soon broke down. While the
Soviet Union continued to exploit its zone, the United States, Great Britain, and later
France came to the conclusion that they had to help their respective zones recover and
become self-sufficient.

Some political activity was already permitted at the end of 1945. While the Ameri-
cans and British followed a grass-roots approach, the Soviets organized their zone accord-
ing to centralized Communist principles. When it became clear that the Soviets were
about to make their zone into a puppet state, all cooperation between the Western Allies
and the Soviet Union ceased. The division of Germany into East and West threatened to
become permanent. The increasing tensions of the Cold War helped the Germans living in
the Western zones achieve better economic and political conditions. The three zones were
combined into what would become the Federal Republic of Germany. Political life flour-
ished at the local, then state, and after 1949, national levels. Meanwhile, the Soviet zone
became the German Democratic Republic, a Soviet-dominated state without the demo-
cratic features common in Western liberal thought and practice.

The Allies also followed different paths with respect to former key members of the
Nazi party. Following the Nuremberg Trials, de-Nazification processes in the West were
at first rigorous and comprehensive, but soon became unwieldy, especially in the Ameri-
can zone. In order to staff the bureaucracy, compromises were made, and the process was
turned over to the West Germans, whose performance in dealing with former officials was
mixed. While there were criticisms in the West that too many former Nazis were not
punished severely enough or not at all, the Soviets and East Germans were far more
sweeping and indiscriminate in their approach and placed not only responsible Nazi offi-
cials but also many fellow travelers and alleged sympathizers in prisons and concentra-
tion camps from which many never re-emerged.

A currency reform in 1948 gave West Germany and West Berlin a new Deutschmark
which was to become one of the strongest currencies in the world. The Berlin Blockade of
1948-1949 cemented a special relationship between the United States and the Federal
Republic. The American government began to look upon West Germany as a bulwark
against communism and Soviet expansion. Due to the generous Marshall Plan aid, the
currency reform, and Ludwig Erhard’s concept of a “social market economy,” rapid eco-
nomic recovery took place and became known as the Wirtschaftswunder. Erhard’s concept
called for a maximum of free competition and a minimum of government intervention
together with a strong government commitment to selected social welfare programs. Worker
representatives in large industrial corporations were granted rights of participation in
decision-making, and work councils on which elected workers in all but the smallest firms
sat to discuss personnel matters helped bring about a spirit of cooperation and labor peace
in the postwar years. Identification with economic success almost developed into a substi-
tute ideology for West Germans who found it difficult to face the trauma of the Nazi years
and the division of their country. East Germans in the meantime enjoyed some modest
economic success, but it could not compare with the rising affluence in the West, and it
came at the high cost of repression.

Regine J. Gunlicks
Richmond, Virginia

This text can be found on the Armonk Institute’s Web site at
armonkinstitute.org/Zgunlickslesson04.htm
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The First Postwar Years: Reconstruction and
Economic Development after World War Il

Lessons in Unit |

Lesson 1: Geography of Postwar Germany

Lesson 2: The Condition of Germany at the End of World War 11
Lesson 3: The Marshall Plan

Lesson 4: Effects of the Marshall Plan

Lesson 5: Berlin Blockade and Airlift

Overview

The lessons in this Unit focus on economic conditions in Germany at the end of
World War Il by addressing the following four topics:

1. The division of postwar Germany and the problems arising from that division

2. The rebuilding of a conquered nation

3. The aid given to Germany from the West and the response from the Soviets

4. The Berlin blockade and airlift and the beginnings of the Cold War

Lesson 1: The Geography of Postwar Germany

Preview of Main Points

This activity will allow students to confront the situation facing the Western powers,
the Soviet Union, and Germany at the end of World War I11. It is important for the student
to understand the tension created by the amount of territory controlled by Soviet forces
and the fear on the part of the United States and Western Europe that the Soviets might
attempt to stretch their influence farther and farther west. This lesson will visually dem-
onstrate the predicament facing the Western powers and will illustrate their belief that
an alliance needed to be forged. Students will also be introduced to the Soviet perspective:
how Stalin viewed the confrontation between the newly emerging super powers, and what
the security issues were for the Soviets that influenced their foreign policy on Eastern
Europe and Germany.

Key Concepts

= Location

e Security

< Containment

= Balance of power
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Related Concepts

< Boundaries and borders
< Alliances

Objectives

During this lesson, students will

= identify the territory occupied by West-
ern and Soviet troops at the end of
World War 11

= identify the problems created by the lo-
cation of the troops at the end of the
War

= explain the perspectives of the West
and the Soviet Union on the reluctance
of the Soviet Union to withdraw its
troops

= identify and evaluate the possible so-
lutions to the problems created the oc-
cupation.

Focus Questions

1. How did the United States and the So-
viet Union view Europe in 1945?

2. What were the different political beliefs
and security issues that drove their re-
spective foreign policies?

Teaching Suggestions

This lesson focuses on map-reading and in-
terpretation skills. The teacher should ask the
students to create maps portraying both the land
controlled by the Western powers and the land
controlled by the Soviet Union at the end of
World War I1. When the maps are complete, the
students should be encouraged to interpret the
meaning of the maps from the perspective of the
United States and the Western Allies as well as
from the perspective of the Soviet Union.

Beginning the Lesson

Explain the situation at the end of World
War Il in Europe as the Nazis were losing on all

RELATIONSHIP TO THE VIRGINIA STANDARDS
OF LEARNING

History and Social Science
9.10  The student will analyze major historical events of the
20th century, in terms of

a. causes and effects of World War | and World War
Il;

b. the Russian Revolution;

c. therise, aggression, and human costs of totalitarian
regimes in the Soviet Union, Germany, Italy, and
Japan;

d. the political, social, and economic impact of
worldwide depression in the 1930's;

e. the Nazi Holocaust and other examples of
genocide;

f. new technologies, including atomic power, and their
influence on the patterns of conflict;

g. economic and military power shifts since 1945,
including the rise of Germany and Japan as
economic powers;

h.  revolutionary movements in Asia and their leaders,
including Mao Zedong and Ho Chi Minh;
how African and Asian countries achieved
independence from European colonial rule,
including India under Gandhi and Kenya under
Kenyatta and how they have fared under self-rule;

j. regional and political conflicts including Korea and
Vietnam; and

k. the beginning and end of the Cold War and the
collapse of the Soviet Union.

9.11  The student will demonstrate skills in historical research
and geographical analysis by

a. identifying, analyzing, and interpreting primary and
secondary sources and artifacts;

b. validating sources as to their authenticity, authority,
credibility, and possible bias;

c. comparing trends in global population distribution
since the 10th century;

d. constructing various time lines of key events,
periods, and personalities since the 10th century;

e. identifying and analyzing major shifts in national
political boundaries in Europe since 1815; and

f. identifying the distribution of major religious cultures
inthe contemporary world.

1111  The student will demonstrate an understanding of the
origins and effects of World War II, with emphasis on

a. therise and aggression of totalitarian regimes in
Germany, Italy, and Japan;

b. the role of the Soviet Union;

c. appeasement, isolationism, and the war debates in
Europe and the United States prior to the outhreak
of war;

d. the impact of mobilization for war, at home and
abroad;

e. major battles, military turning points, and key
strategic decisions;

. the Holocaust and its impact; and

g. the reshaping of the United States' role in world
affairs after the war.

11.12  The student will analyze and explain United States
foreign policy since World War II, with emphasis on

a. the origins and both foreign and domestic
consequences of the Cold War;

b.  communist containment policies in Europe, Latin
America, and Asia;

c. the strategic and economic factors in Middle East
policy;

continued overleaf
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fronts. Using a map, show the students the lo-
cation of Allied troops in 1945 as they were ad-
vancing into Germany from the east and west.

Developing the Lesson

Give each student an outline map of Eu-
rope. Ask them to depict on their maps all the
territory occupied by the Soviet Union and all
that occupied by the Western forces at the end
of the war (see Activity below). Conduct a dis-
cussion in which the class speculates as to the
feelings of the United States, the Soviet Union,
Germany, and Eastern European countries
about the occupation. What might each have
been worrying about in the years directly fol-
lowing the war?

Show the students that one solution to the
problems arising from the occupation of Ger-
many and Eastern Europe was to extend the
right of self-determination to the peoples living
in the occupies territories. Who might have ob-
jected to this solution? Why? How would the
United States have responded to these objec-
tions?

Concluding the Lesson

If the Soviet Union had refused to withdraw its troops from Eastern Europe,

what should have been the response of the United States?

Why would the United States have responded in this way?
To what extent were the Soviets’ concerns about security real?

History and Social Science continued

d. relations with South Africa and other African
nations;

e. the collapse of communism and the end of the Cold
War; and

f. new challenges to America’s leadership role in the
world.

English

9.2 The student will make planned oral presentations.

9.3 The student will read and analyze a variety of literature.

9.4 The student will read and analyze a variety of print
materials.

9.6 The student will develop narrative, literary, expository,
and technical writings to inform, explain, analyze, or
entertain.

9.7 The student will credit the sources of both quoted and
paraphrased ideas.

9.8 The student will use electronic databases to access
information.

104 The student will read and interpret printed consumer
materials.

10.7  The student will develop a variety of writings with an
emphasis on exposition.

10.9  The student will use writing to interpret, analyze, and
evaluate ideas.

10.10 The student will collect, evaluate, and organize
information.

111 The student will make persuasive presentations.

114 The student will read a variety of print material.

11.7  The student will write in a variety of forms with an
emphasis on persuasion.

119  The student will analyze, evaluate, synthesize, and
organize information from a variety of sources into a
documented paper dealing with a question, problem, or
issue.

12.1  The student will make a 5-10 minute formal oral
presentation.

12.7  The student will develop expository and technical
writings.

12.8  The student will write documented research papers.

Conduct a discussion based on the following questions:
1.
2.
3.
Activity

Ask the students to color or shade in areas of their maps to show the countries and
areas occupied by Western forces and those occupied by the Soviet forces immediately
following the end of World War I1. Ask students to answer the following guestions:

1.

ok ownN

What countries were occupied by Soviet troops?

What countries were occupied by Western troops?

How was Germany divided at the end of World War 11?

What problems might this division have created?

What does the map tell us about the balance of power in Europe?
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Lesson 2: The Condition of
Germany at the End of

World War i

Preview of Main Points

This lesson addresses the physical, social,
and economic condition of Germany at the end
of World War Il. Having fought a war on their
own soil and suffered a devastating defeat, Ger-
man citizens were left in a state of physical, eco-
nomic, and psychological ruin. Using photo-
graphs and memories of Germany in 1945, this
lesson allows students to understand and em-
pathize with Germany'’s condition.

Key Concepts

= Reconstruction
e Scarcity and poverty
= Responsibility

Related Concepts

= Occupied country
= Infrastructure

Objectives

In this lesson, students will

= identify major physical, economic, and
psychological problems affecting Ger-
many at the end of WW 11

= empathize with the plight of the Ger-
man people at the end of the War

e evaluate the impact of Germany'’s
physical ruin on its social, psychologi-
cal, economic, and political fabric

= speculate on the role of the victors to-
ward their defeated enemy.

Focus Question

How does one begin to put things back to-
gether after a ruinous defeat?

RELATIONSHIP TO THE VIRGINIA STANDARDS
OF LEARNING

History and Social Science

9.10  The student will analyze major historical events of the
20th century, in terms of
a. causes and effects of World War | and World War

Il;

b. the Russian Revolution;

c. therise, aggression, and human costs of totalitarian
regimes in the Soviet Union, Germany, Italy, and
Japan;

d. the political, social, and economic impact of
worldwide depression in the 1930's;

e. the Nazi Holocaust and other examples of
genocide;

f. new technologies, including atomic power, and their
influence on the patterns of conflict;

g. economic and military power shifts since 1945,
including the rise of Germany and Japan as
economic powers;

h.  revolutionary movements in Asia and their leaders,
including Mao Zedong and Ho Chi Minh;
how African and Asian countries achieved
independence from European colonial rule,
including India under Gandhi and Kenya under
Kenyatta and how they have fared under self-rule;

j. regional and political conflicts including Korea and
Vietnam; and

k. the beginning and end of the Cold War and the
collapse of the Soviet Union.

9.11  The student will demonstrate skills in historical research
and geographical analysis by
a. identifying, analyzing, and interpreting primary and

secondary sources and artifacts;

b. validating sources as to their authenticity, authority,
credibility, and possible bias;

c. comparing trends in global population distribution
since the 10th century;

d. constructing various time lines of key events,
periods, and personalities since the 10th century;

e. identifying and analyzing major shifts in national
political boundaries in Europe since 1815; and

f. identifying the distribution of major religious cultures
inthe contemporary world.

10.12  The student will analyze the patterns and networks of
economic interdependence, with emphasis on formation
of multi national economic unions, international trade,
and the theory of competitive advantage, in terms of job
specialization, competition for resources, and access to
labor, technology, transportation, and communications.

10.13  The student will distinguish between developed and
developing countries and relate the level of economic
development to the quality of life.

10.14 The student will analyze the forces of conflict and
cooperation as they influence
a. the way in which the world is divided among

independent countries and dependencies;

b.  disputes over borders, resources, and settlement
areas;

c. the historic and future ability of nations to survive
and prosper; and

d. the role of multinational organizations.

1111  The student will demonstrate an understanding of the
origins and effects of World War II, with emphasis on
a. therise and aggression of totalitarian regimes in

Germany, Italy, and Japan;

b. the role of the Soviet Union;

continued overleaf
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History and Social Science continued

c. appeasement, isolationism, and the war debates in
Europe and the United States prior to the outhreak
of war;

d. the impact of mobilization for war, at home and
abroad;

e. major battles, military turning points, and key
strategic decisions;

. the Holocaust and its impact; and

g. the reshaping of the United States' role in world
affairs after the war.

11.12  The student will analyze and explain United States
foreign policy since World War II, with emphasis on
a. the origins and both foreign and domestic

consequences of the Cold War;

b.  communist containment policies in Europe, Latin
America, and Asia;

c. the strategic and economic factors in Middle East
policy;

d. relations with South Africa and other African
nations;

e. the collapse of communism and the end of the Cold
War; and

f. new challenges to America’s leadership role in the
world.

11.14  The student will demonstrate an understanding of
domestic policy issues in contemporary American
society by
a. comparing conservative and liberal economic

strategies;

b. explaining current patterns of Supreme Court
decisions and evaluating their impact; and

c.  comparing the positions of the political parties and
interest groups on major issues.

11.17  The student will develop skills for historical analysis,
including the ability to
a. analyze documents, records, and data (such as

artifacts, diaries, letters, photographs, journals,

newspapers, historical accounts, etc.);

b. evaluate the authenticity, authority, and credibility of
Sources;

c. formulate historical questions and defend findings
based on inquiry and interpretation;

d. develop perspectives of time and place, including
the construction of various time lines of events,
periods, and personalities in American history; and

e. communicate findings orally, in brief analytical
essays, and in a comprehensive paper.

Teaching Suggestions

This lesson contains both an affective and
a cognitive component. The study of the photo-
graphs and the writing activity are meant to help
students empathize with the plight of the aver-
age German citizen during the aftermath of the
war. The reading and discussion activities are
designed to help students explore how a coun-
try might recover from the devastation of such a
war.

Beginning the Lesson

Tell the students to imagine the following
scenario and ask them the following questions
about it: assume that an enemy army has
marched through and bombed your town during
a war. What problems would your town face af-
ter the troops left and the bombing stopped? Who
might be able to help you?

Developing the Lesson

Distribute copies of the photographs
“Rubble’ women starting to clean up Berlin af-
ter the war” and “Two children in the street in
postwar Germany.” (see Resources 1 and 2). In
small groups, ask the students to study each
photograph and complete the exercises in Activ-
ity 1. When they have completed the exercises,
conduct a discussion to determine the extent to
which students understand the condition of Ger-
many at the end of the war. Try to correct any
misunderstandings. Make certain that they un-

derstand just how difficult it was it for the German people to rebuild their lives.
Ask students to read “Miles to Go: From American Plan to European Union” (see
Resource 3). Ask students to complete Activity 2.

Concluding the Lesson

Conduct a class discussion about what the German people might have done to re-
build their country and what the role of the United States in the rebuilding might have
been. Would the German people have been able to rebuild without outside aid? How does
one start to put things back together after such a ruinous defeat? Should the victor help

the vanquished?
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Activity 1

Divide the class into groups of three to four
students each. Ask each group to examine the
two photographs showing the ruins of Berlin (see
Resources 1 and 2). Ask each group to list five
ways in which the destruction revealed by the
photographs might have affected the lives of the
people shown.

Ask the group to examine the people in the
photographs. What psychological problems may
they have suffered from such devastation? Do
their images reveal any hopeful signs for
Germany’s future? Have the groups try to list
five such signs.

English

9.3 The student will read and analyze a variety of literature.

9.4 The student will read and analyze a variety of print
materials.

9.6 The student will develop narrative, literary, expository,
and technical writings to inform, explain, analyze, or
entertain.

10.3  The student will read and critique literary works from a
variety of eras in a variety of cultures.

10.7  The student will develop a variety of writings with an
emphasis on exposition.

10.9  The student will use writing to interpret, analyze, and
evaluate ideas.

114 The student will read a variety of print material.

11.7  The student will write in a variety of forms with an
emphasis on persuasion.

12.4  The student will read a variety of print material.

Ask each group to write an imaginary conversation between the women in the first
photograph and the two boys in the second photograph in which they assess their situa-

tion and their hopes for the immediate future.

Activity 2

Ask students to identify or define by using a textbook, dictionary, or other resources:

e Helmut Schmidt

= apocalyptic

Battle of the Bulge
black market
Goebbels.

Then ask students to read “Miles to Go: From American Plan to European Union”

(see Resource 3).

Divide students into small groups to discuss the following questions:
1. Helmut Schmidt appears to have had conflicting thoughts about the Americans.
In what ways did he view them as a threat? In what ways did he view them as a

source of hope?

2. What was Schmidt’s attitude concerning the Soviets? Based on what you have
learned about World War 11, why do you think this was s0?

w

What problems facing postwar Germany did Schmidt mention?

4. Who do you think was the intended audience for Schmidt's reflections? What

evidence supports your opinion?
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Lesson 3: The Marshall Plan

Preview of Main Points

Secretary of State George Marshall’'s European Recovery Plan contributed greatly to
the shape of the world today. In this lesson, students begin to understand how economic
and political conditions in Germany and Europe led to the development of the Marshall
Plan. Using a speech by Marshall as well as the commentary of an historian, the lesson
explores the issues and objectives that caused Marshall’s central idea to prevail.

Key Concepts
= ldeological divisions
< Containment
< Economic recovery and growth

Related Concepts

e Communism
e Cold War

Objectives

During this lesson, students will

= identify the major foreign policy objectives of the United States that led to the
Marshall Plan

= explain how postwar recovery issues contributed to the beginning of the Cold
War

= identify key factors that led to acceptance of the European Recovery Plan by
Western Allies

= evaluate the strengths and weaknesses of the Marshall Plan.

Focus Question
Why should the victor help the vanquished at the end of a bitter, costly struggle?

Teaching Suggestions

Books, articles, and primary documents relating to the Marshall Plan exist in abun-
dance in the wake of the 50th anniversary of the plan’s implementation. Secretary
Marshall’s speech offers the students an introduction to U.S. postwar foreign policy as
presented by its primary architect. Referring to Marshall's own thoughts, students should
interpret and analyze the writings of the historians about the event. [Note: Teachers may
want to edit the speech and the other readings to match the reading level of their classes.]
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Beginning the Lesson

Place on the board the quote from
Abraham Lincoln’s Second Inaugural Address
“With malice toward none, with charity for all
...” Ask the students what the stance of a coun-
try should be toward her defeated enemy. Does
the victor have any responsibility to help the
vanquished? Ask students to brainstorm why
the U.S. should or should not have become in-
volved in aiding Germany to recover. Why
should one aid ones former enemy? How had
the balance of power shifted in the few years
after 1945? What new pressures and situations
confronted the U.S. at that time?

Developing the Lesson

Ask students to read the “Marshall Plan
Speech” (see Resource 4). After they have com-
pleted reading, ask them to answer the ques-
tions in Activity 1. Conduct a discussion of the
motivations behind the Marshall Plan. Why did
the United States grant so much money to aid
the recovery of Europe? To what extent were
the goals of the United States humanitarian?
To what extent were the goals to ensure the
availability of open markets for American trade?
To what extent were the goals aimed at stop-
ping the spread of communism into Western Eu-
rope?

Ask students to prepare a political adver-
tisement in support of the Marshall Plan (see
Activity 2).

Concluding the Lesson

Ask students to read, “From Plan to Prac-
tice: The Context and Consequences of the
Marshall Plan” by Charles S. Maier (see Re-
source 5). Ask students to answer the questions
in Activity 3.

Conduct a discussion of the significance of
the Marshall Plan to the security and economic
recovery of Germany. How was the Marshall
Plan helpful to Germany? How was it harmful?
How would Germany and Europe be different

RELATIONSHIP TO THE VIRGINIA STANDARDS
OF LEARNING

History and Social Science

9.10  The student will analyze major historical events of the
20th century, in terms of
a. causes and effects of World War | and World War

Il;

b. the Russian Revolution;

c. therise, aggression, and human costs of totalitarian
regimes in the Soviet Union, Germany, Italy, and
Japan;

d. the political, social, and economic impact of
worldwide depression in the 1930's;

e. the Nazi Holocaust and other examples of
genocide;

f. new technologies, including atomic power, and their
influence on the patterns of conflict;

g. economic and military power shifts since 1945,
including the rise of Germany and Japan as
economic powers;

h.  revolutionary movements in Asia and their leaders,
including Mao Zedong and Ho Chi Minh;
how African and Asian countries achieved
independence from European colonial rule,
including India under Gandhi and Kenya under
Kenyatta and how they have fared under self-rule;

j. regional and political conflicts including Korea and
Vietnam; and

k. the beginning and end of the Cold War and the
collapse of the Soviet Union.

9.11  The student will demonstrate skills in historical research
and geographical analysis by
a. identifying, analyzing, and interpreting primary and

secondary sources and artifacts;

b. validating sources as to their authenticity, authority,
credibility, and possible bias;

c. comparing trends in global population distribution
since the 10th century;

d. constructing various time lines of key events,
periods, and personalities since the 10th century;

e. identifying and analyzing major shifts in national
political boundaries in Europe since 1815; and

f. identifying the distribution of major religious cultures
inthe contemporary world.

10.4  The student will analyze how certain cultural
characteristics can link or divide regions, in terms of
language, ethnic heritage, religion, political philosophy,
social and economic systems, and shared history.

10.12  The student will analyze the patterns and networks of
economic interdependence,
with emphasis on formation of multi national economic
unions, international trade, and the theory of competitive
advantage, in terms of job specialization, competition for
resources, and access to labor, technology,
transportation, and communications.

10.14 The student will analyze the forces of conflict and
cooperation as they influence
a. the way in which the world is divided among

independent countries and dependencies;

b.  disputes over borders, resources, and settlement
areas;

c. the historic and future ability of nations to survive
and prosper; and

d. the role of multinational organizations.

1111  The student will demonstrate an understanding of the
origins and effects of World War II, with emphasis on
a. therise and aggression of totalitarian regimes in

continued overleaf
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History and Social Science continued
Germany, Italy, and Japan;

b. the role of the Soviet Union;

c. appeasement, isolationism, and the war debates in
Europe and the United States prior to the outhreak
of war;

d. the impact of mobilization for war, at home and
abroad;

e. major battles, military turning points, and key
strategic decisions;

. the Holocaust and its impact; and

g. the reshaping of the United States' role in world
affairs after the war.

11.12  The student will analyze and explain United States
foreign policy since World War 11, with emphasis on
a. the origins and both foreign and domestic

consequences of the Cold War;

b.  communist containment policies in Europe, Latin
America, and Asia;

c. the strategic and economic factors in Middle East
policy;

d. relations with South Africa and other African
nations;

e. the collapse of communism and the end of the Cold
War; and

f. new challenges to America’s leadership role in the
world.

11.16 The student will interpret the significance of excerpts
from famous speeches and documents in United States
history, including “The Letter from Birmingham Jail,”
“Speak softly and carry a big stick...,” “The Gettysburg
Address,” and “The Virginia Statute of Religious
Freedom.”

11.17  The student will develop skills for historical analysis,
including the ability to
a. analyze documents, records, and data (such as

artifacts, diaries, letters, photographs, journals,
newspapers, historical accounts, etc.);

b. evaluate the authenticity, authority, and credibility of
SOurces;

c. formulate historical questions and defend findings
based on inquiry and interpretation;

d. develop perspectives of time and place, including
the construction of various time lines of events,
periods, and personalities in American history; and

e. communicate findings orally, in brief analytical
essays, and in a comprehensive paper.

today if the Marshall Plan had not been imple-
mented?

Activity 1

Ask students to read the “Marshall Plan
Speech” (see Resource 4) and answer the ques-
tions below. Then use the questions as the basis
for a class discussion.

1. Listfive examples of physical destruc-
tion in Europe that concerned
Marshall. What did Marshall regard
as the most important obstacles to
recovery?

2. What evidence did he present to sup-
port his views?

3. What reasons did Marshall give for
regarding European recovery as one
of America’'s problem? Which reason
seems to have been the most impor-
tant to him?

4.  What objections might Americans
have had to the Plan?

5. Do you agree or disagree with the
Plan? Why?

Activity 2

Ask the students, working in small groups
of three to four, to imagine that they were me-
dia consultants at the time. Have each group
write a 60-second script for a political advertise-
ment that could have been used to persuade

Americans to Marshall’s point of view. Be sure that they specify reasons why Germany in
particular should be included in a European recovery plan. Have each group list the types
of photos, films, and/or sound bites that they will use in their advertisement. Videotape
each advertisement to show to the class, and have the students evaluate the work of each

group.

Activity 3

Ask students to read “From Plan to Practice: The Context and Consequences of the
Marshall Plan” (see Resource 5). Ask them to answer the following questions:
1. What fears about communism served as motives for the Marshall Plan? What
evidence existed to support these fears?
2. Why did Marshall and his advisers decide to extend the offer of economic assis-
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tance to all countries in Europe, includ-
ing those in Eastern Europe?

How was the Marshall Plan different
from ordinary relief or welfare pro-
grams?

How much aid did the Marshall Plan
give by 1951? How, specifically, did Ger-
many benefit from this aid?

How did the Soviet Union respond to
the Marshall Plan?

How important was the Marshall Plan
in aiding the recovery of Europe?
What were the advantages and disad-
vantages of the Marshall Plan?

English
9.2 The student will make planned oral presentations.

9.3 The student will read and analyze a variety of literature.

9.4 The student will read and analyze a variety of print
materials.

9.6 The student will develop narrative, literary, expository,
and technical writings to inform, explain, analyze, or
entertain.

10.1  The student will participate in and report small-group
learning activities.

10.2  The student will critique oral reports of small-group
learning activities.

10.3  The student will read and critique literary works from a
variety of eras in a variety of cultures.

10.7  The student will develop a variety of writings with an
emphasis on exposition.

10.9  The student will use writing to interpret, analyze, and
evaluate ideas.

111 The student will make persuasive presentations.

112 The student will analyze and evaluate persuasive
presentations.

113 The student will read and analyze relationships among
American literature, history, and culture.

114 The student will read a variety of print material.

11.7  The student will write in a variety of forms with an
emphasis on persuasion.

12.1  The student will make a 5-10 minute formal oral
presentation.

12.2  The student will evaluate formal presentations.

124 The student will read a variety of print material.

12.7  The student will develop expository and technical
writings.
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Lesson 4: Effects of the Marshall Plan

Preview of Main Points

This lesson focuses on the short- and long-term effects of the Marshall Plan on Eu-
rope. It explores both the American and the Soviet perspectives on asking for German
reparations and on the Marshall Plan. It examines the American fear about the spread of
communism into Western Europe, and it looks at America’s desire for new markets in
Europe. It also examines the Soviet decision not to participate in the Marshall Plan. The
lesson ends with a discussion of the effects of the Marshall Plan on Europe that are still
evident today.

Key Concepts
= Economic recovery
= Containment
e Cold War

Related Concepts
e Reparations
< Economic union
e Blocs

Objectives
In the course of this lessons, students will

identify the response of Western Europe to the Marshall Plan

= describe actions taken by the Soviet Union as a result of the Marshall Plan

= discuss how these responses led to the formation of a “Western bloc” and an
“Eastern bloc” in Europe

= analyze the Marshall Plan from both Eastern and Western points of view

= evaluate the long-term effects of the Marshall Plan on European security and
economic integration.

Focus Question
Why do groups and countries often have different solutions to the same problems?

Teaching Suggestions

It is important to focus on the idea of multiple perspectives when teaching this les-
son. The readings are difficult ones and may need to be edited for some classes. The lesson
also helps to develop discussion skills in small groups. Teachers should stress the impor-
tance of civil discourse — i.e., affirming the validity of others’ ideas while disagreeing
with them. It is also important to connect the Marshall Plan with the origins of the Cold
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War and with the current economic integration
in Europe.

Beginning the Lesson

Suggest to the students that sometimes a
problem involving different parties can have
different solutions depending on how it is viewed
by the parties. Ask the students to identify a
problem in their local area or school and then
explain the opinions of different groups with
varying viewpoints on how to solve the prob-
lem. Ask them to identify an international prob-
lem and then explain the opinions of different
groups on how to solve it.

Developing the Lesson

Ask students to brainstorm the reasons the
U.S. chose to provide economic assistance to
Germany at the end of World War Il. Divide
the class in half. Ask half the class to read “From
Plan to Practice: The Context and Consequences
of the Marshall Plan” (see Resource 5). Ask the
other half to read “The European Response:
Primacy of Politics” by David Reynolds (see Re-
source 6). Brainstorm with the students the
main ideas found in each reading. What were
the main reasons for the Marshall Plan from
the American perspective? Which countries
were suspicious of America’s motives behind the
Marshall Plan? What were their suspicions?
What reasons did the Soviets have for believing
they were entitled to reparations from Ger-
many?

Ask the students to complete Activity 1.
Then ask them to read the short excerpt from
the book Civilization and Beyond by S. Nearing
(see Resource 7). Conduct a class discussion,
using the questions in Activity 2.

Ask students to read “Uniting Europe” by
M. Robert Schuman (see Resource 8). Ask them
to complete the questions in Activity 3. Conduct
aclass discussion on the long-term consequences
of the Marshall Plan for European economic
cooperation, using some of the newspaper ar-
ticles that the students find.

RELATIONSHIP TO THE VIRGINIA STANDARDS
OF LEARNING

History and Social Science

9.10  The student will analyze major historical events of the
20th century, in terms of
a. causes and effects of World War | and World War

Il;

b. the Russian Revolution;

c. therise, aggression, and human costs of totalitarian
regimes in the Soviet Union, Germany, Italy, and
Japan;

d. the political, social, and economic impact of
worldwide depression in the 1930's;

e. the Nazi Holocaust and other examples of
genocide;

f. new technologies, including atomic power, and their
influence on the patterns of conflict;

g. economic and military power shifts since 1945,
including the rise of Germany and Japan as
economic powers;

h.  revolutionary movements in Asia and their leaders,
including Mao Zedong and Ho Chi Minh;
how African and Asian countries achieved
independence from European colonial rule,
including India under Gandhi and Kenya under
Kenyatta and how they have fared under self-rule;

j. regional and political conflicts including Korea and
Vietnam; and

k. the beginning and end of the Cold War and the
collapse of the Soviet Union.

9.11  The student will demonstrate skills in historical research
and geographical analysis by
a. identifying, analyzing, and interpreting primary and

secondary sources and artifacts;

b. validating sources as to their authenticity, authority,
credibility, and possible bias;

c. comparing trends in global population distribution
since the 10th century;

d. constructing various time lines of key events,
periods, and personalities since the 10th century;

e. identifying and analyzing major shifts in national
political boundaries in Europe since 1815; and

f. identifying the distribution of major religious cultures
inthe contemporary world.

10.4  The student will analyze how certain cultural
characteristics can link or divide regions, in terms of
language, ethnic heritage, religion, political philosophy,
social and economic systems, and shared history.

10.6  The student will analyze past and present trends in
human migration and cultural interaction as they are
influenced by social, economic, political, and
environmental factors.

10.9  The student will identify natural, human, and capital
resources, describe their distribution, and explain their
significance, in terms of location of contemporary and
selected historical economic and land-use regions.

10.12  The student will analyze the patterns and networks of
economic interdependence, with emphasis on formation
of multi national economic unions, international trade,
and the theory of competitive advantage, in terms of job
specialization, competition for resources, and access to
labor, technology, transportation, and communications.

10.14 The student will analyze the forces of conflict and
cooperation as they influence
a. the way in which the world is divided among

independent countries and dependencies;

b. disputes over borders, resources, and settlement

continued overleaf
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10.15

111

11.12

11.17

11.18

C.

d.

History and Social Science continued

areas;

the historic and future ability of nations to survive
and prosper; and

the role of multinational organizations.

The student will apply geography to interpret the past,
understand the present, and plan for the future by

a.

b.

using a variety of maps, charts, and documents to
explain historical migration of people, expansion
and disintegration of empires, and the growth of
economic systems; and

relating current events to the physical and human
characteristics of places and regions.

The student will demonstrate an understanding of the
origins and effects of World War II, with emphasis on

a.

b.
c.

d.

e.

f.

g.

the rise and aggression of totalitarian regimes in
Germany, Italy, and Japan;

the role of the Soviet Union;

appeasement, isolationism, and the war debates in
Europe and the United States prior to the outbreak
of war;

the impact of mobilization for war, at home and
abroad;

major battles, military turning points, and key
strategic decisions;

the Holocaust and its impact; and

the reshaping of the United States’ role in world
affairs after the war.

The student will analyze and explain United States
foreign policy since World War I, with emphasis on

a.

b.

C.

d.

e.

f.

the origins and both foreign and domestic
consequences of the Cold War;

communist containment policies in Europe, Latin
America, and Asia;

the strategic and economic factors in Middle East
policy;

relations with South Africa and other African
nations;

the collapse of communism and the end of the Cold
War; and

new challenges to America’s leadership role in the
world.

The student will develop skills for historical analysis,
including the ability to

a.

e.

analyze documents, records, and data (such as
artifacts, diaries, letters, photographs, journals,
newspapers, historical accounts, etc.);

evaluate the authenticity, authority, and credibility of
SOUrces;

formulate historical questions and defend findings
based on inquiry and interpretation;

develop perspectives of time and place, including
the construction of various time lines of events,
periods, and personalities in American history; and
communicate findings orally, in brief analytical
essays, and in a comprehensive paper.

The student will develop skills in discussion, debate, and
persuasive writing with respect to enduring issues and
determine how divergent viewpoints have been
addressed and reconciled. Such issues include

civil disobedience vs. the rule of law;

slavery and its impact;

the relationship of government to the individual in
economic planning and social programs;
freedom of the press vs. the right to a fair trial;
the tension between majority and minority rights;
problems of intolerance toward racial, ethic, and
religious groups in American society; and

the evolution of rights, freedoms, and protections
through political and social movements.

Concluding the Lesson

Referring to the varying points of view about
the Marshall Plan, write the following state-
ment on the board: “Where you stand depends
on where you sit.” Ask the students to write a
one-paragraph response to this statement, us-
ing the information gathered and discussed in
the lesson.

Activity 1

Create groups of four students each with
two students representing the American per-
spective as stated by Secretary Marshall and
the other two representing the Soviet perspec-
tive as expressed by Molotov. Ask each group to
prepare and conduct a structured dialogue be-
tween Marshall and Molotov. Those represent-
ing the American perspective should try to per-
suade Molotov that a) he should not seek repa-
rations from Germany and b) European coop-
eration under the Marshall Plan is the best so-
lution to the problem of rebuilding Europe.
Those representing the Soviet perspective
should try to persuade Marshall that a) Molotov
should seek reparations from Germany and b)
European cooperation under the Marshall Plan
is not a good solution. Before the dialogue be-
gins, allow each pair in each group 10 to 15 min-
utes to identify their best reasons.

After the dialogue, ask each pair to iden-
tify the strongest reasons presented by the op-
posing pair and report those reasons to the other
pair. The purpose of the dialogue is to discuss,
not debate, the issues. Have each group then
decide which approach to the problem,
Marshall’s or Molotov’s, is best.

Activity 2
Conduct a class discussion, using the fol-
lowing questions:

1. On what facts do Nearing’'s and
Reynolds’ accounts of the Soviet re-
action to the Marshall Plan disagree?

2. On what facts do the two accounts
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agree? n
. . Englis
3. What information does one need to de- 9.4 The student will read and analyze a variety of print
termine which account is more correct? materials. o A
9.6 The student will develop narrative, literary, expository,
and technical writings to inform, explain, analyze, or
entertain.
. 10.8  The student will critique professional and peer writing.
ACtIVIty 3 10.9  The student will use writing to interpret, analyze, and
. evaluate ideas.
Ask students to answer the following ques-
tions:
1. According to Schuman, where did Europe get the expression “European integra-
tion™?
2. What fact about European solidarity did many Europeans learn from World War
1?

3. What did Schuman think of the Marshall Plan?

4. How did the Marshall Plan encourage European integration?

5. What was the psychological barrier to European integration?

Ask students to find an article from the newspaper that talks about the euro or the
European Economic Community. Ask the students to complete a summary of the article,
using the following questions:

1. What happened?

2. Why did it happen?

3. What difference does it make?

4. What will happen next?
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Lesson 5: Berlin Blockade and Airlift

Preview of Main Points

The purpose of this lesson is to have the students explore how individual countries
responded to a common problem and how these responses affected their long-term rela-
tionships. It is important to relate this historic event to a more universal theme — the
nature and causes of international friendship, alliance, and enmity. More specifically, the
lesson addresses the reasons for the Berlin blockade and the resulting airlift as well as
the consequences of the blockade and airlift for the Cold War.

Key Concepts

e Security
= ldeology
= Blockade
e Airlift

Related Concepts
e Containment
e Communism
= Alliance

Objectives
During this lesson, students will
= explain reasons for the blockade of Berlin
= explain reasons for the allied airlift to Berlin
= analyze the consequences of the blockade and airlift on the division of Germany
and the Cold War
= describe how enemies may become friends.

Focus Question
What circumstances could make possible an enemy becoming a friend?

Teaching Suggestions

The lesson relies largely on a video and three letters written to President Truman
about the airlift . The video is an important resource because it graphically demonstrates
the difficulty of the airlift. Likewise, the letters illustrate how gripping the event was for
many Americans. The students will see how the blockade and airlift were important events
that led to the friendship between the German and American peoples.
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Beginning the Lesson

Ask the students if they ever had an en-
emy who became a friend. Discuss examples as
described in their responses. Introduce the fo-
cus question and speculate on responses to it.
Why did our former enemy quickly become our
newest ally?

Developing the Lesson

Show the first segment — Berlin: Block-
ade and Airlift — of the video accompanying
this document (or available from the Depart-
ment of Education). Discuss the video, using
the questions in Activity 1 below.

Give the students a list of advantages and
disadvantages and copies of the three letters
written to President Truman about the Berlin
airlift (see Resources 9, 10, and 11). Have them
complete Activity 2.

Concluding the Lesson

Ask the students to draw conclusions
about why enemies become friends. Ask them
to write a poem or a brief story about an enemy
who becomes someone’s friend.

Activity 1
After showing the video Berlin: Blockade
and Airlift, conduct a class discussion using the
following questions:
1. What were the reasons for the block-
ade?
2. What were the reasons for the airlift?
3. How did these events help change the
attitude of the German people toward
Americans? How did they help change
Americans’ attitude toward Germans?
4. What events can cause an enemy to be-
come a friend?

RELATIONSHIP TO THE VIRGINIA STANDARDS
OF LEARNING

History and Social Science
9.10  The student will analyze major historical events of the
20th century, in terms of

a. causes and effects of World War | and World War
Il;

b. the Russian Revolution;

c. therise, aggression, and human costs of totalitarian
regimes in the Soviet Union, Germany, Italy, and
Japan;

d. the political, social, and economic impact of
worldwide depression in the 1930's;

e. the Nazi Holocaust and other examples of
genocide;

f. new technologies, including atomic power, and their
influence on the patterns of conflict;

g. economic and military power shifts since 1945,
including the rise of Germany and Japan as
economic powers;

h.  revolutionary movements in Asia and their leaders,
including Mao Zedong and Ho Chi Minh;
how African and Asian countries achieved
independence from European colonial rule,
including India under Gandhi and Kenya under
Kenyatta and how they have fared under self-rule;

j. regional and political conflicts including Korea and
Vietnam; and

k. the beginning and end of the Cold War and the
collapse of the Soviet Union.

9.11  The student will demonstrate skills in historical research
and geographical analysis by

a. identifying, analyzing, and interpreting primary and
secondary sources and artifacts;

b. validating sources as to their authenticity, authority,
credibility, and possible bias;

c. comparing trends in global population distribution
since the 10th century;

d. constructing various time lines of key events,
periods, and personalities since the 10th century;

e. identifying and analyzing major shifts in national
political boundaries in Europe since 1815; and

f. identifying the distribution of major religious cultures
inthe contemporary world.

1111  The student will demonstrate an understanding of the
origins and effects of World War II, with emphasis on

a. therise and aggression of totalitarian regimes in
Germany, Italy, and Japan;

b. the role of the Soviet Union;

c. appeasement, isolationism, and the war debates in
Europe and the United States prior to the outhreak
of war;

d. the impact of mobilization for war, at home and
abroad;

e. major battles, military turning points, and key
strategic decisions;

. the Holocaust and its impact; and

g. the reshaping of the United States' role in world
affairs after the war.

11.12  The student will analyze and explain United States
foreign policy since World War II, with emphasis on

a. the origins and both foreign and domestic
consequences of the Cold War;

b.  communist containment policies in Europe, Latin
America, and Asia;

c. the strategic and economic factors in Middle East

policy;

continued overleaf
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History and Social Science continued

d. relations with South Africa and other African
nations;

e. the collapse of communism and the end of the Cold
War; and

f. new challenges to America’s leadership role in the
world.

11.17  The student will develop skills for historical analysis,
including the ability to

a. analyze documents, records, and data (such as
artifacts, diaries, letters, photographs, journals,
newspapers, historical accounts, etc.);

b. evaluate the authenticity, authority, and credibility of
SOurces;

c. formulate historical questions and defend findings
based on inquiry and interpretation;

d. develop perspectives of time and place, including
the construction of various time lines of events,
periods, and personalities in American history; and

e. communicate findings orally, in brief analytical
essays, and in a comprehensive paper.

English

9.3 The student will read and analyze a variety of literature.

9.4 The student will read and analyze a variety of print
materials.

9.6 The student will develop narrative, literary, expository,
and technical writings to inform, explain, analyze, or
entertain.

10.3  The student will read and critique literary works from a
variety of eras in a variety of cultures.

10.5  The student will read and critique a variety of poetry.

10.7  The student will develop a variety of writings with an
emphasis on exposition.

10.9  The student will use writing to interpret, analyze, and
evaluate ideas.

114 The student will read a variety of print material.

115  The student will read and critique a variety of poetry.

11.7  The student will write in a variety of forms with an
emphasis on persuasion.

12.4  The student will read a variety of print material.

12.5  The student will read and critique a variety of poetry.

Activity 2

Give the students the list of advantages and
disadvantages of the Berlin airlift found below.
Ask them to decide which of these are advan-
tages and which are disadvantages. Have them
place a D by the disadvantages and an A by the
advantages. Then have each of them share his/
her answers with a partner and prepare to dis-
cuss his/her choices with the class.

Advantages and Disadvantages of the

1.

Berlin Airlift
If the United States showed off its
military strength and tried to force
the Soviet Union to open up the land
and water routes into West Berlin, it
could lead to another war.
Using the planes necessary to make
the airlift successful would make the
United States military less able to
defend our country in the event of an
attack.
Bringing food and supplies into Ber-
lin by planes would help to establish
good relationships between the
United States and Berlin.
General Clay, President Truman'’s
military advisor, thought the Soviets
would probably attack armed convoys
bringing in supplies by land.
General Clay thought the Soviets
would not attack our airplanes unless
they had decided to go to war with us.
If the United States permitted the
blockade to be successful, all of Ber-
lin would fall into the hands of the
Soviet Union.

Ask the students to read the three letters written to President Truman in 1948 (see
Resources 7, 8, and 9). Identify additional advantages and disadvantages contained in the
letters. After looking at all the advantages and disadvantages, ask the students to write
several paragraphs describing what they think Truman should have done and why.



RESOURCE 1
“Rubble” Women Starting to Clean Up Berlin after the War

Source: Courtesy of the German Information Center. Reprinted by permission
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RESOURCE 2
Two Children in the Streets in Postwar
Germany

Source: Courtesy of the German Information Center. Reprinted by permission
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RESOURCE 3
Miles to Go: From American Plan to European
Union (excerpt)

By Helmut Schmidt

Source: Reprinted by permission of
Foreign Affairs magazine, Vol. 76, No. 3, May/June 1997,
by the Council on Foreign Relations, Inc.

... To understand the effects of the Marshall Plan, one must first comprehend what
life was like for ordinary Germans, like me, toward the end of World War Il and in those
first turbulent years afterward. We had lost. | had been convinced for several years that
we would, and many of my comrades in Germany’s armed forces had reached a similar
conclusion. During the day, we fulfilled our missions on the battlefield; at night, we hoped
for a quick defeat of our own country. After the Battle of the Bulge in late 1944, when my
division was driven out of Belgium and Luxembourg, I complained to my commander
about Germany’s war strategy: prudence dictated that we concentrate our energies on the
Soviets in the East, and in the West let the Americans occupy as much German soil as
they wanted. Although he angrily rejected my suggestion, he did not report me.

I had imagined that when we lost the war we Germans would have to live in caves
and holes in the ground, but this apocalyptic vision turned out to be much worse than our
actual conditions. True, we struggled for coal and food; there were days during the winter
of 1946 when we stayed in bed because there was nothing to eat and nothing to burn for
warmth. Divided into four zones and occupied by the Allies, Germany was in agony. Its
remaining industrial capacity was being dismantled, unemployment was rising, and the
black market was the only market. But my generation, cut off from the rest of the world
since adolescence, had a great desire for knowledge and for a new beginning. | studied
economics, while my wife taught in a secondary school.

Germans who grew up in the 1930s — | was 14 when Hitler came to power in 1933 —
did not know much about the rest of the world. Our knowledge of America was limited to
the little we were taught in school: the Monroe Doctrine, the U.S. role in the First World
War, Black Friday on the New York Stock Exchange. When the war broke out, my ideas
about economic and social conditions in the United States did not have a positive cast.
Only the widespread anti-American propaganda made me suspect that the United States
must have some virtues; otherwise, why would Goebbels go to such trouble to debase it in
our eyes? ...
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RESOURCE 4
The Marshall Plan Speech

Source: United States Information Agency
Web site: http://www.usaemb.pl/digilib/usiaint/NA532.htm
Reprinted by permission

The following is the speech given by Secretary of State George C. Marshall in which he
outlined a program of economic assistance to war-torn Europe. It became known as
“The Marshall Plan Speech.”

Harvard University, Cambridge, Massachusetts, June 5, 1947
Mr. President, Dr. Conant, members of the Board of Overseers, Ladies and Gentlemen:

I'm profoundly grateful and touched by the great distinction and honor and great
compliment accorded me by the authorities of Harvard this morning. I'm overwhelmed, as
a matter of fact, and I'm rather fearful of my inability to maintain such a high rating as
you've been generous enough to accord to me. In these historic and lovely surroundings,
this perfect day, and this very wonderful assembly, it is a tremendously impressive thing
to an individual in my position.

But to speak more seriously, | need not tell you that the world situation is very
serious. That must be apparent to all intelligent people. I think one difficulty is that the
problem is one of such enormous complexity that the very mass of facts presented to the
public by press and radio make it exceedingly difficult for the man in the street to reach a
clear appraisement of the situation. Furthermore, the people of this country are distant
from the troubled areas of the earth, and it is hard for them to comprehend the plight and
consequent reactions of the long-suffering peoples and the effect of those reactions on
their governments in connection with our efforts to promote peace in the world.

In considering the requirements for the rehabilitation of Europe, the physical loss of
life and the visible destruction of cities, factories, mines, and railroads were correctly
estimated, but it has become obvious during recent months that this visible destruction
was probably less serious than the dislocation of the entire fabric of European economy.
For the past ten years conditions have been abnormal. The feverish preparation for war
and the more feverish maintenance of the war effort engulfed all aspects of national econo-
mies. Machinery has fallen into disrepair or is entirely obsolete. Under the arbitrary and
destructive Nazi rule, virtually every possible enterprise was geared into the German war
machine. Long-standing commercial ties, private institutions, banks, insurance compa-
nies, and shipping companies disappeared through loss of capital, absorption through
nationalization, or by simple destruction. In many countries, confidence in the local cur-
rency has been severely shaken. The breakdown of the business structure of Europe dur-
ing the war was complete. Recovery has been seriously retarded by the fact that two years
after the close of hostilities a peace settlement with Germany and Austria has not been
agreed upon. But even given a more prompt solution of these difficult problems, the reha-
bilitation of the economic structure of Europe quite evidently will require a much longer
time and greater effort than has been foreseen.
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There is a phase of this matter which is both interesting and serious. The farmer has
always produced the foodstuffs to exchange with the city dweller for the other necessities
of life. This division of labor is the basis of modern civilization. At the present time it is
threatened with breakdown. The town and city industries are not producing adequate
goods to exchange with the food-producing farmer. Raw materials and fuel are in short
supply. Machinery is lacking or worn out. The farmer or the peasant cannot find the goods
for sale which he desires to purchase. So the sale of his farm produce for money which he
cannot use seems to him an unprofitable transaction. He, therefore, has withdrawn many
fields from crop cultivation and is using them for grazing. He feeds more grain to stock
and finds for himself and his family an ample supply of food, however short he may be on
clothing and the other ordinary gadgets of civilization. Meanwhile, people in the cities are
short of food and fuel and in some places [are] approaching the starvation levels. So the
governments are forced to use their foreign money and credits to procure these necessities
abroad. This process exhausts funds which are urgently needed for reconstruction. Thus a
very serious situation is rapidly developing which bodes no good for the world. The mod-
ern system of the division of labor upon which the exchange of products is based is in
danger of breaking down.

The truth of the matter is that Europe’s requirements, for the next three or four
years, of foreign food and other essential products — principally from America — are so
much greater than her present ability to pay that she must have substantial additional
help or face economic, social, and political deterioration of a very grave character.

The remedy lies in breaking the vicious circle and restoring the confidence of the
European people in the economic future of their own countries and of Europe as a whole.
The manufacturer and the farmer throughout wide areas must be able and willing to
exchange their products for currencies, the continuing value of which is not open to ques-
tion.

Aside from the demoralizing effect on the world at large and the possibilities of dis-
turbances arising as a result of the desperation of the people concerned, the consequences
to the economy of the United States should be apparent to all. It is logical that the United
States should do whatever it is able to do to assist in the return of normal economic health
in the world, without which there can be no political stability and no assured peace. Our
policy is directed not against any country or doctrine but against hunger, poverty, des-
peration, and chaos. Its purpose should be the revival of a working economy in the world
so as to permit the emergence of political and social conditions in which free institutions
can exist. Such assistance, | am convinced, must not be on a piecemeal basis as various
crises develop. Any assistance that this Government may render in the future should
provide a cure rather than a mere palliative. Any government that is willing to assist in
the task of recovery will find full cooperation, I am sure, on the part of the United States
Government. Any government which maneuvers to block the recovery of other countries
cannot expect help from us. Furthermore, governments, political parties, or groups which
seek to perpetuate human misery in order to profit therefrom politically or otherwise will
encounter the opposition of the United States. It is already evident that, before the United
States Government can proceed much further in its efforts to alleviate the situation and
help start the European world on its way to recovery, there must be some agreement
among the countries of Europe as to the requirements of the situation and the part those
countries themselves will take in order to give proper effect to whatever action might be
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undertaken by this Government. It would be neither fitting nor efficacious for this Gov-
ernment to undertake to draw up unilaterally a program designed to place Europe on its
feet economically. This is the business of the Europeans. The initiative, | think, must
come from Europe. The role of this country should consist of friendly aid in the drafting of
a European program and of later support of such a program so far as it may be practical
for us to do so. The program should be a joint one, agreed to by a number, if not all,
European nations.

An essential part of any successful action on the part of the United States is an
understanding on the part of the people of America of the character of the problem and the
remedies to be applied. Political passion and prejudice should have no part. With fore-
sight and a willingness on the part of our people to face up to the vast responsibility which
history has clearly placed upon our country, the difficulties | have outlined can and will be
overcome.

I am sorry that on each occasion | have said something publicly in regard to our
international situation, I've been forced by the necessities of the case to enter into rather
technical discussions. But to my mind, it is of vast importance that our people reach some
general understanding of what the complications really are, rather than react from a
passion or a prejudice or an emotion of the moment. As | said more formally a moment
ago, we are remote from the scene of these troubles. It is virtually impossible at this
distance merely by reading, or listening, or even seeing photographs or motion pictures, to
grasp at all the real significance of the situation. And yet the whole world of the future
hangs on a proper judgement. It hangs, | think, to a large extent on the realization of the
American people of just what are the various dominant factors. What are the reactions of
the people? What are the justifications of those reactions? What are the sufferings? What
is needed? What can best be done? What must be done?

Thank you very much.

RESOURCE 5
From Plan to Practice: The Context and
Consequences of the Marshall Plan

By Charles S. Maier

Source: Web site: www.lcsys.com/fayette/history/plan21.htm
Copyright 1997 by Charles S. Maier
Reprinted by permission from Harvard Magazine, May-June 1997

When Secretary of State George C. Marshall delivered his lapidary Commencement
address under the Harvard elms on June 5, 1947, the concept he outlined was hardly a
finished “plan.” Still, it summarized weeks of intensive discussion and position papers at
the State Department and other government agencies.
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Political and economic developments seemed grave for many reasons. Marshall had
returned dismayed from the Moscow foreign ministers’ conference in April 1947. Although
the victorious Allies had pledged in 1945 to administer occupied Germany as a unit, mu-
tual suspicions and conflicting agendas were sealing off their respective zones. In Mos-
cow, both the Western Allies and the Soviets seemed to approach agreement, then dug in
their heels, preferring to assure the development they wanted at least in their own parts
of the country rather than to gamble on losing influence over the whole.

The disputes were complicated: Americans feared the burden of reparation exac-
tions that Russia felt had already been agreed to, and London and Washington were also
concerned that the Soviets aspired to dominate the agencies that would administer a
unified Germany. In addition, the Western Allies, observing the increasingly repressive
grip of the Communist-dominated Socialist Unity Party in the eastern zone of occupation,
were unwilling to risk any such result in their regions. Meanwhile, the German economy
was mired in shortages, flight from a vastly depreciated currency, stalled reconstruction,
and a breakdown of urban-rural exchange. These stresses were leading to hunger protests
and a continuing decline of the already vastly diminished production of mines and facto-
ries.

Nor was Germany the only region in distress. European trade had barely revived
since the war. After a promising resumption of production in 1946, the delicate postwar
economy appeared snarled in bottlenecks and demoralization. The 1946 harvest had been
meager; the severe winter that followed had frozen the rivers on which barges normally
transported much of the coal needed to generate electricity and run factories. Reconstruc-
tion required products from the United States; the Europeans did not have the dollars to
purchase this material.

In the same months, East-West ideological divisions became ever more intractable.
Russians and Americans had failed to reach agreement on the control of atomic energy;
they had exchanged bitter messages on the control of postwar Iran; most dismaying, the
East European countries that Soviet troops had occupied were forced into satellite status
as Communist people’s parties or spurious political fronts tightened their control over
government, industry, and the press. In the West, Communist and non-Communist par-
ties ended the coalition governments that they had formed in the immediate aftermath of
liberation. The fading politicians, labor leaders, and intellectuals who still wanly hoped to
bridge the deepening split were consigned to irrelevance and excluded from influence in
the West; in the East, they were silenced, exiled, or imprisoned.

In March 1947, Washington agreed to assume Britain’s role in supplying and in fact
organizing the Greek government’s fight against Communist guerrillas. As the president
explained in what became known as the Truman Doctrine, the United States was pre-
pared to extend aid to any government fighting subversive movements. The resounding
declaration was designed for American political realities. The midterm elections of 1946
had returned a Republican Congress. Some GOP conservatives feared embroilment in
Europe, but the majority of the party was prepared to support an anticommunist, biparti-
san foreign policy.

The “vital center” — to cite the expression of then Harvard historian Arthur
Schlesinger Jr. — would rally to define an anticommunist liberalism. Nonetheless, the
Truman Doctrine was not an instrument for combating the discontents in Western Eu-
rope. Could not Americans offer something more positive and hopeful?
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This was the challenge to which Marshall and his assistants responded in the six
weeks between Moscow and Harvard Yard. The new policy planning staff under George
Kennan coordinated ideas; everyone in the relevant agencies was soon eager to claim
paternity, as Charles Kindleberger — then dealing with German and Austrian economic
affairs in the State Department and for decades thereafter a vigorous economist and his-
torian at MIT — pointed out in a humorous note on the origins of the plan. The concept
that emerged was simple but innovative: Washington must make a multi-year commit-
ment of foreign aid to those European governments that would respond cooperatively, in
order to alleviate the dollar shortage, catalyze recovery, and preclude any reversion to
authoritarian solutions.

The new assistance program, eventually christened the European Recovery Program
(ERP), differed from the substantial aid provided ever since the end of the war. The United
States had been extending roughly $5 billion in aid each year (from a peacetime GNP
rising toward $200 billion) under the auspices of the United Nations Relief and Rehabili-
tation Agency (UNRRA); the funds went to countries in eastern as well as western Eu-
rope, to Egypt, and to its own occupation forces. Washington had also extended or facili-
tated key loans to Britain and France. But Congress grew increasingly restive about these
expensive stopgap infusions. Some UNRRA supplies flowed to Communist countries that
became more and more hostile, or went toward relief measures that did not seem to pro-
mote any revival of production. The new program would target investment and recon-
struction; it would include what today we call technology transfer and involve advisers in
economic modernization. Advocates stressed that ERP was not merely an anticommunist
expedient, but an effort to encourage Europe to emulate the modern production methods
that the United States had mobilized so successfully in fighting World War 11.

From Marshall’s speech onward, the Europeans were summoned to cooperate among
themselves in assigning priorities, although the United States would sign a pact with
each. The political astuteness of the project lay in its openhanded offer. No country was to
be excluded: if the East European Communist regimes were willing to open their econo-
mies to scrutiny and cooperative trade practices — and undoubtedly to American inves-
tors and products — they could allegedly share in the resources. Did Marshall and his
advisers really expect this result? Could they have persuaded Congress to authorize such
assistance? Skepticism was warranted. But perhaps the Marshall Plan might persuade
Moscow to move toward a more cooperative course, such as had seemed possible at the
end of the war. If not, the onus for the break would be on the Soviets, and a critical mass
of the West European working and middle classes, desirous of sharing in American aid,
would rally around non-Communist leaders.

Not all these developments could be envisaged as part of a coherent strategy in early
June 1947. But the key concepts were all implicit: sustained aid targeted for investment,
growth, and balance-of-payments viability, not just for relief; aid proffered to a potentially
integrated economic region, not just to individual countries; aid that would stress produc-
tivity and cooperation between capital and labor and would encourage Europeans to emu-
late the productive political economy of the United States.

Subsequent developments would shape the final outcome. Although Soviet foreign
minister Vyacheslav Molotov briefly attended the initial Paris conference of recipients in
July, the Russians and the regimes they controlled soon withdrew. Moscow’s leaders sum-
moned foreign Communist parties together in September and warned them to prepare for
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a long period of hostile confrontation. The Communist parties of France and Italy soon
engaged in a series of provocative and unsuccessful strikes to protest their recent exclu-
sion from governing coalitions. In effect, Europe’s Communists retreated into a political
ghetto at Moscow's behest rather than risk losing their militant identity. They accepted
the risk of isolating themselves rather than accept the risks of détente. The Czech govern-
ment, still democratic and still a coalition, dared to remain in Paris for another few months
until Soviet pressure compelled it to withdraw. The concession did not placate Moscow,
and Communist factory committees and political leaders forced a dictatorial regime upon
the country in February 1948. This final extension of Communist control helped to over-
come remaining hesitation on the part of the American Congress to fund the recovery
program.

Americans designed an innovative structure: an independent aid agency in Wash-
ington, the Economic Cooperation Administration (ECA) under former Studebaker Cor-
poration president Paul Hoffman, who headed the effort, coordinated economic planning
and solicited the yearly appropriations from Congress. Former Lend-Lease administrator
and Soviet ambassador Averell Harriman (followed in 1950 by future Harvard law profes-
sor Milton Katz) headed the Paris ERP headquarters as special representative in Europe
and coordinated the country aid missions attached to each American embassy. Each coun-
try had to prepare recovery plans and have them approved by the new Organization for
European Economic Cooperation (founded in 1948) and by the Americans. The amount
allocated depended upon the projected balance of payments deficit; need, not virtuous
austerity, opened Washington’'s purse. Once the European planners received approval for
the matériel sought from the United States, the ECA bought the goods from American
suppliers — steel and industrial raw materials, industrial components, wheat, foodstuffs,
and tobacco — and delivered them across the Atlantic. The recipient governments then in
effect sold the goods for local currency, termed “counterpart,” to the national agencies or
industries that had sought them. Marshall Plan officials retained a voice in approving the
use of local counterpart funds. The French, for example, allocated their counterpart francs
to Jean Monnet’s national planning commission for specific infrastructure projects; the
British won approval to reduce government debt, which in turn freed private capital for
market-oriented investment.

In general, American advisers found it difficult simply to oppose the counterpart
projects for which Europeans might plead; aside from vetoing the occasional rank pork-
barrel proposal, it was hard to impose alternatives. Still, U.S. advisers could play con-
structive roles in collaborating on local development strategies; Hollis Chenery, Ph.D.,
was instrumental in planning for Italy’s Mezzogiorno region. The young economists who
staffed ERP agencies had learned the new Keynesian doctrines just before the war. They
appreciated large and integrated markets, but understood that sometimes government
spending was required to help markets function. World War Il had further demonstrated
that governments could plan purposeful economic activity and mobilize productive re-
sources.

How decisive an economic and political impact did the Marshall Plan exert over its
four-year existence? By 1951, when, in the wake of the Korean War, the U.S. transformed
the assistance program into the Mutual Security Administration, Americans had sup-
plied about $14 billion in aid, probably between 1 and 2 percent of our gross national
product for the period — roughly five times the proportional share we now allocate to
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foreign assistance. In the first two years of the program, American aid provided a major
share of German and Italian gross capital formation; then it fell, as in Britain and France,
to a much smaller share. In quantitative terms, Europeans were soon accumulating their
own capital. Nonetheless, Washington'’s assistance satisfied key needs and was targeted
to eliminate critical shortages. Assistance in dollars allowed Europeans to invest without
trying to remedy their balance of payments drastically through deflation and austerity.
This meant that economic recovery did not have to be financed out of general wage levels.
Working-class voters (at least outside France and Italy, where strong Communist politi-
cal cultures still thrived) could thus be rallied by politicians who offered gradualist social-
democratic alternatives and remained friendly to the West.

Would Europe have “gone Communist” without the Marshall Plan? No, but the mean
and dispirited politics of the late 1930s might well have returned. The Marshall Plan
made it easier to inaugurate a quarter century of ebullient economic growth; it provided
incentives for closer regional integration (especially the decisive European Payments Union
of 1950, which Washington helped to finance); and [it] worked to stabilize the consensual
welfare-state politics that prevailed until the 1970s.

Such an outcome was hardly foreordained. Europeans and Americans had trapped
themselves in destructive policies in the 1930s, with catastrophic consequences. They
could have done so again. But in the late 1940s, Americans and Europeans made con-
structive choices. Fifty years later, that moment in Harvard Yard gives us a lot to ponder.
What policies will unleash innovative energies, transforming bleak prospects and danger-
ous impasses into opportunity? How do we recover that sense of public purpose, that
confidence in our institutions?

RESOURCE 6
The European Response: Primacy of Politics
(excerpt)

By David Reynolds

Source: Reprinted by permission of
Foreign Affairs magazine, Vol. 76, No. 3, May/June 1997,
by the Council on Foreign Relations, Inc.

... The View from the East

In June 1947, however, the overriding question was whether the Soviets would par-
ticipate. Recently declassified documents indicate that Moscow attributed the Marshall
Plan to America’s need to extend credits to a dollar-less world so as to sell its surplus
production. This claim was often made, in non-Marxist language, in Britain and France
as well, but Soviet analysts reckoned that America’s underlying intent was political — to
build on the rhetoric of the Truman Doctrine and establish an anti-Soviet Western Euro-
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pean bloc. Nevertheless, Vyachaslav Molotov, the Soviet foreign minister, agreed to join
Bidault and Bevin to discuss Marshall's offer. He arrived in Paris on June 27 with a
delegation of around 100 officials, suggesting a readiness to talk seriously.

Molotov’s brief, approved by Stalin, had three main themes: to ascertain the type
and amount of aid, to avoid a Europe-wide program and instead secure assistance on a
country-by-country basis, and, finally, to permit German involvement only if Soviet de-
mands regarding Germany, particularly for reparations, were satisfied. Ironically, these
basic aims were not dissimilar to those of France, which also wanted to maximize Ameri-
can aid, minimize the supranational framework, and exploit German resources as much
as possible.

But the French and British were both closer to the United States and more depen-
dent upon it. They decided to defend their interests from within any American plan, but
Molotov terminated the discussions on July 2 when it became clear that the program still
had no content and that the last two Soviet conditions would not be met. Bidault con-
fessed his puzzlement at Soviet tactics. By walking out, he later said, Molotov “had chosen
the only way to lose for sure.” Had he stayed, the Soviets might have extracted some
economic aid or, more probably, ensured the plan’'s defeat in Congress. But such tactics
would have required a combination of persuasive charm and subtle propaganda totally
out of character for the man known in the West as “Mr. Nyet.”

At the time, Moscow's policy, like Washington’s, was in flux. In 1945-46, Stalin had
probably hoped to advance Soviet interests without open conflict with the West. He un-
derstood the Yalta agreements to mean a free hand for him in Eastern Europe, and he was
intent on securing a satisfactory German settlement. The Soviet Union, after all, had lost
some 28 million [people] in the war — over 14 percent of its 1939 population — compared
with 350,000 British (.75 percent) dead and 300,000 Americans (.25 percent). The Soviets’
industry was still underdeveloped relative to the other Allies, and its civilian economy
had been shattered. Stalin was not posturing when he told Marshall in April 1947 that
the “United States and England might be willing to give up reparations; the Soviet Union
could not.” He probably concluded from the Truman Doctrine and the deadlocked Four-
Power Moscow conference that the rift between the superpowers was now unbridgeable.

In the first week of July, Stalin had concluded that Marshall’s initiative was aimed
not merely at creating a Western bloc, but at detaching Eastern Europe from the Soviet
sphere. Bevin himself had told Clayton that he thought the Marshall Plan was “the quick-
est way to break down the iron curtain. Ironically, however, it was in July 1947 that the
iron curtain fell irrevocably across Europe. Over the next few months, Moscow whipped
the national communist parties into line through the newly established Cominform and
accelerated the Stalinization of the Eastern European economies to counter commercial
dependence on the West. The Soviet response to Marshall’s speech defined the geography
of the Marshall Plan. Its content would now be decided by the United States and the
countries of Western Europe. ...
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RESOURCE 7
Civilization and Beyond (excerpt)

By S. Nearing
Source: Civilization and Beyond, Harbor Side, ME: Social Science Institute, 1975, p. 165

“War destruction had played havoc with much of Europe. The Soviet Union was
especially hard hit. Under the Marshall Plan, billions of dollars of United States aid were
poured into Britain, France, Belgium and West Germany. At the same time, the Soviet
request for United States loans was refused categorically by President Truman. Alone
and unaided the Soviet people repaired the extensive damage inflicted by the 1941 mili-
tary invasion from the West and went on with the task of socialist construction which the
war had interrupted. Within five years — by 1950 — the Bolsheviks were again on their
feet, going strong, extending substantial aid to China and other professedly socialist coun-
tries, and playing a crucial part in the struggle for disarmament and peace.” (Nearing,
1975)

RESOURCE 8
Uniting Europe (excerpt)

By M. Robert Schuman

Since World War |1, European countries have broken down many of the political and
economic barriers separating them. One of the leaders of this movement was M. Robert
Schuman, a prominent French politician. The following excerpt is from a speech given
by Schuman in the United States in 1954. He describes some of the forces pushing
European countries closer together.

The expression “European integration” is, in reality, neither a European term nor a
European idea. It comes from your country; it is an imported product. But it implies the
solution to a problem which is specifically European.

We Europeans became conscious of this problem soon after the Second World War,
when our countries, devastated and exhausted, were faced with the necessity of repairing
their ruins, fulfilling their tremendous need for supplies, materials and tools, and gradu-
ally regaining their place in world economy. This was later followed by another anxiety —
that of ensuring the security of Europe, of protecting her against further bloody upheavals
and thus safeguarding the peace of the world.

The war itself taught us one lesson — that of European solidarity. One fact became
clear to all — the fact that none of the countries of Europe could recover or defend them-
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selves by their own means. Before the war, national self-sufficiency seemed to be a work-
able proposition. It was the proud ambition of the totalitarian regimes, in particular.

We have become accustomed to admitting our difficulties and our deficiencies with-
out any false shame.... We have learned — or rather learned over again, for this has
always been a Christian truth — that people are made for one another. Having been, by
our own errors, the responsible authors of our common misfortune, we Europeans are
forced to recognize that our destinies can no longer be dissociated, and that the aid or the
cooperation of all is indispensable to each one of us. We need one another, if only to sell
our goods. Specialized production and costly inventions are likely to yield sufficient re-
turns only so long as there is a market open to them by far exceeding national require-
ments ....

When, in 1947, Europe seemed on the brink of misery and anarchy, the Marshall
Plan brought us immediate and substantial relief. The initiative was both generous and
clear sighted, for it saved the lives of million of human beings, while at the same time
restoring economic activity which the war had interrupted or ruined completely. For this
two-fold purpose, the Marshall Plan made use of available surplus production. It admin-
istered not only the oxygen required to keep the patient alive, but also the blood transfu-
sion enabling the system to regain strength and to function normally.

It was at that very moment that Europe began to think of its future. It was com-
pelled to do so by the necessity of apportioning and utilizing Marshall aid to the best
advantage. The Organization for European Economic Cooperation owes its existence to
this temporary task. The Marshall Plan, in guiding the European countries towards a
lasting collaboration [agreement to work together], has played a first-rate educational
role. Henceforth, all economic problems of interest to the eighteen participating Western
countries, including neutrals like Switzerland and Sweden, are discussed in the course of
periodic Ministers’ Conferences and studied by a permanent and common agency. How-
ever, the link thus established does not yet constitute integration. Integration is the last-
ing welding together of what was once independent; integration assumes subordination to
an overhead organization, to an authority exercised in common. Neither the O.E.E.C. nor
the Council of Europe implies integration. The member States of these bodies retain full
sovereignty; to the extent that decisions are reached, they are reached unanimously; no
State can be made to enter into an engagement against its will ....

The difficulties facing European integration are first and foremost of a psychological
nature. As | have just told you, integration means the renunciation of one’s sovereign
powers in favor of a common authority. Yet for centuries the countries of Europe have
fought bloody wars to gain their independence and establish their national unity which in
fact meant the same thing. They will not therefore relinquish the smallest parcel of their
autonomy: it would be like denying all their past ideals and glory.
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RESOURCE 9
Letter to President Truman

2335 Norwalk Avenue
Los Angeles 41, Calif.
September 12, 1948

President Harry S. Truman,
1600 Pennsylvania Avenue
Washington, D.C.

Dear Sir:

The so-called "Berlin Crisis" is entirely an out-
growth of your own incredible stupidity. When you at-
tended the Potsdam Confrence [sic] to arrange final de-
tails for the occupation of Germany, it was your duty to
look out for American interests and insist upon the
establishment of a corridor to the American Zone for
ingress and egress to the city. This you failed to do.
Possibly this was because you believed Joe Stalin to be a
"good old chap," as you expressed it some time ago. But
| am inclined to think that you were just too dumb to
know that such a corridor was necessary.

In the meantime, you seem to be willing and even
eager to force this country into a war with Russia merely
for the purpose of "saving face." If you do this, the
blame for such a war will rest upon your own shoulders,
and the blood of American boys butchered in this war will
be on your head.

Read the inclosed article from the Los Angeles
Times of September 12, and then perhaps even your feeble
mind will grasp the fact that the Berlin Crisis can be
solved without dragging the United States into war.

Yours truly,

PHILIP JOHNSTON
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RESOURCE 10
Letter to President Truman

LonG Bencu Cunmeer OF COMMERCE

Long Beach 2, California
October 13, 1948

OFFICE OF THE PRESIDENT
Dear President Truman:

Our national affairs committee has given much of
its attention to the present international situation.
That committee urged and our Board of Directors on Octo-
ber 11 approved a motion placing our Chamber of Commerce
on record as backing the federal government in its deci-
sion to take a strong stand in the present Berlin and
German crisis.

We recommend that the United States not retreat
from Berlin in the face of Russian threats since such
retreat would ultimately throw all of western Europe into
the Russian sphere of influence. It is also recommended
that the federal government continue its present practice
of using all reasonable diplomatic means possible to
avoid war.

We hope this expression of opinion will be of
value to you and we are forwarding similar letters to our
congressional representatives and to the Secretary of
State.

Respectfully,

C. E. Scott, President

The Honorable Harry S. Truman
President of the United States
The White House

Washington, D. C.

CES:mo
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RESOURCE 11
Letter to President Truman

Srtix, BAER AND FULLER
Sr. Louis 1, MissouRi

ExecuTive OFFICES December 4, 1948

Dear President Truman:

Like every American | have been watching the Berlin
situation with great concern. A thought occurs to me
in connection with it, which | am passing on to you in
all humility. You have hundreds of experts on the job
far more capable than I, who may have had the same
thought and discarded it for excellent reasons. Yet,
on the off chance that it has not been considered | am
prompted to make this suggestion.

Might it not be possible to reconcile the Berlin

situation by having the United Nations take both

Russia and the United States out of this highly
controverseal [sic] area, and bring in several of the
smaller nations to govern it?

| do not want to seem presumptuous in making this
suggestion but because it seems to me to have a germ
of possibility | feel that | must pass it along.

Sincerely,

ARTHUR B. BAER
ARB:jm

Honorable Harry S. Truman
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Coming to Terms with the Past:
Lessons from the Holocaust

The Holocaust will always be a heavy burden for Germany. The term holocaust re-
fers generally to a great or total destruction, especially by fire. However, following Hitler’s
brutal rampage in Europe, it has come to mean his policy and acts of massive slaughter,
especially the genocide against Jews.

Anti-Semitism

Conscious of the magnitude of the crimes that Germans committed against Jews
during the Third Reich, the postwar German democracy has always forbidden any public
expression of anti-Semitism. This taboo against voicing anything critical of Jews has been
demonstrated by the fact that performance of Shakespeare’s The Merchant of Venice has
not been permitted in the Federal Republic of Germany (FRG) for years. Other plays, such
as Rainer Fassbinder’s Garbage, the City, and Death, have been prevented from opening
because of the unacceptable anti-Semitic language they contain. [Ed. note: The Fasbinder
play is presently (April 1999) being performed in Berlin by an Israeli theater group.]

The FRG's first chancellor, Konrad Adenauer, said that “in our name, unspeakable
crimes have been committed, and they demand restitution, both moral and material, for
the persons and properties of the Jews who have been so seriously harmed.” The FRG has
made good on that promise. From 1949 to 1997, it provided more than $57 billion (DM 100
billion) in restitution, a figure that is expected to rise to approximately $76 billion (DM
124 billion) by the year 2030. It settled most property claims made by Jews, amounting to
some $2.3 billion (DM 4 billion). It made lump sum payments to former concentration
camp internees who were the objects of medical experimentation, and to prisoners of war
(POW) from Palestine who, because of their Jewish background, did not receive the hu-
mane treatment guaranteed prisoners of war under international law. In 1996, the FRG
began allowing German-speaking Holocaust survivors in Israel and the United States to
receive German old-age pensions. A year later it opened talks on compensating Holocaust
victims in Eastern Europe, person whom the Cold War had prevented from being compen-
sated. In 1952, the FRG agreed to pay $2 billion (DM 3.45 billion) to the state of Israel and
various Jewish organizations to help finance the resettlement of Jews throughout the
world to Israel. It has in most cases made every effort to support the state of Israel diplo-
matically, although some Germans have been critical of Israeli treatment of Arabs.

In general, the Jews who have resided in the FRG since the war have not suffered
discrimination and indignity. When Germany was unified in 1990, the government opened
the country to Jews from the former Soviet Union. By 1998, Germany had the fastest-
growing Jewish population in the world, with an influx of 2,000 per month. In those eight
years, 1990-1998, the number of Jews residing in the FRG tripled to more than 100,000.
This growth was especially dramatic in Berlin. Nonetheless, this number is still far below
the German Jewish population of more than 500,000 before the war.
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It was an understandable shock to Jews in and out of Germany to learn after reuni-
fication of several cases of Jewish monuments and memorials in Germany being defaced.
Violence-prone German hoodlums know that the best way to get international publicity is
to deface Jewish shrines and spout anti-Semitic slogans. Jerzy Kanal, chairman of the
Jewish Community of Berlin, noted that “the entire Jewish community is disturbed. We
could hardly have imagined that such a thing is again possible today in Germany.” Such
outrages have occured in many European countries. However, memories of the Nazi past
cause such incidents within Germany to attract particular international interest. Such
disgraces declined dramatically after 1993, but they still sometimes occur and are the
subject of cautious concern.

The common thread between the wave of hostility toward foreigners in the 1990s
and the pre-1945 anti-Semitism in Germany is the need to identify scapegoats for social
misfortune. The most visible targets for the anger of the economically discontented are
the refugees who pour into Germany. Although the embarrassment and shame for such
acts is great, the political culture of the Federal Republic cannot be compared to that of
the Weimar Republic or the Third Reich. Ignatz Bubis, the leader of Germany’s Jewish
community, was right when he screamed at left-wing anarchists pelting President Rich-
ard von Weizsacker who was pleading for tolerance: “I am ashamed of what has happened
here. We are not in 1938, but in 1992!”

Education

One way the FRG has countered ignorance about the Hitler era since the mid-1960s
has been to improve the school curriculum dealing with the subject. Because very few
1990s teachers are old enough to have been adults during the Nazi period, they are there-
fore far less inhibited about discussing these most painful aspects of the past. Some take
pupils to visit concentration camps such as Dachau, which is Germany’s fourth most vis-
ited site, attracting about 6,000 school groups each year. Young Germans also have the
opportunity to speak with former Jewish inhabitants of their cities, who are invited back
to their hometowns for visits and discussions. At the university level, dozens of courses on
the Holocaust are offered. The University of Heidelberg has a chair of Jewish studies, and
Berlin’s Free University created an Institute of Anti-Semitism.

The effort in the schools and universities is boosted by a greater openness in German
society as a whole to discussions dealing with the Nazi era. As fewer and fewer Germans
who experienced the Third Reich as adults remain alive, those who were children at that
time no longer need to feel so ashamed of a past that they did not help to create. Because
the country’s guilt has become less personalized, it is now not so difficult to talk about it.

To help its citizens learn more about the Holocaust, the Bonn government recom-
mended in 1979, and the Land-based radio and television boards agreed, that the Ameri-
can television mini-series Holocaust be aired in the FRG, despite criticism of its commer-
cial, Hollywood qualities. Because of the fear of how young people might react to it, warn-
ings were issued not to watch it alone, and hot lines were set up to deal with emotional
crises it could cause. Thousands of schools and universities organized discussions about
the series, which enjoyed an astonishing audience rating of about 40 percent. The movie
Schindler’s List had a similar effect in 1994.
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Collective Guilt?

From the 1980s on, some major German cities displayed exhibits on the Third Reich
that would have been unthinkable earlier. For instance, in 1997 a controversial photo-
graphic exhibition entitled “The Crimes of the Wehrmacht” was displayed in many Ger-
man cities. It unleashed emotional commentary and street demonstrations. By showing
how the Wehrmacht (the German army during the Third Reich) committed atrocities on
the eastern front, it challenged the prevailing view that the Wehrmacht, in contrast to the
Gestapo or SS, was essentially a normal army of decent Germans defending their country.
Because most German males had served in the armed forces during the war, this exhibi-
tion was perceived by many as blasphemy against themselves, their fathers, or their grand-
fathers.

Any suggestion that “ordinary Germans” were involved in Nazi crimes can still touch
a very sensitive nerve in Germany. After a half century, the notion that all Germans are
“collectively guilty” of Hitler's crimes has generally been discarded. It has given way to
the view that while most Germans are not directly responsible for Nazi atrocities, all
Germans bear a special responsibility to ensure that such things never happen again in
Germany and Europe.

Despite more than a half century of stable democracy and respect for human rights,
Germans can still find themselves accused as a nation. In 1996, a young Harvard histo-
rian, Daniel Goldhagen, published a sensational book arguing that the crimes of the Na-
zis can indeed be blamed on all the Germans: Hitler's Willing Executioners: Ordinary
Germans and the Holocaust. Goldhagen’s argument is simple: the extermination of the
Jews was caused by “a demonological anti-Semitism” that was deeply rooted in German
society. Hitler and the Germans were “of one mind” about the Jews. All Hitler had to do
was to “unleash” their “pre-existing pent-up” anti-Semitism to perpetrate the Holocaust.
Germans showed no reluctance, aside from some squeamishness, because ordinary Ger-
mans had been taught to “want to be genocidal executioners.” They “Kkilled for pleasure,”
“equipped with little more than the cultural notions current in Germany.” Germans were
so saturated with anti-Semitism that killing Jews was “the common sense” of the day.

Published also in German, Goldhagen’s book was widely read in Germany. A ner-
vous German government unwittingly advertised it by publicly attacking it. Few scholars
accept Goldhagen'’s overall argument, although many joined in the debate stirred up by it.
Social scientists tend to be skeptical of monocausal explanations of things. Life and his-
tory are messy, and causality is multifaceted and complicated; things can almost never be
reduced to one simple explanation. Nevertheless, great interest was paid to Goldhagen
during his promotional tour of Germany. It is noteworthy that he was awarded Germany’s
prestigious Democracy Prize for reigniting a national debate. The author noted: “The real
story is that Germans, more than the people of any other country, deal with the inglorious
and horrific parts of their past.”

Another revealing and troubling study that also found a huge reading audience in
Germany is Christopher Browning's book, Ordinary Germans. He documents how a re-
serve police battalion from Hamburg was sent to Poland and became a part of the system-
atic killing of Jews. At first all were sickened by this assignment, but most eventually
adjusted to it as a routine job. In this book, we learn that most of the killers were not sick
and twisted, but were quite ordinary men. Only 10 percent to 20 percent of the reserve
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policemen refused to kill. Most of the non-Germans assigned to the unit also followed
orders to murder, even though they had not grown up in a German society “saturated with
anti-Semitism.” (In fact, a third of the SS by the end of the war was non-German.)

Unlike Goldhagen’s book, Browning's forces the reader to ask what he/she would
have done if he/she had been put in a similar situation in wartime. In a brutal dictator-
ship like Nazi Germany where dissidents could be tortured and beheaded (as were the
idealistic Scholl siblings in Munich), silence was not necessarily consent.

Memorials and Monuments

German soul-searching did not end with reunification in 1990. In a country that
tries both to remember and to look to the future, any discussion of memorials quickly
becomes controversial. The decision to move the nation’s capital from Bonn to Berlin be-
ginning in 1999 raised the question of what kind of Germany would be symbolized by a
city with so much history. According to Daniel Libeskind, commenting on a celebrated
new building of the Berlin municipal museum that houses Berlin’s Jewish Museum, “ev-
ery brick, every tree was witness to something. It is a question of what traces of the past
are incorporated into the present and the future.”

The search for a new spirit begins with street names. Hundreds of streets are losing
the names they received from the Nazis or Communists. For example, the grandiose Reich
Stadium Street leading up the 1936 Olympic stadium has been renamed to honor Adolf
and Gustav-Felix Flatow, two German Jewish brothers who won gold medals in the 1896
Athens Olympics and later perished in Nazi concentration camps. Running parallel to the
stadium is Jesse-Owens Street, commemorating the black American athlete in the 1936
Olympics whose hand Hitler refused to shake.

After the actress Marlene Dietrich died in 1992, efforts were made to name a street
or square after her in the Schéneberg district, where she was born, or within the massive
Potsdamer Platz, Berlin's liveliest square before the war. Because of her repugnance to-
ward the Nazis, she left Germany and became an American citizen in 1937. She later
remarked that her more than 500 performances to Allied troops had been “the only impor-
tant thing” she had ever done in her life. Some Germans consider her a traitor, even if she
was motivated by opposition to Hitler. Thus her legacy is still debated, and so is any
suggestion that she should be memorialized.

Berlin opened Germany'’s first comprehensive Holocaust museum in the lakeside
Wannsee Villa, where Hitler's top aides planned the Final Solution (eradication of the
Jews) in 1942. Here, one is confronted with a photographic chronology of the policy to
exterminate Jews. More than 50,000 people visit this hard-to-find museum annually.
Another museum and documentation center, called “Topography of Terror,” is located on
the site of the former Gestapo Headquarters. Because of budgetary problems, the city
government announced in 1996 that it would no longer be able to bear the expense for this
museum, located on prime property close to the new business area being built around
Potsdamer Platz. Many Berliners are incensed by the prospect that this museum might
close.

Many other sites are maintained in Berlin. The Sachsenhausen concentration camp
is within the city limits in the East, as is the New Synagogue and Jewish Center in
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Oranienburg Street. Built in 1995 on the ground where Berlin’s largest synagogue had
stood, this heavily-guarded center now serves as both an important Jewish meeting place
and as a museum for the history of Berlin's Jewish community. In West Berlin, visitors
can see the museum and memorial to the German resistance in the Staufenberg Street, as
well as the site in Plotzensee where enemies of the Nazis were murdered.

The most emotional controversy at the end of the twentieth century involves con-
struction of a Holocaust memorial in the heart of Berlin between the Brandenburg Gate
and the Reichstag building. There are numerous local Holocaust memorials throughout
Germany, but there is no national one. The debate revolves around the question of how
and where to remember the victims of Nazism. A design competition drew 528 entries.
The winning design in 1995 called for a gigantic sloping gravestone more than 100 yards
by 100 yards and rising to a height of over ten yards. On it would be inscribed the names
of six million murdered Jews.

The criticism against this plan was so great that the project had to be postponed. A
70-person team of historians, politicians, intellectuals, and Jewish leaders were appointed
to try to reach a consensus on a new design. Some found a memorial larger than a football
field too grandiose to be moving and meaningful: such a site would be more appropriate
for tourism than for atonement and quiet mourning. Others disliked the fact that only
Jews were to be recognized as victims and that others who also suffered — Gypsies, homo-
sexuals, religious sects — were to be ignored. Still others argued that the huge expendi-
ture ($10 million) could be better spent on a living museum, like the U.S. Holocaust Me-
morial Museum, where one could learn the full story of how the Nazi crimes happened.

Legacies of the Past

One cannot follow either the “great debates” or current events in the FRG without
being constantly reminded of the shadow of the Nazi past. The collapse of Hitler’s state
was the reason for the division of Germany. Any talk of German reunification therefore
reawakens among some people memories of the war and of the Holocaust.

Domestic politics reflect a fear of the past repeating itself. In the 1970s, the Allies
prodded Germany to stimulate her economy. This was routinely resisted by politicians,
who cited the fact that inflation and unemployment during the Weimar Republic paved
the way for Hitler's takeover. Much popular clamoring to limit various kinds of immi-
grants and refugees pouring into the country and to encourage the departure of many of
the four-and-a-half million foreign “guest workers” in the FRG was long rejected by politi-
cians on the grounds that the new Germany must bend over backwards to respond to
human suffering.

For several decades after the war, there was considerable discussion in the FRG
about “overcoming the past” (Vergangenheitsbewaltigung). The death of Rudolf Hess in
Spandau Prison in 1987 was a reminder of how few “big fish” were still around. By the
1990s, two-thirds of all Germans had grown up in the postwar era, compared with one-
third in the late 1960s.

Every nation needs a usable past which can validate its present and inspire faith in
its future. Germans have a long and rich history, but since it was marred by the Nazi era
and World War 11, a sense of patriotic pride has often been lacking. There have been signs
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in the FRG of a desire to revive certain national traditions. The nationwide debate over
the meaning of Prussia in Germany’s past and present, crowned by several special exhib-
its in Berlin, whose 750th birthday was celebrated by both Germanys in 1987, indicate
that many persons are searching to find more positive possibilities for national identifica-
tion. Events commemorating Martin Luther’s death 400 years ago and the Staufen and
Wittelsbach dynasties have taken place and are indicative of a similar quest to look to
more positive events for national identification.

Helmut Kohl, who came to power in October 1982, is a symbol of the changed times
and climate. Born in 1930, he was the first chancellor who was too young to play any part
in the Hitler era, including performing military service. He claimed to exemplify a new
generation of leaders untainted by the past and sought to appeal to those Germans, in-
cluding those on the center-left, who want again to feel proud of their country. He used the
word Vaterland in his speeches, and his encouragement to play the national anthem more
often helped make it possible to close the day’s television programming with its melody.
In short, he wanted to help produce a “normal patriotism,” the kind that is taken for
granted in other countries. Germans still show little enthusiasm for such symbols. Never-
theless, national feelings, which were taboo for a long time, are slightly stronger.

Kohl's efforts to apply total normalcy to relations with other countries did not al-
ways succeed. Sometimes foreign countries are still unwilling to regard the FRG solely as
an economically strong, socially just, and stable democracy that is a reliable trading part-
ner and NATO ally. Fritz Stern, an American historian who fled from Hitler, was correct
when he noted that “the past dominates the present to an extraordinary degree, and the
past cannot be erased.”

Undoubtedly the most eloquent warning against moving too quickly away from the
past was made by former President von Weizsacker in his famous speech before parlia-
ment on the occasion of the fortieth anniversary of the defeat of the Third Reich:

All of us, whether guilty or not, whether old or young, must accept the past. We are all
affected by its consequences and held responsible for it. ... It is not a matter of over-
coming the past. One can do no such thing. The past does not allow itself to be retro-
spectively altered or undone. But whoever closes his eyes to the past becomes blind to
the present.

The New German Armed Forces

A look at the efforts to create a Federal Armed Forces (Bundeswehr) that fits the new
democratic order is an example of the success Germans have had in overcoming negative
aspects of their past. With Germany in ruins by 1945, there was little thought in anyone’s
mind of placing Germans back into uniform. Anti-war sentiment within Germany was
strong, and the controversy in the 1950s over entering NATO and reintroducing conscrip-
tion was so intense and emotional that it is a wonder that the young democracy survived
it. A mass movement known by the slogan “ohne mich” (“without me”) enjoyed widespread
support. In a 1950 opinion poll, 70 percent of males at Bonn University vowed never to put
on a military uniform. It was in this charged atmosphere that the Bundeswehr was born.

Much attention was paid to creating the right kind of military, an “army of demo-
crats” operating under democratic military statutes, resolutely accepting civilian control,
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and committed to the defense of parliamentary democracy. The civil and military worlds
were presented as integrated and mutually reinforcing. Service in the military would not
be a radical break from civilian life.

These goals were to be ensured by a new concept: innere Fiihrung (inner leadership).
This means that the soldier, as a “citizen in uniform” with the emphasis on “citizen,” has
rights that he sustains through participation and personal initiative. He is an autono-
mous moral being who may “balance the claims of subordination against the demands of
conscience.” It is assumed that a soldier performs better when he understands the politi-
cal values for which he fights. Finally, in a technical army, self-discipline is more impor-
tant than blind obedience. Leaders issuing orders to highly specialized soldiers must ap-
ply modern management techniques to achieve maximum efficiency. Innere Fuhrung is
crucial for the thinking soldier. All officers are given a university education in one of two
Universities of the Bundeswehr, one in Hamburg and the other in Munich. Regardless of
their majors, they must take courses in ethics and social science in order to deepen their
consciousness of being morally responsible members of a democratic state and society.

Germany retains its conscript army on the principle that it is a vital link between
the military and society. The founders of the Bundeswehr feared the creation of a “state
within a state,” as was the case during the Weimar Republic. Males in both parts of Ger-
many are required to perform 10 months of military service, unless they morally object
and are judged to be conscientious objectors. In such cases, they must perform 13 months
of alternative civilian duty such as working in hospitals or homes for the elderly. No other
NATO country has such a large percentage of its population which seeks to avoid compul-
sory military service by claiming conscientious objector status. This right is anchored in
the Basic Law. There are scores of C.O. organizations, and many churches and other
groups are active in giving advice about how to apply and argue successfully for such
exemption.

After intense domestic debates, Germans, by and large, have come to accept the
military deterrence as a necessary means for maintaining peace. However, the Greens
passed a program in 1997, confirmed at their party conference in March 1998, that calls
for the dissolution of NATO, and few Germans can accept the notion that the use of force
is ever actually justified.

Many Germans have persuaded themselves that nobody knows the horrors of war
better than they do and that they are particularly sensitive to the victims and the conse-
guences. This is partly a result of western Germany'’s efforts for decades to drive home the
lessons of the two world wars that militarism is wrong and war never pays. This black-
and-white message is taught in the schools, propagated in the public media, and expressed
on public monuments. The idea that war is always wrong has become a kind of ideology in
Germany. It made it difficult for the German government to deploy German forces in the
former Yugoslavia. However, ethnic cleansing and the brutality of the war in the former
Yugoslavia influenced some pacifists in Germany to consider the positive value of the
military in Europe in general as a peace-keeping force.

To appear unthreatening, the Bundeswehr renounced all possession of atomic, bio-
logical, and chemical weapons, as well as long-range bombers and missiles. In time of
war, it would revert completely to NATO command, whose top commander, the Supreme
Allied Commander Europe (SACEUR), is always an American general. Therefore, it can-
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not fight independently outside of NATO, an organization of 16 (19 in the year 1999)
democratic states that admits no new members who cannot demonstrate their commit-
ment to democracy.

The German government is compelled to pay heed to domestic opinions on defense
guestions. It must constantly explain to the public the necessity and rationale for the
country’s defense and for its military collaboration with the NATO and the United States.
This need sometimes puts the German government in a bind. At times it has to disappoint
its allies by its overly cautious defense policies.

Wayne C. Thompson
Virginia Military Institute
October 1998

This text can be found on the Armonk Institute’s Web site at
armonkinstitute.org/gunlickslesson13.htm
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Coming to Terms with the Past:
Lessons from The Holocaust

Lessons in Unit |l

Lesson 1: Holocaust Education in Germany Since the End of World War 11
Lesson 2: Responsibility and Restitution
Lesson 3: Never Again — The Protection of Human Dignity

Overview

The lessons in this Unit explore specific ways in which the Holocaust has shaped
contemporary German politics and culture. Central issues for Germans include discover-
ing a “usable past” (a past which one remembers and from which one learns), dealing with
the consequences of and responsibility for the past, and preventing the recurrence of such
a tragedy. To these ends, German politics explore and stretch the limits of democracy.
These topics are difficult because they involve not only facts but also value judgements
and emotional responses. Students should be familiar with the events of the Holocaust
before beginning this Unit. Preparatory activities might include visiting a Holocaust mu-
seum, viewing the movie Schindler’s List, or talking with a Holocaust survivor.

This Unit will contribute effectively to World History, AP World History, AP Gov-
ernment, Sociology, and World Literature classes. The introductory essay accompanying
the Unit will prove a valuable tool for the teacher.

Special thanks go to the many people who were interviewed for this project and
especially to Joel L. Levy, Chairman for Germany of The Ronald S. Lauder Foundation,
and to Ms. Annegret Ehmann, Director of Education for the House of the Wannsee Con-
ference, for their suggestions.

Lesson 1: Holocaust Education in Germany
Since the End of World War I

Preview of Main Points

This lesson addresses how the Holocaust is taught in German schools today. Atten-
tion is given to requirements issued by the federal government and implemented by the
individual Lander. Attention is also given to the fact that before reunification, Holocaust
education was not a major part of the curriculum of the GDR.
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I UniT Il LESSONS

RELATIONSHIP TO THE
VIRGINIA STANDARDS OF LEARNING

History and Social Science
9.10  The student will analyze major historical events of the
20th century, in terms of
e. the Nazi Holocaust and other examples of
genocide;
f. new technologies, including atomic power, and their
influence on the patterns of conflict.

9.11  The student will demonstrate skills in historical research

and geographical analysis by

a. identifying, analyzing, and interpreting primary and
secondary sources and artifacts;

b. validating sources as to their authenticity, authority,
credibility, and possible bias.

The student will demonstrate an understanding of the

origins and effects of World War II, with emphasis on

f. the Holocaust and its impact.

The student will develop skills for historical analysis,

including the ability to

a. analyze documents, records, and data (such as
artifacts, diaries, letters, photographs, journals,
newspapers, historical accounts, etc.);

b. evaluate the authenticity, authority, and credibility of
SOurces;

c. formulate historical questions and defend findings
based on inquiry and interpretation;

e. communicate findings orally, in brief analytical
essays, and in a comprehensive paper.

The student will develop skills in discussion, debate, and

persuasive writing with respect to enduring issues and

determine how divergent viewpoints have been
addressed and reconciled. Such issues include

b. slavery and its impact;

d. freedom of the press vs. the right to a fair trial;

e. the tension between majority and minority rights;

f. problems of intolerance toward racial, ethic, and
religious groups in American society; and

g. the evolution of rights, freedoms, and protections
through political and social movements.

The student will compare the United States political and
economic systems with those of major democratic
and authoritarian nations, in terms of

a. the structures and powers of political institutions;

b. the rights and powers of the governed including
grass roots citizen movements;

c. economic goals and institutions and the role of
government in the economy;

d. the relationships between economic freedom and
political freedom; and

e. the allocation of resources and its impact on
productivity.

11

11.17

11.18

12.14

continued overleaf

Key Concepts

Objectives

Education as a source of change
Acceptance of responsibility
Human rights

Acceptance of truth

During this lesson, students will

define and use basic vocabulary and
concepts (see Resource 1 below)
compare and contrast Holocaust edu-
cation as it is presented in three Ger-
man Lander today

identify the differences among the
former GDR. states in teaching the
Holocaust in schools

analyze the reactions of German stu-
dents and adults to lessons on the Ho-
locaust

compare and contrast Holocaust edu-
cation in Germany with that in the
United States.

Focus Questions

1.

During the Nazi era, schools were
used as a means of transmitting the
“official” party line. Today, German
schools are used as a means of trans-
mitting information about what really
happened during the Holocaust. How
can the same institutions transmit
such opposite values?

How do Germany'’s efforts to teach the
truth about the Holocaust compare
with the efforts in America to teach
the truth about instances of persecu-
tion in our own country such as sla-
very, segregation, discrimination
against African-Americans, the mis-
treatment of Native Americans, and
the internment of Japanese Ameri-
cans during World War 11?
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Teaching Suggestions

; ; ; ; English
Information in this lesson will come from 94  The student will read and analyze a variety of print
H H : materials.
readmgs cont_:ernlng the reqUIrementS for Holo- 9.6 The student will develop narrative, literary, expository,
caust education (see Resources 2 and 3 below) and technical writings to inform, explain, analyze, or
. . - entertain.
and also from interviews with adults and stu- 9.7 The student will credit the sources of both quoted and
dents who have completed these programs (see paraphrased ideas.
. 9.8 The student will use electronic databases to access
Resources 4 and 5). Students should be intro- information.

duced to the vocabulary allowed to read the 10.1  The student will participate in and report small-group
' learning activities.

materials, and encouraged to interpret the in- 102 The student will critique oral reports of small-group

H H H learning activities.
formatl_on. Majo_r err_1pha5|s should be placed on 10.3  The student will read and critique literary works from a
why this education is necessary. variety of eras in a variety of cultures.

10.7  The student will develop a variety of writings with an
emphasis on exposition.
10.8  The student will critique professional and peer writing.

. . 10.9  The student will use writing to interpret, analyze, and
Beginning the Lesson evaluate ideas.

Review and diSCUSS With the students the 10.10 The student will collect, evaluate, and organize

information.
vocabulary in Resource 1. Be aware that they 117  The student will write in a variety of forms with an
T H H _ emphasis on persuasion.
may or may I"-lOt t_)e familiar with the terminol 119  The student will analyze, evaluate, synthesize, and
ogy and organization of the German government. organize information from a variety of sources into a

: : documented paper dealing vith a question, robl
Discuss why learning about the past, and espe- o paper deang W GESTon, proviem, or

cial |y about the Holocaust, is necessary. Discuss 121 The student will make a 5-10 minute formal oral

. . presentation.
Why a StUdy of the Holocaust mlght be more dif- 12.2  The student will evaluate formal presentations.
ficult in Germany than in the United States. 12.8  The student will write documented research papers.

Developing the Lesson

Have the students read and discuss the Holocaust education requirements in differ-
ent Lander. Because these requirements vary, focus the discussion on comparing them
(see Activities 1 and 2 and Resources 2 and 3 below).

Examine any major differences discovered among the requirements in the different
Lander.

Have the class compare the reactions of students from western Germany with the
reactions of students from the former GDR. states. Discuss the differences that are per-
ceived (see Activity 3 and Resources 4 and 5).

Have the students research information about appeals made to German youth dur-
ing the Nazi era.

Concluding the Lesson
Conduct a class discussion in response to the second focus question. What are the
differences in the efforts shown by the two countries? What explains these differences?
How should schools tell the truth about human rights violations in our own history?
Choose one of the assessment devices outlined in Activity 4.
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Activity 1
Have the students read the article “Focus on Holocaust Education in Germany,”
found in Resource 2 below. After all have read the article, conduct a class discussion,
using the following questions. Ask the students to use facts to defend their points of view.
< Why is it important to teach the Holocaust in Germany today?
= Who sets the requirements for Holocaust education in Germany?
< In what classes do German students study the Holocaust? What do these stu-
dents learn about the Holocaust? How does this compare with the way the Holo-
caust is taught in the United States?
< How does Holocaust education relate to current events in Germany?
= Who else is involved in the development of Holocaust education in Germany?
Why?
= Can education help prevent prejudice?
= Do you think that the efforts of the German government to promote Holocaust
education might have adverse effects? For example, could the study of National
Socialism inadvertently glamorize Nazism?

Activity 2

Divide the class into three groups. Assign each group to read one of three articles
representing three very different regions of Germany today (see Resource 3):

= “Passing on Knowledge of the Holocaust in the Schools of the Free State of Saxony”

e “Passing on Knowledge of the Holocaust in the Schools of the Land of North

Rhine-Westphalia”

e “Passing on Knowledge of the Holocaust in the Schools of the Free State of Ba-

varia.”

After the groups have read their assigned articles, ask each group to answer the
following questions and then report to the rest of the class, using a spokesperson of their
own choosing.

= On what are these guidelines based and when were they put into effect in the

state that you have studied?

< What are the main topics included in Holocaust studies in the state that you

have studied?

< At what grade levels and in what classes are students taught about the Holo-

caust in the state that you have studied?

= Where did the teachers mentioned in your article get their information about the

Holocaust?

After these questions are answered, conduct a class discussion that compares and
contrasts the answers from all three groups. Are there significant similarities? Are there
any significant differences? If so, what may account for this?

Activity 3

Ask the students to read “Reactions to Holocaust Education” (see Resource 4) and
watch the video interviews (Resource 5). After reading the article and watching the inter-
views, conduct a class discussion, using the following questions:



UniT Il: LeEssons [ 59

= Inview of the premise that history study consists basically of explaining to people
who were not there something that happened, why would the Holocaust be more
difficult to explain than any other historical event?

= Recalling that the GDR (East Germany) came under Communist control follow-
ing World War 11, why would the Communist government deliberately downplay
the involvement of this region in the Holocaust? (This may involve research into
the methods and ideologies of the GDR government, depending on what informa-
tion may already be known.)

= Keeping in mind that from 1945 the Communists controlled education in eastern
Germany, how would you react if something you, your parents, and even your
grandparents had been taught suddenly was revealed to be untrue?

= How would you feel if you found out that your parents and/or grandparents had
been directly involved in promoting the Holocaust? How would you deal with
these feelings?

Activity 4 (Assessment Devices)

Have the students choose either to visit the Holocaust Museum in Washington, D.C.,
or to view the movie Schindler’s List and, based upon that experience, write a reaction
paper describing how they feel about what they saw and learned.

Have two teams of five students each develop and conduct student surveys concern-
ing what American students know about the Holocaust. Be sure that they design and
conduct these surveys to reflect as wide a range of students as possible.

Have the students write short stories from the point of view of students in Germany
attempting to deal with Holocaust education and the stories concerning the issue told
them by their elders.

Have the students write essays in which they compare and contrast the different
methods used to teach about the Holocaust in the three Lander studied. Have the stu-
dents use peer editing for these essays.

Have the students research information on the Jungvolk and Hitler Youth move-
ments of the Nazi era. Why were these programs aimed at the youth rather than at the
parents? What similar dangers, if any, exist in American education today?

Set up two teams of three students each to debate the issue of whether a country
should admit a horrific moral failure and then move on in its national life, or whether it
should perpetually remember and study the event as a way of preventing similar things
from ever happening again.
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I UniT Il LESSONS

RELATIONSHIP TO THE
VIRGINIA STANDARDS OF LEARNING

History and Social Sciences

9.10  The student will analyze major historical events of the
20th century, in terms of
e. the Nazi Holocaust and other examples of

genocide;
f. new technologies, including atomic power, and their
influence on the patterns of conflict.

9.11  The student will demonstrate skills in historical research
and geographical analysis by
a. identifying, analyzing, and interpreting primary and

secondary sources and artifacts;
b. validating sources as to their authenticity, authority,
credibility, and possible bias.
1111  The student will demonstrate an understanding of the
origins and effects of World War II, with emphasis on
f. the Holocaust and its impact.
11.17  The student will develop skills for historical analysis,
including the ability to
a. analyze documents, records, and data (such as
artifacts, diaries, letters, photographs, journals,
newspapers, historical accounts, etc.);

b. evaluate the authenticity, authority, and credibility of
SOurces;

c. formulate historical questions and defend findings
based on inquiry and interpretation;

e. communicate findings orally, in brief analytical
essays, and in a comprehensive paper.

11.18 The student will develop skills in discussion, debate, and
persuasive writing with respect to enduring issues and
determine how divergent viewpoints have been
addressed and reconciled. Such issues include
b. slavery and its impact;

d. freedom of the press vs. the right to a fair trial;

e. the tension between majority and minority rights;

f. problems of intolerance toward racial, ethic, and
religious groups in American society; and

g. the evolution of rights, freedoms, and protections
through political and social movements.
12.14  The student will compare the United States political and
economic systems with those of major democratic and
authoritarian nation, in terms of
a. the structures and powers of political institutions;
b. the rights and powers of the governed including
grass roots citizen movements;

c. economic goals and institutions and the role of
government in the economy;

d. the relationships between economic freedom and
political freedom; and

e. the allocation of resources and its impact on
productivity.

continued overleaf

Focus Questions

Lesson 2: Responsibility and
Restitution

Preview of Main Points

This lesson examines how Germans today
are dealing with the aftermath of the Holocaust.
Attention is given to programs designed to help
people accept responsibility for the actions of the
Nazis. Attention is also given to the on-going
guestion of restitution to surviving victims of the
Holocaust and their families.

Key Concepts
- Responsibility
- Restitution
- Human rights
- Change
- Tradition

Objectives

In this lesson, students will

- define and use basic vocabulary and
concepts (see Resource 1)

- analyze programs in Germany de-
signed to promote an awareness of
German responsibility for the Holo-
caust today

- evaluate the on-going question of res-
titution to survivors

- research and analyze the questions of
the United States government's re-
sponsibility for

- past actions of slavery

- treatment of Native Americans

- internment of Japanese-Ameri-
cans during WWI1I.

1. How responsible are we for the actions of our ancestors?
2. Can money buy forgiveness? Why or why not?
3. Does one country have the right to judge another for its violation of human rights?

Why or why not?
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Teaching Suggestions

i A English
This lesson will allow students to do some 92 The student will make planned oral presentations.
investigative research on their own into the im- 9.4 The student will read and analyze a variety of print
materials.

portance of the idea of accepting responsibility 96  The student will develop narrative, literary, expository,

. . . and technical writings to inform, explain, analyze, or
for past actions. In keeping with the constant entertain.

effort to encou rage students to keep up with cur- 9.7 The student will credit the sources of both quoted and
. paraphrased ideas.
rentevents throth the media and the Internet, 9.8 The student will use electronic databases to access
in this lesson they should be challenged to fol- information.
. . w . " 10.1  The student will participate in and report small-group
low the continuing search for “Nazi gold.” The learning activities.

various activities provide numerous choices for 10.2  The student will critique oral reports of small-group
learning activities.

teachers and students. 103 The student will read and critique literary works from a
variety of eras in a variety of cultures.

10.7  The student will develop a variety of writings with an
emphasis on exposition.

10.8  The student will critique professional and peer writing.

Beglnnlng the Lesson 10.9  The student will use writing to interpret, analyze, and
Continue to review and discuss the vocabu- evaluate ideas. .
A . 10.10 The student will collect, evaluate, and organize
lary in Resource 1 with the students. information.
: H “hili 111 The student will make persuasive presentations.
Discuss Why taklng respon5|b|I|ty for an 112 The student will analyze and evaluate persuasive
event that took place more than 50 years ago presentations.
e 11.7  The student will write in a variety of forms with an
may be difficult for many people_ today. Why do emphasis on persuasion.
the events of the Holocaust especially merit over- 119 The student will analyze, evaluate, synthesize, and
. . - 5 organize information from a variety of sources into a
coming this dlfﬂCUIty- documented paper dealing with a question, problem, or
Encourage students to look for articles in issue. , ,
. 12.1  The student will make a 5-10 minute formal oral
a variety of sources on current events that re- presentation.
late to the Holocaust 12.2  The student will evaluate formal presentations.

12.8  The student will write documented research papers.

Have the students engage in an extended
role-play. Divide the class into various groups
that, after World War 11, could remake the laws
of Germany. Basic categories should include formerly disenfranchised groups such as Jews,
an international contingent such as the Allied countries, a dominant ethnic population
group, and a group representing other religious faiths. Have these groups establish ten
mutually acceptable rules that will safeguard against another Holocaust and promote
Germany'’s economic and cultural recovery from the devastation of war.

Developing the Lesson

Discuss the lesson’s focus questions with the class. Then have the students read
“German Restitution for National Socialist Crimes” (Resource 6) and answer the ques-
tions in Activity 1.

Have the students read “German-Israeli Relations” (Resource 7) and answer the
guestions in Activity 2. Encourage students to explore the Internet and other media sources
in search of materials relating to the search for Nazis today and the search for “Nazi gold.”

Have the students read the articles (Resource 8) on the Vienna monument, the con-
troversy concerning the proposed Berlin memorial to victims of the Holocaust, and the
memorials at concentration camps such as Sachsenhausen. Have the students watch the
video interview with the director of Wannsee House (Resource 9). Then ask each student
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to participate in or complete one or more of the tasks outlined in Activity 3.

Have the students read the quotes relating to responsibility and restitution (Re-
source 10). Then have each of them complete one or more of the tasks outlined in Activity
4 below.

Ask the students to research magazines, TV, and Internet sources to find informa-
tion on current events relating to the search for Nazi gold, reparations (e.g,. the PBS
program Frontline and its continuing coverage of the role of Swiss banks in “laundering”
Nazi gold), and the continuing hunt for Nazi war criminals (Resource 11). Ask the stu-
dents to complete Activity 5.

Have the students research magazines, books, and Internet sources to find informa-
tion dealing with the U.S. government and

= proposed apologies/offers of restitution for slavery

= court cases involving claims for restitution by Native Americans

= action involving compensation/restitution to families of Japanese-Americans in-

terned during WWII.

Have them use this information to develop reaction papers, debates, or class discus-
sions (see Activity 6).

Concluding the Lesson

Use the three focus questions as guidelines for a discussion on responsibility and
forgiveness.

Activity 1
Ask the students to read the article “German Restitution for National Socialist Crimes”
(Resource 6) and write answers to the following questions in preparation for discussion:
< When did the German government first assume responsibility for making repa-
rations to victims of the National Socialists? How was this done?
= What was the specific relationship between Germany and Israel following World
War 11?
e How did German reunification in 1990 affect the payment of reparations?
= How much money has been involved in these reparations? What countries re-
ceived the most in reparations?
< What can a country hope to achieve by paying monetary restitution?
= What are some types of restitution other than money?
< Do you think that restitution of any sort is good? What facts support your opin-
ion?

Activity 2

Ask the students to read the article “German-Israeli Relations” (Resource 7) and
write answers to the following questions in preparation for discussion:

< What is the basis for the specific relationship between Germany and Israel?

< What is being done by both countries to foster better relations?

Have the students research the same topic from another perspective, for example,



UniT Il: LeEssons [ 63

the Israelis’ view of their country’s relationship with Germany. Have the students re-
search a similar relationship between Germany and another country directly involved in
the horrors of the Holocaust, for example, Poland. Have the students present their find-
ings to the class.

Activity 3

Have the students read the article “Vienna Builds Monument to Jewish Victims”
and the two articles concerning a National Holocaust Memorial (Resource 8). Have them
watch the video interview that accompanies this Unit (Resource 9).

Conduct a class discussion based on the following questions:

= Although Vienna is not a German city, the Austrians also accept some responsi-

bility for the events of the Holocaust. What role did Austria play in the Holo-
caust?

= Many Austrians, including top government leaders such as Kurt Waldheim (Presi-

dent 1986-1992), have kept their involvement with the Nazis in World War Il a
secret. Why would they do this? How does this make accepting responsibility
even more difficult?

Have each student write down one political and one personal reason that they can
think of for such a deception.

Have the students conduct further research on plans and controversies concerning
the National Holocaust Museum in Germany. Have several students hold a round table
discussion on the various issues involved in creating this museum, using the following
guestions:

< What different groups are involved in the controversy and what “agenda” might

each of these groups (or individuals) have?

= What psychological roles — good and bad — may be served by building a monu-

ment to a tragedy?

Have the students design a German museum to the Holocaust that includes five
rooms, each with a different theme. For each room, have them select pictures, newspaper
articles, statements of survivors, letters, art, music, news broadcasts, and other artifacts
that describe the theme. Be sure that they justify their selections. Have them include
basic written or graphic plans for the structural design for the museum.

Have the class design and create a memorial to a person, group of people, or a cause
or idea that is important to them. Conduct a class discussion which takes it cues from the
following questions:

< What is a memorial?

< Why do people create them?

Using the Internet, have the students research how the memorial at the House of
the Wannsee Conference portrays the progression of social changes that made persecu-
tion possible. In particular, have them pay attention to how opposition was eliminated as
an initial step, how bureaucracies functioned to eliminate personal responsibility in gov-
ernment, and how a seemingly objective science such as genetic research was used for
racist purposes. Have them write essays discussing the things people can learn from this
memorial site about how a “holocaust” can occur (see Resource 9).

Ask the class to debate these questions:
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= Should horrific sites such as concentration camps be preserved?

< What should a memorial accomplish?

< What criteria should guide the design of a memorial?

= Should memorials be more concerned with the approval of survivors, critical ex-
perts, or the general public?

Activity 4
Ask the students to read the quotes in Resource 10. Conduct a class discussion using the
guestions:

< What is the main theme of each of these quotes?

= What are the authors trying to say to the people of today’s world?

< How are we held responsible for the events of the past?

< How can we safeguard the future?

Then have the students imagine that a German says to them, “I'm tired of our guilt.”
Choose four students to participate in a role-playing exercise in which they discuss their
responses to this statement. The roles might include a U.S. citizen, an Israeli citizen, a
West German, and an East German.

According to a poll taken by Der Spiegel news magazine in the summer of 1994, only
52 percent of the young people in the whole of Germany are proud to be German. Fifty-
seven percent said they felt no emotion whatsoever when, for example, they were in a
foreign country and saw the black-red-gold German national flag. Until recently, the playing
of the German national anthem at public events was not popular. Have the students
research and analyze the words of the German national anthem, and ask them to evaluate
it as a symbolic representation of the German people. Ask the students to write an essay
explaining why nationalism/patriotism is a difficult concept for Germans of today to handle.

Organize a Socratic discussion of the meaning of the quote by Niemdller (Resource
10, No. 3). Conclude with a discussion of whether this advice is still relevant today, and if
so, how?

Activity 5 (Assessment Device)

Have the students develop unique ways of presenting their findings to the class
about the search for Nazi gold, reparations, and the hunt for war criminals. Alternatively,
allow them to choose one of the following methods:

= publishing a newspaper with recent information about reparations

= holding a debate of the issue of whether it is appropriate to continue the search

for Nazi war criminals

= making a chart organized by countries showing the amounts of money being paid

to Holocaust survivors

= writing an editorial which takes a stand on the issue of restitution and penance

Activity 6 (Assessment Devices)

In an essay, have the students take and defend positions on the role Americans must
take today in facing the actions of their own past. How much responsibility should we
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take? What steps have been taken to avoid similar actions in the future? What steps
should be taken to avoid such actions?
or

Have the students write editorials in which they argue for where the limits of resti-
tution should lie after horrific occurrences such as the Holocaust or slavery.

Have the students compare and contrast the American efforts to address the after-
math of slavery with the German efforts to address the aftermath of the Holocaust.

Have the students research information on the issues of slavery, violations of civil
rights, treatment of Native Americans, or the internment of Japanese Americans in the
United States. Have them write reaction papers defending or refuting these actions, and
then have them present their arguments orally.

Have the students research the history of land ownership in Virginia, perhaps in
their own or nearby counties. What are the ways in which land has been lost by owners?
To what extent, if any, has race or religion played a role in this? What efforts have been
made to make restitution?

Have the students analyze what Germany has learned in the past fifty years that
could be of help in protecting cultural diversity in the European Union.

Have the students read Ursula Hegi's Tearing the Silence: On Being German in
America. Have them analyze the book by assessing Hegi's experience in school and then
critique how she dealt with the problems caused by her sense of her German heritage.

After viewing the movie Schindler’'s List and reading the book Bury My Heart at
Wounded Knee, have the students research the legal, cultural, and financial status of
Jews in Germany and Native Americans in the United States. Have them write research
papers in which they present this information and develop a comparative analysis about
the treatments of these two groups during the 1990s.

What did Germany learned from the collapse of the Weimar Constitution that helps
to safeguard against a similar collapse in this decade? Have the students research the
Weimar Constitution and the current constitution, the Basic Law, to support their discus-
sion. In their conclusions, they may wish to identify areas where the United States faces
its most crucial threat to democracy.
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I UniT Il LESSONS

RELATIONSHIP TO THE
VIRGINIA STANDARDS OF LEARNING

History and Social Sciences

9.10  The student will analyze major historical events of the
20th century, in terms of
e. the Nazi Holocaust and other examples of

genocide;
f. new technologies, including atomic power, and their
influence on the patterns of conflict.

9.11  The student will demonstrate skills in historical research
and geographical analysis by
a. identifying, analyzing, and interpreting primary and

secondary sources and artifacts;
b. validating sources as to their authenticity, authority,
credibility, and possible bias.
1111  The student will demonstrate an understanding of the
origins and effects of World War II, with emphasis on
f. the Holocaust and its impact.
11.17  The student will develop skills for historical analysis,
including the ability to
a. analyze documents, records, and data (such as
artifacts, diaries, letters, photographs, journals,
newspapers, historical accounts, etc.);

b. evaluate the authenticity, authority, and credibility of
SOurces;

c. formulate historical questions and defend findings
based on inquiry and interpretation;

e. communicate findings orally, in brief analytical
essays, and in a comprehensive paper.

11.18 The student will develop skills in discussion, debate, and
persuasive writing with respect to enduring issues and
determine how divergent viewpoints have been
addressed and reconciled. Such issues include
b. slavery and its impact;

d. freedom of the press vs. the right to a fair trial;

e. the tension between majority and minority rights;

f. problems of intolerance toward racial, ethic, and
religious groups in American society; and

g. the evolution of rights, freedoms, and protections
through political and social movements.
12.14  The student will compare the United States political and
economic systems with those of major democratic and
authoritarian nation, in terms of
a. the structures and powers of political institutions;
b. the rights and powers of the governed including
grass roots citizen movements;

c. economic goals and institutions and the role of
government in the economy;

d. the relationships between economic freedom and
political freedom; and

e. the allocation of resources and its impact on
productivity.

continued overleaf

Focus Questions

Lesson 3: Never Again — The
Protection of Human Dignity

Preview of main points

This lesson addresses the methods by
which the German government guarantees and
protects the rights of its citizens in order to pre-
vent anything similar to the Holocaust from ever
happening again. Current issues involve nega-
tive attitudes towards “foreigners,” a small but
vocal right-wing element in the government, and
racist influences from outside Germany that
enter the country via electronic media.

Key Concepts
- Prejudice
- Constitutionalism
- Human rights
- Reform
- Law

Related Concepts

- Immigration
- Xenophobia

Objectives

During this lesson, students will

- identify the basis for individual rights
as stated in the German Basic Law

- identify the events related to right-
wing violence and hate crimes in Ger-
many today

- recognize that prejudice, xenophobia,
and anti-Semitism exist in today’s
world

- recognize that these attitudes are not
limited to any one country or region.

1. Why is prejudice towards people who are “different” still an issue in today’s world?
2. Why are many people and nations unwilling to confront or even admit issues of

prejudice?
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Teaching Suggestions

- . .. English
This lesson provides opportunities to de- 9.2 The student will make planned oral presentations.
HP 9.3 The student will read and analyze a variety of literature.
velop student abilities to compare ar_wd contrast 9.4 The student will read and analyze a variety of print
documents such as the German Basic Law, the materials.
. . - - . 9.6 The student will develop narrative, literary, expository,
u.s. COHStItUtIO.n, and the Unlte_d Nat|0n§ U_nl' and technical writings to inform, explain, analyze, or
versal Declaration of Human Rights. It is im- entertain.
. . 9.7 The student will credit the sources of both quoted and
portant for students to realize that human rights paraphrased ideas. 4
violations continue to occur. not 0n|y in Ger- 9.8 The student will use electronic databases to access
! information.
many, but all over the world. Therefore, the les- 10.1  The student will participate in and report small-group
son encourages students to compare and contrast learning activties.
. A 10.2  The student will critique oral reports of small-group
contemporary Issues and events in Germany learning activities.
H H H 10.3  The student will read and critique literary works from a
with those in thg United State_:s_and elgewhere. Varietyof eras in 2 variety of cultures,
The lesson provides opportunities for indepen- 10.7  The student will develop a variety of writings with an
emphasis on exposition.
dent or group research. 10.8  The student will critique professional and peer writing.

10.9  The student will use writing to interpret, analyze, and
evaluate ideas.
10.10 The student will collect, evaluate, and organize
Beginning the Lesson information. , A
111 The student will make persuasive presentations.
Review and discuss the vocabulary with the 112 The student will analyze and evaluate persuasive

presentations.
students (See Resource 1)' 115  The student will read and critique a variety of poetry.
Have the students read the U.N. Univer- 116 The student will read a variety of dramatic selections.
. . 1.7 The student will write in a variety of forms with an

sal Declaration of Human Rights (Resource 12) emphasis on persuasion. v
as a basis for |earning what are universa“y ac- 119  The student will analyze, evaluate, synthesize, and

N organize information from a variety of sources into a
knowledged human rights. documented paper dealing with a question, problem, or

) issue.
A Ask the StUd_entS to re_ad fr_om Ge_rmgny S 12.1  The student will make a 5-10 minute formal oral

Basic Law the Articles dealing with basic rights presentation.

12.2  The student will evaluate formal presentations.

(Resource 13)' Have the students compare these 12.8  The student will write documented research papers.

Articles to similar portions of the U.S. Constitu-
tion and the U.N. Universal Declaration. Have
the students compare the human rights sections
of the U.N. Universal Declaration, the U.S. Constitution, and the German Basic Law. Ask
the students to complete one or more of the tasks in Activity 1 below.

Point out that the German Basic Law was written following World War Il and has
been amended several times since then, most notably by the Reunification Treaty of 1990.
Point out that the readings in this lesson deal with only a part of the Basic Law.

Developing the Lesson

Have the students read “Combating Right-Wing Violence and Hate Crimes in Ger-
many” (Resource 14) which discusses how these crimes were dealt with. Have each stu-
dent carry out one or more of the tasks described in Activity 2. In small groups, ask the
students to research other events involving violations of basic human rights. Examples
may include the “Kkilling fields” of Pol Pot in Cambodia and the ethnic cleansing in the
former Yugoslavia or the Middle East. Ask each group to make a creative presentation to
the class based on their research. See Activity 3 for greater detail.

Ask the students to read “Foreigners in Germany” by Steffen Beitz (Resource 15)
and “German Citizenship and Naturalization” (Resource 17). Then ask each student to
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participate in or complete one of the tasks in Activity 4.

Ask the students to develop a set of interview questions for use with recent immi-
grants to the United States. After approving the questions, have the students conduct the
interviews of actual immigrants and report their findings to the class. See Activity 5 for
other details.

Concluding the Lesson

Have the students read Terrible Things: An Allegory of the Holocaust by Eva Bunting
(Jewish Publications, 1996). In this allegory, animals of the forest are carried away, one
type after another, by the Terrible Things, not realizing that if they would stick together
and not look away, such tragedies might not happen. Help the students analyze Terrible
Things as an example of allegory. Have the students write essays describing the success
of the novel in achieving the apparent purposes of the author.

Have the students watch the video The Wave (available in the library or video stores:
Embassy FLM 252V-web; $79; 46 minutes; color). This is a thought provoking dramatiza-
tion of an actual classroom experiment on individualism vs. conformity in which a high
school teacher formed his own “Reich” called “the Wave” to show why the German people
embraced Nazism.

Lead a discussion of the steps used by the teacher in the video to guide his students
into a particular way of thinking. Discuss how this could or could not actually happen in
an American classroom today. Emphasize that this video is regularly shown in German
high schools today.

Activity 1
Read the United Nations Universal Declaration of Human Rights (Resource 12) and
Germany'’s Basic Law, Articles 1-19 (Resource 13). Ask the students to complete one or
more of the following tasks:
= Summarize each article, noting the relationship, if any, between the article and
events that took place during the Holocaust. Discuss your summary with other
students to see if you agree on the main point of each article.
= Compare these articles to the U.S. Constitution. Locate a comparable section in
the Constitution. Write a short summary explaining which is more specific and
why, taking into account when each was written.
= Using the Internet, look up articles concerning freedom of speech and recent
legal controversies in Germany. Using the “Auschwitz-Llige” controversy or an-
other more recent example, write an essay in which you take a position, pro or
con, on whether there should be limits to freedom of speech.
= Refer to the United Nations Declaration of Human Rights (Resource 12) for spe-
cific statements on human rights while researching examples of crimes against
humanity. Compare these statements to those sections in the U.S. Constitution
and German Basic Law (Resource 13). Which is more specific? Why?
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Activity 2
Ask the students to read “Right Wing Violence and Hate Crimes in Germany” (Re-
source 14). Have them list incidents of right wing violence and hate crimes in Germany
since 1990. Conduct a class discussion, using the following questions:
= What has been the reaction of the German people to these incidents?
< What are some possible reasons for the fluctuation in the number of offenses
from 1990 to 1995?
= Who are the “resident foreigners” and why have there been such negative atti-
tudes towards them in Germany, especially since 19907
< What is the role of economics in developing such attitudes?
= Would the actions taken by the German government (see “Government Counter-
measures” in Resource 14) be constitutional in the United States? Explain, using
specific references.
Ask the students to do research in one of the following areas:
< Examples of Americans playing a role in these events in Germany, for example
as sources of “hate speech” over the Internet. List dates, who was involved, and
what actions were taken, if any. Does or should the U.S. government have any
role in preventing this type of speech from going out over the Internet? Defend
your position on this.
= Instances of hate crimes in the United States in recent years. Use the Internet
and media sources to conduct research. Compare these crimes to those in Ger-
many, and identify any correlation.
= Examples of immigration threatening the resident culture. What are the require-
ments for obtaining a green card to work and reside permanently in the United
States? What are the American naturalization requirements? Compare these to
the German requirements. Explain how these requirements add to or diminish
the “threat” of immigration (see Resource 17).
< Examples of the changes in musical tastes in Germany in the past fifty years.
American music may have had its influence, but are there distinctively German
elements? Was there political protest music during the 1960s and 1980s? Is there
any particular music associated with the Skinhead or Neo-Nazi groups of Ger-
many today? You may wish to view the commercial film/video Swing Kids as a
resource for analyzing the power of music to influence politics.
After researching these topics, have the students report to the class on their find-
ings. Hold a classroom discussion on the more interesting points raised.

Activity 3

Have the students research, using the Internet or other media resources, events
involving “crimes against humanity” that have taken place in other parts of the world,
such as ethnic cleansing in Bosnia; ethnic cleansing in Iraq (Kurds); ethnic cleansing in
Algeria, Rwanda, or the Congo; refugees in Kosovo.

Group the students, and assign each group to research one of these events and pre-
pare an oral presentation to the class. Encourage the groups to design creative presenta-
tions that include a variety of modes of expression — e.g., musical, spatial, bodily-kines-
thetic, linguistic. Presentations might include news broadcasts, original songs, role-play-
ing, storytelling etc. The following questions might be used by the groups to gather infor-
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mation:

Activity 4

What are the basic facts concerning the event?

What was the impetus behind this event? Who instigated these crimes and why?
When were these crimes discovered — as they were taking place or later?
What was the reaction of people within the country involved?

Why did these people react in this manner?

What was the reaction of the international community?

Why did the international community react in the way it did?

What, if anything, has been done to make amends?

Why do hate crimes continue to happen in spite of continuing education about
the protection of human rights? Cite evidence to back up your opinion.

Have the students read the article “Foreigners in Germany” by Steffen Beitz (Re-
source 15) and “Citizenship and Naturalization” (Resource 17). Ask the students to par-
ticipate in or complete one or more of the following tasks:

Activity 5

Write an essay which analyzes changes brought about by the 1993 modification
of the right to political asylum under the Basic Law of 1949. Consider particu-
larly how Germany has attempted to balance its commitment to cultural diver-
sity with its need for economic survival. In your conclusion, discuss what, if any-
thing, you would change in the current guidelines.

Take part in a role-play, becoming a member of either a group of present-day
German citizens or a group of foreigners seeking to immigrate to Germany. As a
part of your group, discuss your point of view on immigration in a two-minute
defensive argument. Develop your line of argument as a group, and then select
an individual from the group to role play the group’s view. The goal of the role-
play would be to air the differences between the two groups’ points of view and to
come to some consensus about how to resolve them.

Have the students develop a set of interview questions to ask immigrants in the
United States about their experiences. Make sure that they include the important ques-
tion about whether or not the immigrants have experienced resistance from American
residents. Because this may be a sensitive issue, the students should

design a set of questions that can be given to the interviewee prior to the inter-
view

peer edit to check for language or ideas that may be offensive to the interviewee
secure approval of the questions by the teacher

practice role-playing awkward situations which might arise from these ques-
tions.

Have the students interview actual immigrants from various countries. (Determine
if the students’ peer group at the school includes immigrants.) Have the students report
their findings to the class and compare them with their findings about immigrants to
Germany, analyzing similarities and differences.
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RESOURCE 1
Glossary of Terms

Abitur. German term for an exam which determines promotion given at the end of the
term in Gymnasium.

Anschluss. German word for the annexation of Austria by Germany on March 13, 1938.

anti-Semitism. Hostility toward or discrimination against Jews.

Basic Law. The constitution of Germany, written after World War I1.

ethics. Motivation based on the ideas of right or wrong.

extremism. Actions based on fanaticism or intolerance of other views.

FRG. Federal Republic of Germany and signifying a system of government in which states
make their own laws and policies under the supervision of a national government.

GDR. German Democratic Republic, the former East Germany, which included
Brandenburg, Mecklenburg-Western Pomerania, Saxony, Saxony-Anhalt, and
Thuringia.

genocide. The deliberate and systematic destruction of a religious, racial, national or
cultural group.

guest workers. Term referring to immigrants living and working in Germany.

Gymnasium. German word for an academic high school (not vocational school).

Holocaust. The destruction of some 6 million Jews in Europe between 1933 and 1945.
Today the Biblical term Shoah, meaning widespread disaster, is often used instead.

innere Fihrung. German words for inner leadership.

Kristallnacht. German word for night of broken glass, the first major country-wide ac-
tion against the Jews by the Nazis.

Land; LaAnder. German words for state; states.

Mittelschule. German word for middle school (grades 5-9).

National Socialists. Official name for the German Nazi party.

ohne mich. German words for without me, a slogan signifying an anti-military position
in reaction to the activities of the Nazis.

peace museum. A museum dedicated to the peace movement and anti-war causes, es-
tablished in various German cities.

prejudice. Feelings of hatred towards another person or group based on religious, cul-
tural, or ethnic reasons.

protection of human dignity. Attempt to insure that people are treated with respect.

responsibility. The action of accepting obligation or answering for one’s conduct.

restitution. A sum of money paid in compensation for a wrong.

Reunification (Unification). The 1990 treaty that brought the former GDR states into
the Federal Republic of Germany.

righteous among the nations. An expression applied to non-Jews who, at the risk of
their own lives, saved Jews from their Nazi persecutors.

totalitarian government. A government which exerts total power over its people.

Vaterland. Nationalistic German word for the fatherland.

Wannsee Conference. A meeting of many high ranking Nazis at a site near Berlin where
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plans were made on January 20, 1942, to coordinate the “Final Solution” —i.e., the
complete extermination of the Jewish population.
Weimar Republic. Government in Germany between World War | and World War I1.
xenophobia. Fear/hatred of foreigners or strangers.
Zionism. Policy for the establishment of a national homeland for Jews in Palestine.

RESOURCE 2
Focus on Holocaust Education in Germany

Source: German Information Center
950 Third Avenue
New York, NY 10022-2781
Phone: (212) 888-9840
E-mail: gicl@ix.netcom.com
Web site: http://www.germany-info.org
Reprinting permitted

Holocaust Education in Germany

“Those who run away from their past will be caught up by it. We Germans face up to
the past for the sake of the future.” Federal President Roman Herzog voiced this convic-
tion, shared by all democrats in the Federal Republic of Germany, during the visit of
President Ezar Weizman of Israel to Bonn in early 1996. Herzog's decision a few weeks
earlier to proclaim January 27 — the anniversary of the Allied liberation of Auschwitz —
a national day of remembrance for the victims of Nazism similarly reflects Germany’s
commitment to keeping alive the memory of the crimes of the Holocaust and to assume
responsibility for its past.

Outbreaks of xenophobic violence in Germany, arson attacks on Holocaust memori-
als, the desecration of Jewish cemeteries, and above all the sight of young “skinheads”
bedecked with right-wing insignia in the wake of unification prompted some observers to
guestion whether Germany had in fact come to terms with its history. On the other hand,
the many candlelight vigils and demonstrations against neo-Nazism in December 1992
and January 1993, many of them attended by hundreds of thousands of German citizens,
show that the German people, and not just their political leaders, are aware of the past. It
is estimated that a total of more than three million people took to the streets in protests
against xenophobia and neo-Nazism.

World War Il and Hitler's dictatorship have in fact figured prominently in the cur-
riculum of (West) German schools since the early 1950s. From the 1960s onwards, special
emphasis has been placed upon conveying the horrors of the Holocaust. Outside the school
curriculum, World War 11, the Holocaust, and Jewish issues are often featured in the
print media, on television, and in the world of arts.

This Focus looks at how the Holocaust is taught in schools in Germany. What follows
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is a presentation of the basic principles of Holocaust teaching in West Germany. They
were also introduced in eastern Germany following unification in 1990.

The German Education System

Education in Germany is the responsibility of the Lander (federal states). Education
policy is coordinated on a national level by a standing conference of Land (state) ministers
of education and cultural affairs. It is this body that has issued specific guidelines for
teaching about the Holocaust which have been in force in the western German states
since 1960.

What is taught in classrooms in Germany is determined by 1) state government
syllabus directives issued in accordance with the national guidelines mentioned above
and 2) state government-approved textbooks produced by independent textbook publish-
ers. The syllabus directives do not establish lesson plans. Instead, they determine the
topics to be covered for every given grade and subject and the teaching objectives to be
achieved.

The Continuing Relevance of the Holocaust

For Germans, the Holocaust is not an event that happened in a faraway place in
some distant past, but is part and parcel of their recent history. The memory of the Nazi
dictatorship, of which the Holocaust is an integral part, and its traumatic legacies have
been shaping German politics since the end of World War 1l. The rebuilding of political
institutions in western Germany and postwar political education were largely determined
by a serious effort to try to understand the horrors of the Nazi dictatorship and by search-
ing for safeguards in order to prevent history from repeating itself. Consequently, teach-
ing about the Nazi dictatorship and the Holocaust at schools is not limited to a niche in
the history syllabus like the “French and Indian Wars.” Instead, it is discussed again and
again in different ways, in a number of subjects, and at different points in time.

The treatment of the Nazi period in all its aspects — Hitler's rise to power, his
establishment of a dictatorship in Germany, the abolition of the rule of law, the persecu-
tion of all kinds of political opponents, the racially motivated persecution of the Jews
culminating in the Holocaust, the reticence and opposition of German citizens, and
Germany’s instigation of world War Il — is compulsory teaching matter at all types of
schools in Germany and at all levels of education. In addition, primary and secondary
school teachers have the opportunity to take continuing education courses on the most
effective means of addressing the Holocaust in the classroom. The Holocaust and the
Nazis’ war of aggression are treated as the most important aspects of the period of Nazi
rule.

The Principles of Holocaust Teaching

The Holocaust is treated in various school subjects in different ways. In history classes,
the Nazi period is dealt with in the context of 20th century German history or world
history. Students who pass the Abitur exam — the prerequisite for university study — at
the age of 18 or 19 receive a formal historical presentation of German history in the 20th
century twice: during their final two years before graduation, and at 9th or 10th grade
level.
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In civic studies and current affairs classes, the lessons from the Holocaust are re-
lated to the teaching about Germany’s political institutions and about the values that
govern political life in a democratic society. When current affairs — e.g., anti-Semitic
incidents and right-wing extremism in Germany and elsewhere, ethnic cleansing in Bosnia,
the Middle east conflict, etc. — are discussed, teachers will emphasize the importance of
tolerance and the rule of law as lessons to be learned from the Holocaust.

In religion or ethics classes, the holocaust is discussed with reference to the guilt
and responsibility of those Germans who did not risk their lives to fight National Social-
ism or to protect Jews. Because the notion of inter-religious tolerance and the knowledge
of other world religions are subjects of religious studies courses at German public schools,
the teacher will often arrange a meeting with members of the organized Jewish commu-
nity, a visit to the local synagogue, or a visit to a Holocaust memorial or museum.

Postwar German literature, above all in the 1950s and 1960s, is preoccupied with
coming to terms with the Nazi era and the Holocaust. The fate of Holocaust victims and
what Germans did or did not do during the Third Reich often become subjects of German
literature classes, when the works — novels, short stories, plays — of authors like Alfred
Andersch, llse Aichinger, Heinrich Boll, Gunter Grass, Rolf Hochhut, Marie-Luise
Kaschnitz, Siegfried Lenz, and others are discussed in the context of teaching about con-
temporary German literature.

A visit to a Holocaust memorial or a Holocaust museum at the site of a former con-
centration camp is a standard feature of school excursions. In fact, the largest category of
visitors at former concentration camps is often German high-school students led by their
teachers.

The objective of teaching about the Holocaust is not limited to educating students
about historical facts. Instead, the primary political and educational objective for con-
fronting young Germans with their country’'s darkest past and their ancestors’ guilt is,
above all, to make them understand the consequences of Hitler's dictatorship and the
uniqueness of the Holocaust, and to make them appreciate the values and institutions
that protect freedom and democracy.

The following quotations from government education documents serve as illustra-
tions of the philosophy of Holocaust education in Germany today. The syllabus directive
issued by the education ministry of the Land North Rhine-Westphalia for the treatment of
the Holocaust in 9th grade Realschule history classes emphasizes the importance of demo-
cratic institutions and ideas. The directive entitled “From Anti-Human ldeas to the Ex-
termination of Human Lives” reads in part as follows:

Students should learn to recognize that the destruction of a democratic government
based upon the rule of law, the enforcement of the Fihrer(leader)-principle, the total
regimentation of the population through propaganda, discrimination and terror, and
the anti-human ideas of the prerogative of an Aryan race form the basis from which
Hitler could unleash a world war and embark upon the systematic destruction of
human lives.

According to a document prepared by the North Rhine-Westphalia ministry of edu-
cation, directives for Holocaust teaching in Hauptschulen stipulate among other things

that:
Teaching must seek to counter obliviousness to the past and critically examine ten-
dencies toward a “normalization” of German historical awareness. The examination
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of the causes of the success of National Socialism in Germany must therefore be a
focal point in teaching.

Teaching is to be devised in such away that students realize the present and future
significance of remembering National Socialism. Therefore, teaching of these topics
has to address the questions associated with the responsibility of later generations,
and the present manifestations of neo-Fascism and neo-anti-Semitism.

Teaching must in particular convey the perspective of the victims and give students
the opportunity to learn about everyday life under National Socialism in a vivid and
tangible way.

Evaluating Holocaust Education

The German government has in the past established bilateral textbook commissions
in cooperation with education specialists from a number of foreign countries (including
the U.S. and Israel). These joint commissions examine the school textbooks of both coun-
tries with reference to the treatment of the other country, and issue recommendations.
The German-Israeli textbook commission, whose findings were published in 1985, has
had considerable influence on the treatment of Jewish life and Jewish history, including
the Holocaust, in school textbooks in Germany. Recently, the Israeli education expert
Chaim Schatzker, who has examined German textbooks since the early 1960s, stated that
although he was not entirely satisfied with everything he had read, the treatment of anti-
Semitism as part of German history was adequate in general and exemplary in some
textbooks. He also noted that the Holocaust is treated extensively and in an uncompro-
mising way in all textbooks. He added that the large majority of textbooks addressed the
issue of responsibility and co-responsibility of German citizens during the Third Reich
seriously and in detail.

Teaching social values and imparting the knowledge of the achievements and crimes
that human beings are capable of are essential for nourishing a commitment to tolerance
and democracy in young people. However, Holocaust education alone, like any ethics teach-
ing, is not enough to eliminate the crime and intolerance that are bred by social disloca-
tion. If the teaching of ethics were a panacea, there would be no thefts, no homicides, and
no bias-related crimes, because all perpetrators were once taught not to steal, not to kill,
and not to hate a fellow citizen of a different color or creed.

Researched and written by Glnter Wehrmann
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RESOURCE 3
Passing on Knowledge of the Holocaust

Passing on Knowledge of the Holocaust in the Schools of the
Free State of Saxony

General Objectives

In processing the “broken antifascism” and the “unholy alliance between Stalinism
and real socialist anti-Semitism” (Konrad Weiss) of the past in the GDR, as well as the
revived trend towards racism amongst young people with extremist views, the State Min-
istry for Education and Cultural Affairs in the Free State of Saxony regards it as its duty
to provide a diverse range of opportunities for dealing with the past and bringing history
alive in schools.

Article 101 of the constitution of the Free State of Saxony, for example, states the
following:

Young people shall be brought up to have respect for everything living, to love their
neighbor, to work for peace and conserve the environment, to love their native coun-
try, to be aware of ethical and political responsibility, to strive for justice and to re-
spect the convictions of others, to act socially, and to adhere to the principles of free-
dom and democracy.

It is on this article of the constitution that the current version of the Law on School
Education of July 3, 1991, bases its definition of the role of education and socialization:

School education shall contribute to the development of the personality of the pupil in
the community. The school shall fulfil this task by teaching the knowledge, skills and
values required to achieve educational goals and to awaken a pleasure in learning.

As far as dealing with the history of the Jewish people and the Jews’ religious and
ethnic traditions and cultural achievements is concerned, sound methods are being sought
for increasing awareness of historical processes and the role of Jews in art and science,
both in the context of classroom teaching and in informal educational activities. The teach-
ing provided at the Mittelschule and the Gymnasium, with its accent on the lives and
suffering of the Jewish people in Germany and Europe, emphasizes the centuries-old pro-
cess of mutual enrichment between diverse cultures as well as the grave interference in
this process provided by anti-Semitism and the persecution of the Jews.

Itis particularly important that, after the collapse of two totalitarian regimes, young
people in Saxony gain an insight into the value of a liberal and democratic basic order. By
dealing with the Holocaust, it can be illustrated what unimaginable crimes humankind is
capable of both committing and tolerating whenever the principles of the basic order and
the respect of human dignity — the most important principle — are abused by the state.
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The Treatment of the Holocaust in History Courses

At Mittelschule and Gymnasium, the subject of History tackles significant stages
and events from the history of the Jewish people:
= the people and the state of Israel (migrations of Israelite tribes, rise and fall of an
empire, Jewish ways of life in past and present)
« Jews in the medieval town
= enlightenment, emancipation
= modern anti-Semitism, racism
= persecution and extermination of political opponents, Jewish citizens, and other
minorities during the National Socialist period.
Consideration of these themes should teach pupils how cross-fertilization to the benefit of
different cultures can occur. At the same time, it should highlight the brutality and inhu-
manity with which anti-Semitism brought an end to these opportunities and the danger
still posed by anti-Semitism.

The Treatment of the Holocaust in Civics and Law Courses

In formulating the subject’'s general tasks and aims, the syllabus for Mittelschule
and Gymnasium emphasizes that:

The tensions between the majority and a minority, and between freedom and equal-
ity, are to be illustrated with the case of basic rights. Through activity-oriented tu-
ition, the pupil shall be empowered to enter the democratic process as a responsible
and informed citizen. Moreover, he or she shall come to understand that tolerance
and fairness are important prerequisites for this process.

With regard to dealing with models of liberal democracy, the formulation of the learn-
ing objectives includes the following statement:

Using the example of the Federal Republic of Germany, the pupils should examine
the realization of human rights in the form of a social state based on the rule of law,
comparing this with the structure of other state forms that have existed in Germany.
The pupil should recognize that every political system has to be judged by the way it
works in reality and that it is not sufficient merely to examine its basic principles.

The general tasks and goals of the subject Civics and Law are made more specific in
the syllabuses. Examples of this include:
« fundamental values and basic rights as constitutional principles
= the rule of law and guarantee of basic rights
= the values adopted by the National Socialists and their view of humankind and
the impact of these on the process of creating political will.

The Treatment of the Holocaust in Ethics Courses

For the subject of Ethics at Mittelschule and Gymnasium, the general educational
mission is defined as follows:

The aim of Ethics tuition is to make pupils capable of finding their way in the modern
world and giving meaning to their own lives, ensuring that they do this with an aware-
ness of others and a sense of responsibility for them.
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In the context of the plurality of faiths and world views, the essential foundation for
achieving this aim is respect for human dignity as embodied in the Basic Law of the
Federal Republic of Germany and the Constitution of the Free State of Saxony. The main
cornerstones are

= respect for the personal integrity and the dignity of human beings

= respect for the work and achievements of fellow citizens

= respect for ethical forms of conduct shown in history and in the present

= tolerance towards other world views and ethical attitudes on the basis of respect

for human dignity

= responsibility for oneself

= responsibility for our immediate and distant fellow human beings

= responsibility for nature and the environment.

The above aims present this subject with the special task of making a contribution to
combating the emergence of xenophobia, anti-Semitism, and extremism. Reference is ex-
plicitly made to this in the learning objectives and contents of all learning areas for all
grades at every type of school. At grade 9 of the Mittelschule and Gymnasium, the learn-
ing content for the area of “Conscience and Responsibility” states that responsibility be
understood as a check against the abuse of conscience and can be exemplified in terms of
“Germans and Jews — then and now.” As part of the treatment of religions/world views,
there is detailed age-group-targeted discussion of Jewish ways of life and of ethical ques-
tions and responses from a Jewish perspective.

The Treatment of the Holocaust in German Courses

The syllabus for Mittelschule and Gymnasium is designed to meet the following re-
guirement:

German tuition provides pupils with a broad and solid literary education. It familiar-
izes them with important literary works of national and universal culture and thereby
helps them develop an open-minded attitude to the world combining love for their
national culture and respect for foreign cultures.

To this end, the syllabus recommendations on the selection of literary texts avail-
able to pupils offer a wide variety of options from past and present authors for every level
and type of school. Thanks to the authors selected and the nature of the works them-
selves, pupils learn about Jewish life and the persecution to which Jews were subjected.
This is seen most clearly in the case of The Diary of Anne Frank.

The Treatment of the Holocaust in Social Studies Courses

This subject offered at vocational schools is also aimed at consolidating a basic demo-
cratic attitude. The following subject areas play a major role here:

= the basic rights of mankind, their significance for the individual, and their speci-
fication in the Basic Law of the Federal Republic of Germany

= the need for a rational approach to society’s marginal groups and the importance
of their integration in society; the removal of prejudices towards marginal groups

= the resistance shown by individual personalities and groups as an expression of
political and moral responsibility and as an ethical foundation for the recon-
struction of Germany.
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In-service Teacher Training

In-service training programs for teachers are of central importance in developing
the methodologies and teaching techniques needed for presenting the Holocaust. The ben-
efits of special courses on the topics of Jews and the State of Israel are further enhanced
by others offering an introduction to the world of the Bible from a literary or ethical-
religious perspective. The Holocaust is a central point of reference in courses on subjects
such as xenophobia, extremism, flight, expulsion, and emigration.
Treatment of the Holocaust is a special focus in both the program of the Land’s in-
service training academy, the Sé&chsische Akademie fur Lehrerfortbildung, and the re-
gionally-based further training courses for teachers. In planning and implementing its
one-day or several-day courses, the academy has, since its foundation, been working closely
with the Israeli Consulate General and the Hatikva Center in Dresden.
The only way to secure the future of a democratic society is to deal in an intensive
manner in the classroom with National Socialism, the conditions that permitted its emer-
gence, and its consequences. In order to teach tolerance, liberal-mindedness, peaceable-
ness, and solidarity, teachers must maintain a sensitivity and vigilance towards any threat
being posed to democracy.
These are the objectives of a number of further training seminars, which can be
grouped together in the following clusters:
= A first cluster centers around further training needs for specific subjects. For
instance, the topic of “The Third Reich in History Teaching at Mittelschule and
Gymnasium” deals directly with National Socialism and the annihilation of the
Jews.

= A second cluster consciously deals with aspects of regional history and current
politics such as, for example, “The History of the Jews in Saxony: Anti-Semitism
Today” or “Jews in Leipzig.”

< “Anti-Semitism, Xenophobia, and Right-Wing Extremism — Foreigners Amongst
Us.” By analyzing these subjects, grouped together in a third cluster, questions
relating to the opportunities and difficulties involved in social interaction are
examined, and psychological and social causes of new forms of xenophobia are
investigated. The above three complexes are primarily offered to teachers of his-
tory, religious education, and ethics.

Courses on the subject “Judaism and the State of Israel,” which help to give an
insight into Jewish self-perception, to increase understanding of the nature and principal
features of Zionism against the background of Jewish history, and to place specific geo-
graphic facts and political events in their overall context, are offered on a multi-disciplin-
ary basis to teachers from all types of schools and from all levels of education.

Courses for teachers of German on the theme of “Jewry: An Intellectual-Literary
Encounter” are specifically designed to allow them to get to know and appreciate Jewish
art and culture. Central to this is a discussion of works by Lasker-Schuler, Celan, Singer,
Roth, and Kafka.

An especially intensive form of further education is a teacher’s study visit to Israel.
An agreement to this effect has been concluded between the Israeli Education Ministry
and the State Ministry for Education and Cultural Affairs of Saxony and forms the basis
for project continuity. In addition, two Israeli educators are currently working in Saxony,
initially for a period of one school year.



80 ] UNIT Il: RESOURCES

Extracurricular Activities and Activities Outside the Classroom

Important impetus for children and teenagers to tackle the Holocaust and deal with
the lives of Jewish people also comes from activities offered in the sphere of informal and
extracurricular education. Of special importance here is “learning on the spot.” On the
one hand, this involves acquiring direct personal experience of contact with Jewish people.
In this respect, the development of school twinning arrangements with Israeli educa-
tional institutions is given special priority. Thanks to cooperation between Saxony’s State
Ministry for Education and Cultural Affairs and the Israeli Ministry of Education, it was
possible to establish, for example, personal contacts between children from Saxony and
Israel during a school exchange program.

Following the initiative launched by Saxony’s State Institute for Education and School
Development in cooperation with Saxony’s State Ministry for Education and Cultural
Affairs, 98 school pupils from Saxony contributed essays, pieces of artwork, and videos to
an international competition entitled “Against Anti-Semitism, Racism, and Xenophobia,”
staged by the Israeli Ministry of Education. The awards ceremony at Land level took
place on May 5, 1995, in Saxony’s state parliament building. A total of 15 prizes were
awarded during a ceremony held against the backdrop of an exhibition produced by school
pupils from Eilenburg following a visit to Auschwitz. The jury, which also included one
Israeli member, selected five entries to go on to the next round of the competition in
Israel.

On the other hand, learning “on the spot” also means exploring regional or local
evidence of the Jewish past and present. This is the purpose of the “tracing the Jewish
heritage in Saxony” program which includes study of names and street names, visiting
cemeteries, visiting exhibitions, and visiting a Jewish community and a Synagogue.

Moreover, books on the Jewish people that are designed for young readers and a
plentiful selection of media resources help to make the topic accessible and interesting.
Worth mentioning in this respect are articles by the State Center for Political Education.
Entitled “Mission for the Future,” a work on Jews in Gorlitz and their synagogue, was
published in 1995. The brochure “Jews in Saxony: Their Life and Suffering” also received
support from subordinate bodies at Saxony’s State Ministry for Education and Cultural
Affairs.

Such publications can receive government funding, as in the case of a series pub-
lished by the Ephraim Carlebach Foundation entitled The History of the Jews in Leipzig.
This series is designed to demonstrate the special place of Jews in Leipzig's history in the
course of that city's development into one of Germany’s major cultural and economic cen-
ters. It also draws attention to the enormous loss suffered by Leipzig as a result of Nazi
tyranny and the Holocaust. Edited by scholars, the series is suitable for use both in the
classroom and in extracurricular and informal education.
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Passing on Knowledge of the Holocaust in the Schools of the
Land of North Rhine-Westphalia

General Objectives

The parties represented in the Landtag (State Assembly) of North Rhine-Westphalia
and all relevant groups of society agree that schools have an irrevocable responsibility to
enlighten their pupils about the nature of National Socialism, to keep the memory of the
Holocaust alive, and to develop in pupils the ability and willingness to deal in a thought-
ful and sensitive way with the significance of this historical experience for German soci-
ety today and for their own identity.

In the July 6, 1978, decree on “The Treatment of National Socialism in Teaching”
issued by the Minister of Education and Cultural Affairs of the Land of North Rhine-
Westphalia, which must be seen as complementing existing guidelines and syllabuses
and as setting objectives for subsequent curricular developments, the Minister stated
among other things that:

Even many decades after Auschwitz, recalling the causes and consequences of Na-
tional Socialism is one of the most pressing tasks facing schools. Nobody has the right
to forget, and no achievement of the German postwar generation, regardless of how
impressive it may be, can deceive us as to our responsibility to face up to contempo-
rary German history. Not least, the successes of radical right-wing groups among
juveniles and young voters are a reason to devote particular attention to the treat-
ment of National Socialism in the classroom. ...

A constructive treatment and discussion of the recent German past should strengthen
an understanding of the connection between National Socialist megalomania and its
unscrupulous policy of violence, between racist discrimination and genocide, between
intolerance towards minorities and “eradication.”...

It seems to me that, for us, developing sensitivity towards every form of oppression,
segregation, and intolerance is a commensurate form of Vergangenheitsbewaltigung
(coming to terms with the past). We should set a living example of behaving towards
minorities in our society in a manner differing radically from the way that the Na-
tional Socialist Volksgemeinschaft (community of the people) treated those whom they
expelled as alien to the community.

The Holocaust is also singled out in other basic decrees on Political Education as a
topic of particular historical and political-moral importance. For example, the decree on
“Education for International Understanding, with Consideration of the Relationship of
the Federal Republic of Germany with Eastern European States,” issued on November 15,
1977, is directed against any attempt to play down the singularity of the genocide against
European Jews (e.g., by referring to wrongs perpetrated upon Germans in connection
with flight, expulsion, and forcible resettlement after 1945). This decree also calls for
consideration to be made of the history of the state of Israel. Among other things, it states:

In the context of contemporary history, special importance must be attached to grap-
pling with the causes, course, and consequences of World War 1. Like the history of
National Socialist rule, it is essential that this topic is also treated. Judgements shall
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be based on an analysis of the causes, while the different European manifestations of
fascism should be included along with their consequences, some of which reach into
the present. In connection with the course and consequences of World War I, the
problem of expulsion, flight, and displacement, as well as that of a meaningful inte-
gration of expellees, refugees, and displaced persons, must be treated in terms of
their Central European as well as their worldwide significance. This topic is indivis-
ibly linked with the deliberate annihilation of peoples and sections of the population.
In this regard, the fate of the Jewish people and its ties with the state of Israel must
be singled out for exemplary treatment on its own, without passing over the suffering
of other peoples and ethnic groups.

The decree on “Peace Education in the Classroom” of March 1, 1985, defines peace
education as an attempt “to cover the various forms of violence and lack of peace in the
international arena and within societies, analyze their causes, recognize their mutual
interdependencies, and contribute towards a reduction of violence.” The decree describes
the following factual historical state of affairs as a focus of historical-political peace edu-
cation:

The legacy of German history, especially since 1933: the revisionist and expansionist
policies pursued by the National Socialist state; the launching of World War 11 by the
Third Reich; invasion and occupation of European countries by the Third Reich; ex-
ploitation, genocide, and Holocaust by the Third Reich as a fundamental cause of the
perception of threat and security needs of west and east European countries.

Integration of National Socialism and the Holocaust in History Guidelines and
Syllabuses

The genocide committed against European Jews is focused on mainly in guidelines
and syllabuses for History courses. Other subjects — e.g. Politics/Social Sciences, Roman
Catholic and Protestant Religious Instruction, and German — also include this material
in the questions to be posed in courses. This overview, however, will be limited to the area
of History teaching.

The currently valid guidelines/syllabuses for History in the different levels and types
of schools do not share a common conception and structure. The intentions and subject
matter set forth in these are not all equally concrete and binding. This is because the
guidelines/syllabuses originated at different times between 1979 and 1994 and therefore
followed different curricular conceptions. However, it can be stated generally that they all

= are oriented only to study goals and thus do not constitute subject-matter sylla-

buses.

= place the onus for decisions about didactics and teaching methods largely on the

teacher. This also applies to decisions, within the framework of certain compel-
ling objectives, about the choice of contents and the accentuation of themes.

= make the treatment of National Socialism compulsory in all school levels and

types.

Integraton in Secondary schools — lower level

Hauptschule: The History/Politics syllabus provides for treatment of National So-
cialism in the thematic unit entitled “ ‘Only’ Twelve Years.” An integral element of this
unit is the pupil’'s confrontation with the persecution of Jews and the Holocaust. The
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following study goals are to be achieved as the student is

... looking into the causes of Holocaust and world war and recognizing that even
societies with a great cultural tradition and the highest level of civilization can re-
gress into the most extreme state of barbarism and inhumanity; and being prepared,
even as a member of a later generation, to bear the historical responsibility and op-
pose neo-fascist strivings in a politically competent manner.

Realschule: The syllabus for History provides for Fascism, National Socialism, and
Racism to be taught as one subject unit. By way of guidance for the investigation of his-
tory and the developing of opinions, the following topics are expressly mentioned as areas
that should be dealt with:
the extermination of the European Jews and other minority groups in society
the death, suffering, and destruction caused by the perpetrators
the inactivity and passivity of the onlookers
the helplessness of the victims.

Gymnasium: According to the syllabus for the lower level of Gymnasium, the mur-
der of European Jews must be covered in the 10th grade in conjunction with the examina-
tion of the period of National Socialist rule. The syllabus expressly points out that “recall-
ing National Socialism, its causes, and its consequences” remains an “... indispensable
element in raising the historical awareness of [young people] and in politically educating
the up-and-coming generation.” Pupils are to be made aware that the National Socialist
past creates a particular duty for them to take responsible, political action in the present.

Gesamtschule: Guidelines are currently being developed for the Social Studies field,
which also includes the subject of History. Teaching is oriented towards the objectives of
the basic decrees on Political Education and towards History syllabuses for other school
types at secondary level 1. There is no doubt that National Socialism and the Holocaust
are dealt with by teachers in Gesamtschule just as intensively as by those in the other
types of schools.

Integration in Secondary schools — upper level

Gymnasiale Oberstufe: The guidelines state that the subject of Fascism and Na-
tional Socialism is compulsory. The guideline’s concept expects teachers to develop themes
and lines of questioning independently within the framework of syllabus objectives (learning
goals, areas of learning). The guidelines therefore do not, in principle, identify concrete
themes and teaching contents. The basic decrees on Political Education, among which is
the decree on “The Treatment of National Socialism in Teaching,” also set compulsory
requirements for teaching History in the gymnasiale Oberstufe. As a rule, the work unit
“genocide committed against European Jews” is part of the history program in the
gymnasiale Oberstufe.

Hohere Berufsfachschule mit gymnasialer Oberstufe: The Politics/History guidelines
require treatment of the following themes in the 12th grade:

= “National Socialism — Conformism and Resistance and the Problem of Histori-

cal Responsibility.” This includes the following contents and problems in detail:

- The National Socialist system of rule: ideology, Gleichschaltung (total regi-
mentation), inward- and outward-directed violence, conformism, and resis-
tance in everyday life.
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“Vergangenheitsbewaltigung (Coming to Terms with the Past) in the Federal
Republic of Germany; Anti-fascism and Neo-revisionism as Orientations for
Political Action.”
= “Them and Us: Racism, Anti-Semitism, and Xenophobia.” In the framework of
this teaching unit, the intention is to deal with “the relationship of a minority to
society as a whole, using the example of the Jews in European history.”
Kollegschule: Provisional guidelines and syllabuses exist for the subject of “Social
Studies with History,” which belongs to the compulsory field of studies in all Kollegschule
courses. They stipulate that “National Socialism is among the mandatory contents of teach-
ing.” Treatment of the Holocaust is foreseen in connection with the thematic units “The
Racial Theory of the National Socialists” and “The National Socialist System of Rule.”
Berufliche Schulen: At vocational schools, historical themes are treated in the frame-
work of Politics education. The subject areas and problems contained in the syllabus in-
clude the following:
= Anti-Semitism
« Jewish Emancipation
e Zionism
= social, economic, political, racial, and religious forms of discrimination
= conflicts of identity
= segregation vs. assimilation
= history of the persecution of Jews
= annihilation of Jews in the Third Reich
= discussion of and Aufarbeitung (confrontation) of the past
= National Socialist trials
< financial gestures of compensation
= Jews as a minority after 1945
= anti-Zionism
= neo-Nazism
= the relation between the Federal Republic of Germany and Israel.

Treatment of National Socialism and the Holocaust in Hauptschule History/Politics
Courses

Having provided an overview of how this thematic material is anchored in guide-
lines and syllabuses in the Land of North Rhine-Westphalia, the didactic conception of
the appropriate teaching unit in the History/Politics syllabus of Hauptschule schools will
be explained here in more detail.

The syllabus for History/Politics represents curricular development work carried
out in North Rhine-Westphalia and makes clear the basic pedagogic and didactic deci-
sions which are to govern teaching on National Socialism and the Holocaust. The
Landesinstitut fur Schule and Weiterbildung, Soest (State Institute for Schools and Fur-
ther Education) has produced a manual on the History/Politics syllabus for teachers, ex-
plaining the objectives set by the syllabus and providing ideas and suggestions for teach-
ing practice. Explanations of the thematic unit “ ‘Only’ Twelve Years” put the emphasis on
four key approaches towards teaching this unit:

= Teaching must seek to counter obliviousness to the past and to critically examine

tendencies towards a “normalization” of German historical awareness. The ex-
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amination of the causes of the success of National Socialism in Germany must
therefore be a focal point in teaching. In this connection, certain traditions in
German society should also be considered, such as “anti-Judaism and anti-
Semitism, Prussianism and militarism, authoritarianism and obedience to au-
thority, and nationalism.

= Teaching is meant to be devised so that pupils realize the present and future
significance of remembering National Socialism. Teaching on these themes must
therefore treat questions about the responsibility of later generations, and the
present manifestations of neofascism and neo-anti-Semitism.

= Teaching must in particular convey the perspective of the victims and give pupils
the chance to learn about everyday life under National Socialism in a vivid and
tangible way. Thus, in the teachers’ manual projects are suggested which relate
to local history (e.g. “Let's examine where Jewish life once took place in our com-
munity, where Jews once lived and what became of them, and where synagogues
stood!”). The manual proposes a visit to a memorial site or a former concentra-
tion camp. It also recommends fictional titles written for this age group as read-
ing matter and draws attention to publications that are particularly suitable
because they reflect everyday experience and relate to pupils.

= Teaching in History/Politics is meant to draw on the learning value of other sub-
jects in the treatment of these themes. As examples, the manual points to the
teaching unit “Church and National Socialism” in Protestant Religious Instruc-
tion and the unit “Jews and Christians” in Roman Catholic Religious Instruc-
tion.

Teaching the History of the Jews and German-Jewish Relations

The guidelines and syllabuses for History in the respective school types explicitly
provide for the treatment of themes and problems taken from the history of the Jews and
German-Jewish relations. The aim is not for pupils to acquire a coherent overview of
these historic processes, but to produce exemplary analyses of particularly important his-
torical phenomena. The requirements and references in the guidelines/syllabuses essen-
tially focus on three periods:

= In the context of medieval and early modern history, the status of Jews in the

society of the times (e.g., ghettos, professions, cultural achievements, relation-
ships with Christians and the Church, anti-Judaism, programs) are, as a rule,
identified as teaching topics.

= In the treatment of 19th century German history, teaching should include the

emancipation of Jews as well as the ideological and socio-economic causes for the
emergence of anti-Semitism and its establishment as a political movement.

= The antecedents and foundation of the state of Israel, its development up to the

present, and its position in Middle-East conflicts are possible focal points for
teaching post-1945 contemporary history.

The history of the Jews and of German-Jewish relations is also dealt with in other
subjects. An example is the syllabus for Protestant Religious Instruction at Gymnasium,
which speaks of the guiding principle of “taking paths to Jerusalem” and expressly sup-
ports the imperative “that Auschwitz never be repeated” (Theodor W. Adorno). The sylla-
bus requires that the history of relations between Jews and Christians, marked by anti-
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Semitism, anti-Judaism, and, more recently, anti-Zionism, be treated as the story of Jew-
ish suffering and, at the same time, of Christian guilt by looking at specific historical
examples. Work on this theme is to be complemented by focusing on “examples and begin-
nings of a new, responsible relationship between Christians and Jews.”

Learning and Teaching Material

The development of learning and teaching material is the task of private textbook
publishers who develop their products in line with the intentions of the guidelines and
syllabuses of the respective L&nder in the Federal Republic of Germany. Official authori-
zation for learning material for political education subjects, like the material for other
subjects, is mandatory in North Rhine-Westphalia. The Ministry for Education and Cul-
tural Affairs decides which books are to be approved on the basis of the evaluations of a
Land Textbook Commission working on behalf of the Ministry. Serious shortcomings in
the portrayal of National Socialism and the Holocaust regularly lead to the rejection of
textbooks. This practice has led to a situation in which the currently approved learning
material provides a comprehensive and discerning treatment of this period of German
history. Generally positive findings were also made by the German-Israeli Textbook Con-
ference, which in 1985 noted among other things that

The most detailed portrayal in the textbooks is that of the history of the Jews in the
modern world. However, the density of information in the survey period is extremely
uneven. The ideological defamation and, even more so, the persecution and murder of
the Jews under National Socialist rule stand quite unmistakably in the foreground.
The fate of Jews during this period is neither hushed up nor trivialized. The intensity
of reporting in general has increased considerably in comparison with earlier text-
books. This manifests itself not only in the scope of the portrayal and in a consistently
very broad documentation of text and picture sources, but also in the way that, espe-
cially in the more recent works, the persecution is no longer dealt with as part of
Hitler’s biography but is placed more strongly in its social context. The crucial ques-
tion of responsibility and co-responsibility for the persecution of Jews is posed more
sharply than in earlier textbooks, even if it does not always receive a clear enough
answer. (Deutsch-Israelische Schulbuchempfehlungen [German-Israeli Textbook Rec-
ommendations], Braunschweig, 1985, p. 18)

The history textbooks in use are supplemented by a variety of thematically centered
source booklets and working material from private publishers. These enable teachers to
establish special emphases when treating the history of the Jews and German-Jewish
history.
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Passing on Knowledge of the Holocaust in the Schools of the
Free State of Bavaria

The dignity of man shall be inviolable.
— Article 1, Paragraph 1, Basic Law

No one may be prejudiced or favored because of his sex, his
parentage, his race, his language, his homeland and origin,
his faith, or his religious or political opinions.

— Article 3, Paragraph 3, Basic Law

With these words, the Basic Law of the Federal Republic of Germany professes to a
centuries-old ethical tradition. Its authors were also making a decisive break with the
practices of National Socialism, which had systematically negated and disdained these
values.

Fully in line with the values adopted by the Basic Law, the authors of the constitu-
tion of the Free State of Bavaria formulated the following goals for its state education
system and schools as early as 1946: “The highest educational goals are reverence before
God, respect for religious convictions and the dignity of man, self-control, a sense of re-
sponsibility, and pleasure in taking responsibility. ... Pupils shall be educated in the spirit
of democracy ... and in the spirit of international understanding.” (Article 131, Paragraphs
2 and 3, Bavarian Constitution)

In consequence of this, Article 2, Paragraph 1 of the Bavarian Law on Education and
Teaching of September 10, 1982, charges schools with the task of educating young persons
“to exercise freedom responsibly, to show tolerance, a peaceful attitude, and respect for
other people ... in the spirit of international understanding.”

These requirements set two very specific goals for teaching. The first is to impart to
the growing generation the conviction that a fundamental value system, as laid down by
the constitution and by law, is indispensable for human coexistence in peace and justice.
The second is to teach young people that this value system has frequently been exposed to
extreme danger in the course of history and has been trampled underfoot.

Premises

In the words of Santayana, “Those who do not remember the past are condemned to
relive it.” Such an act of remembering, which seeks both to impart knowledge and shape
the consciousness of pupils positively, must focus primarily on the relationship between
Jews and non-Jews in the course of occidental history, especially during the period of
National Socialism. Clearly the following three premises are worth considering in this
connection:

1. The behavior of non-Jews towards Jews in Europe was to an almost unparalleled
extent defined for centuries by intolerance and aggression. Every so often this
behavior erupted into acts of persecution and, in the case of the recent past, mass
murder and even genocide. Furthermore, this behavior was characterized by ig-
norance, bigotry, persistent distortion, and prejudice.

2. The attitude of the non-Jews towards the Jews is a paradigm of the behavior of a
majority towards a minority, and not least in terms of the missed opportunities
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and failures entailed in such behavior.

3. National Socialism, with all the suffering and injustice perpetrated upon the
Jews, created a schism in the relationship between Germans and their collabora-
tors on the one hand and Jews on the other unlike any other in history. Those
twelve years of German and European history indelibly stamped the conscious-
ness of Jews and non-Jews. They are unique and unforgettable, a view ultimately
shared by the majority of historians who spoke out in the great debate over
Germany’s National Socialist past known as the Historikerstreit. Since 1945, it is
no longer possible for anyone to speak uninhibitedly about the relationship be-
tween Jews and non-Jews, especially that between Germans and Jews.

Conclusions

These premises lead to three conclusions:

1. Although the crimes and terror of the Holocaust were historically unique, one
must not focus exclusively on it. A broader perspective should be maintained, not
with the intention of playing down the Holocaust or keeping silent about it, but
rather as the only way to achieve a proper understanding both of the Holocaust
in its singularity and of the specificity of the relationship between Jews and non-
Jews. For example, in addition to dealing in detail with events during the Na-
tional Socialist period, teaching in Bavarian schools uses characteristic examples
to consider other periods — ancient times, the Middle Ages, and the modern
period — when Jews were persecuted. Also, periods of apparent normality and
mundane everyday life are examined to show that Jewish life was usually sub-
ject to extensive restraints and burdens from the social environment even when
there were no anti-Jewish programs. It is shown that the brief periods of genu-
inely relaxed co-existence between Jews and non-Jews, such as those following
upon the Enlightenment and the Emancipation of Jews, failed to exert a lasting
positive influence. It is made clear that Jewish history and German, or rather
occidental-European, history have been closely interwoven in every period. This
also becomes evident to pupils when they realize the major role Judaism has
played and still plays in the evolution of European culture in the realms of sci-
ence, literature, visual arts, music, philosophy, etc.

2. Both Roman Catholic and Protestant Religious Instruction, Ethics, History, and
Social Studies are subjects that naturally make an important contribution in
this respect. These subjects convey knowledge about religions, or value systems,
as well as about historical events and relationships. On the other hand, commu-
nicating a sense of values and teaching international understanding and toler-
ance cannot be left to depend exclusively on these few, albeit important, subjects.
It becomes clear from the above that every school subject can contribute valuable
insights from its own particular perspective. If the final aim of educational ef-
forts is not to pay mere lip-service, but to achieve insights from which a stable
sense of values arise, then all subjects and all teachers are called upon to play a
role.

3. Only the above-mentioned approaches can prepare the way for the growth of a
lively, many-faceted and multidimensional image of Jewish destinies, Jewish
life, and Jewish culture. This purpose is also served by studying Jewish ways of
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life, Jewish festivals and customs — in short, the broad sphere of Jewish culture.
The pupil should learn to recognize the characteristics and high standing of Jew-
ish culture, for this recognition is the real precondition for understanding, re-
spect, and tolerance.

In accordance with these premises and conclusions, pupils at Bavarian schools are
taught about the history of the Jews and the relationship between Jews and non-Jews, in
line with the teaching profiles of the respective school types and subjects taught and with
due regard to the stage of psychological development of the students. Subject to syllabus
requirements, focal points for treatment of the subject are

= Judaism in the framework of the ancient civilizations and those of the Mediter-

ranean world of antiquity

= Jews in medieval society, particularly in the medieval city

= emancipation and assimilation of Jews since the Enlightenment

= late 19th-century and 20th-century anti-Semitism/racism and persecution

= the Jewish faith as a world religion; Jewish philosophy and ethics.

Reflecting the intentions of a series of resolutions by the Standing Conference (“Treat-
ment of National Socialism in Teaching,” April 20, 1978; “Recommendation on the Treat-
ment of the Resistance During the National Socialist Period in Teaching,” December 4,
1980), it has certainly been ensured that appropriate attention is paid to the period of
National Socialism. In particular, the anti-Semitism and ideology of National Socialism,
removal of rights, persecution, and murder of the Jews are specifically identified in all
valid syllabuses as learning matter.

Bavarian Gymnasium (secondary schools) are all the more certain to treat this pe-
riod even more profoundly in future because, starting with the 1991-92 school year, his-
tory teaching will commence as early as the 6th school year and the additional time gained
for teaching will be used to study 20th-century history more intensively.

Another particularly noteworthy aspect is the overall concept for political education
in schools, which was published in 1991. This exceeds previous achievements in ensuring
that by the end of secondary level 1 (Mittelschule, grade 10) or on completion of general
secondary school (Hauptschule, grade 9) pupils in all types of schools will receive a basic
political education in line with the constitutional principles and legal requirements quoted
above.

Just as important as requirements laid down in laws or curricula are the teaching
materials and aids that provide support for teachers in their efforts to achieve the educa-
tional and teaching aims and the goals and contents of learning. Such support material is
provided primarily by the Staatsinstitut fur Schulpddadagogik und Bildungsforschung
(State Institute for School Education and Educational Research) in Munich and the
Akademie fur Lehrerfortbildung (Academy for In-Service Teacher Training) in Dillingen,
both institutes working on behalf of the Bavarian State Ministry for Education, Cultural
Affairs, Science and Art.

A 1988 publication by the State Institute entitled Aspects of Jewish History provides
fundamental didactic and methodological guidance for teaching the topic in History courses
at the lower and intermediate levels. In the summer of 1991, this manual was comple-
mented by a comprehensive volume designed to aid teachers at all types of schools to treat
Jewish history and culture. Its contributors include renowned Jewish authors. The fol-
lowing list of contents for Aspects of Jewish History may illustrate the Bavarian school
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teaching approach, outlined above, to treating the relationship between Jews and non-
Jews:

PART I: INTRODUCTION
Overview of Jewish history (chronological table)
Overview of the annual cycle of Jewish festivals
Glossary of Jewish terms

PART IlI: TEACHING OUTLINES
On the history of Judaism in ancient times
The Jewish Chosen People: a small nation outlasts the mighty empires
The Jewish faith helps them to survive
Jews and Christians in the Roman Empire

On the history of Judaism in the Middle Ages

Before the first Crusade: a crusade against the Jews in their own country
Jewish religion; Christianity; Islam

Jews in the Middle Ages: from citizens with equal rights to imperial bondsmen

On the history of Judaism in the 19th century
A new era dawns for Jews too: outsiders on sufferance become citizens
Jews in the German Empire: minority in the nation-state

On the history of Judaism in the 20th century

Political engagement: destiny and significance of Jewish-descended political
personalities in the early Weimar Republic

Persecution and genocide (chronology)

Jewish self-help in the Third Reich

The emergence of the state of Israel

PART Ill: APPENDIX
Encounters with Judaism: Jewish cultural monuments in Bavaria
(compendium and references)
A visit to the synagogue in the Museum of Jewish Culture in Augsburg

List of literature (with brief comments)

The Academy for In-Service Teacher Training offers regular in-service training events
for teachers from all types of schools. In these, knowledge about the Holocaust in particu-
lar and questions about Jewish culture and history in general are discussed according to
syllabus aims and contents. These events include, for example, symposia devoted to the
history and culture of Judaism. The results (lectures, materials, teaching models etc.) of
some of these in-service training events have been published in a number of Academy
reports. Especially worthy of note here are Volume 62 — Dachau Concentration Camp
Memorial; Volume 133 — Resistance against National Socialism; Volumes 139, 141, 163
— The Germans and Their Eastern Neighbors: Germans and Czechs, Germans and Poles,
Germans and the Peoples of the Soviet Union; and Volume 279 — Danzig/Gdansk. Infor-
mation and in-service training offered by the state are complemented by regional in-ser-
vice teacher training events at the Regierungsbezirk (administrative district) level.

Teachers receive offers of free media information on this subject in the form of audio-
accompanied slide series, videotapes, films, etc. by the most varied local and regional
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picture and film services. More than 100 titles are made available. In connection with the
50th anniversary of the November 1938 pogroms launched by the Nazis under the name
Reichskristallnacht, the State Ministry devoted an entire issue of its 1988 journal,
Schulreport (School Report), to the topic of Jews in Germany, offering numerous aids to
teachers on subject matter and methodology.

Extensive didactical and methodological material was supplied gratis to all schools
to accompany the 1988 exhibition entitled “Behold, the Stone Cries Out from the Wall.”
This exhibition on the history and culture of the Jews in Bavaria was staged by the House
of Bavarian History, the City of Munich, and the Germanic National Museum in
Nuremberg.

In a letter directed to all school principals on September 21, 1988, the State Ministry
itself drew attention to all the teaching aids and manuals published until then and pro-
posed special remembrances on the 50th anniversary of November 9, 1938.

Similarly, in 1994 as part of the commemoration of the contribution made by men
and women to the German resistance against Hitler, and in 1995 during the events mark-
ing the anniversary of the end of the war, the fate of the Jews was also taken into account.
The State Ministry sent out announcements to all schools accordingly.

Special significance is attached to “on-site learning,” — i.e., the investigation of re-
gional or local testimonies to the Jewish past and visits to concentration camp memorial
sites. Through such experiences, characteristic and vivid examples are used to communi-
cate lasting impressions of the singularity of Jewish life in Germany and the relationship
between Germans and Jews.

In this connection, Bavarian school classes showed lively interest in an exhibition
entitled Jews in the Rural Community: the Example of Ichenhausen,” which was staged
in summer 1991 by the House of Bavarian History in the former synagogue of Ichenhausen
(Grunzburg District). The exhibition catalogue was very informative and particularly useful
for pupils. This exhibition was not only an exemplary contribution to regional historiogra-
phy but also a valuable and enlightening contribution to the turbulent history of the Jews
in Bavaria reaching back many centuries.

Important stimuli to take up the topic of Jewish life in Bavaria are contained in the
documentation compiled by Israel Schwierz on “Testimonies in Stone to Jewish Life in
Bavaria,” which exhaustively catalogues and briefly explains all Jewish cemeteries, syna-
gogues, and prayer houses besides other buildings that bear witness to Jewish life. The
profusely illustrated documentation was entered into the registry of publications at the
Bavarian State Center for Political Education and may be obtained gratis by every teacher.

Another important work is the guide to the Judisches Kulturmuseum (Jewish Cul-
ture Museum) in Augsburg. Compiled by seminar teachers for History, this work at the
Bavarian National Museum was instigated by the State Ministry. The guide not only
describes the synagogue and the exhibits displayed in it for some years now, but also,
thanks to the profound advice of Jewish experts, offers an informative overview of Jewish
Torah teachings, the Jewish calendar, and Jewish festivals. A valuable addition to this
guide entitled “Jewish Culture and History: An Overview” was written by Peter Ortag
and published in Munich in 1995. It is available from the Bavarian State Center for Politi-
cal Education.

In this connection, great importance is attached to visits by pupils to the Dachau and
Flossenburg concentration camp memorial sites. In response to a Bavarian Landtag (state
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assembly) resolution of May 31, 1960, teaching excursions by school classes to these me-
morial sites (lately expanded to include Kaufering, a former external camp of the Dachau
complex) are financially supported by the Bavarian State Center for Political Education.
Encouraged to no small extent by a 1984 proclamation by the State Ministry exhorting
schools to arrange visits to such memorial sites, a great many school classes make use of
this opportunity every year. Qualified teaching personnel especially supported by the State
Ministry are available at these sites to provide detailed information to pupils and teach-
ers. A guide written for school classes is distributed gratis. In order to prepare for such
visits and to plan follow-up work, the Museum-Pedagogical Center in Munich has pro-
duced additional handouts for all teachers. These include “Comprehending the Incompre-
hensible: A Tour of the Dachau Concentration Camp Memorial Site” (Munich, 1995); “Re-
membering Instead of Forgetting: A Tour of the Flossenburg Graves and Memorial Site”
(Munich, 1995).

It should be added that the Dachau concentration camp memorial site has been
placed under the aegis of the State Ministry for Education, Cultural Affairs, Science and
Art since January 1, 1991. Traditionally close contacts continue to be maintained from
here with the Comité International de Dachau in Brussels, which also has the aim of
promoting the education of pupils about the Dachau concentration camp.

RESOURCE 4
Reactions to Holocaust Education

According to the Ministers of Education and Cultural Affairs (KMK) of the Lander in
the Federal Republic of Germany, the citizens of the former East German states were
taught from 1945 until 1989 that only the West Germans were responsible for the crimes
of the Holocaust. Since unification, Holocaust education has been introduced into these
former GDR states. The following quotes come from citizens educated in German schools
on both sides of “the Wall” during this time:

“l was ashamed and embarrassed to find out that we, too, had played a role in the
Holocaust.” (Burgermeister [Mayor] of the Town of Freiberg, the state of Sachsen, former
GDR)

“It is difficult to explain history [so terrible as the Holocaust] to those who haven't
experienced it. Although my father was a soldier, he did not talk about his experiences
relating to the Nazis in the war. Jews were not part of the mainstream life in my town, so
it was hard to relate to the events of the Holocaust. We were taught that it was something
that “old” [West] Germany did.” (Professor Dr. Dusing, Technical University of Freiberg,
the state of Sachsen, former GDR)

“When | found that what I had been taught about the Holocaust [that it was only the
West Germans who had been involved] was a lie, | felt anger, disgrace. ... | was terribly
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upset. I cried. ...” (Christoph Kreuzmuller, docent at the Memorial House of the Wannsee
Conference, educated in the former GDR in the 1980s)

“Although 1 had studied the Holocaust and visited Sachsenhausen [concentration
camp near Berlin], I learned primarily about the second half of World War I1. I did not see
photographs of Nazis until after the [Berlin] wall fell.” (Stefan Gabriel, Press Officer,
educated in the former GDR in the 1980s)

“During GDR times [local] students had to spend 10 hours studying about the Holo-
caust. One hour had to be at Sachsenhausen. They usually toured in groups and were not
very interested. Today, students still study but on a more personal basis. They often do
research on individual prisoners (this work is kept on file and is available) and try to meet
survivors if possible. Volunteer groups of students come in to mow grass, plant flowers,
clean the area, etc.” (Ms. Sylvia Nickel, Guide at Sachsenhausen)

RESOURCE 5
Video Interviews

Source: Department of Education
Division of Technology
Film Library
P.O. Box 2120
Richmond, VA 23218-2120

Interviews with German citizens of different ages are contained on the video entitled
Postwar Germany and the Growth of Democracy: Video Resources.
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RESOURCE 6
German Restitution for National Socialist
Crimes

Source: German Information Center
950 Third Avenue
New York, NY 10022-2781
September 1998
Web site: http://www.germany-info.org
Reprinting permitted

From the time of its founding in 1949, the Federal Republic of Germany assumed
responsibility for making reparation for crimes committed during the Nazi era to the
extent that such is possible. This sense of responsibility was expressed by the first chan-
cellor of the Federal Republic, Konrad Adenauer, in a statement made on September 27,
1951:

The federal government and the great majority of the German people are deeply
aware of the immeasurable suffering endured by the Jews of Germany and by the
Jews of the occupied territories during the period of National Socialism. The great
majority of the German people did not participate in the crimes committed against
the Jews, and wish constantly to express their abhorrence of these crimes. While the
Nazis were in power, there were many among the German people who attempted to
aid their Jewish fellow-citizens in spite of the personal danger involved. They were
motivated by religious conviction, the urgings of conscience, and shame at the base
acts perpetrated in the name of the whole German people. In our name, unspeakable
crimes have been committed and they demand restitution, both moral and material,
for the persons and properties of the Jews who have been so seriously harmed. ...

In the 47 years since Adenauer made this statement, the government of the Federal
Republic of Germany has striven to make amends to those who suffered at the hands of
the National Socialists on account of their race and their religion, their political beliefs,
their physical disabilities, their sexual orientation, or simply because of their refusal to
comply with the norms of Nazi ideology.

No matter how large the sum, no amount of money will ever suffice to compensate
for National Socialist persecution. But in dealing with the legacy of the Hitler regime, the
Federal Republic of Germany has, since 1951, established a precedent for legislating and
implementing a comprehensive system of restitution for the injustices of the Nazi era.

Since 1990, unified Germany has continued and extended the restitution policies of
the pre-unification Federal Republic. By early 1998, Germany had provided more than
DM 100 billion in restitution and compensation, and it expects the figure to increase to
approximately DM 124 billion. Additional payments are being made to German-speaking
Eastern European Jewish victims of National Socialist persecution in the form of social
security payments and war victims' relief payments. These expenditures, which supple-
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ment the disability pensions already being paid, are estimated to reach a total of DM 10—
13 billion.

The Beginnings

After the war, the occupation powers enacted laws in their individual zones that
restored to the original owners property confiscated by the Nazis. These laws were re-
stricted to property. They did not apply to personal damage to the victims of Nazi persecu-
tion, which encompassed physical and psychological suffering, unjust deprivation of free-
dom, or injury to a person’s professional or economic potential. Nor did these laws provide
for assistance to the families of those who died as a result of Hitler’s policies. The occupa-
tion forces foresaw the German state assuming responsibility for reparation for such dam-
ages.

The focus on restitution for property losses during the first years after the war soon
shifted to individual restitution for personal losses, however. This initially took the form
of social assistance on a local level for victims of National Socialist persecution.

The Luxembourg Agreement between Germany and Israel

The Luxembourg Agreement between the government of the Federal Republic of
Germany and the State of Israel and the Conference on Jewish Material Claims Against
Germany, known simply as the Claims Conference, defined the shape of the legislation
eventually enacted to regulate restitution. Negotiations on the agreement took place in
Luxembourg on September 10, 1952. Among the agreement’s provisions was the require-
ment that the government of the Federal Republic of Germany pay DM 3.45 billion to the
state of Israel and various Jewish organizations. Payments to Israel, particularly in the
form of goods, recognized the fact that the young nation bore the tremendous financial
burden of providing for the many victims of Nazi persecution who had settled there. Mon-
etary payments to the Claims Conference were designed to aid Jewish organizations
throughout the world in resettling Jews who lived outside Israel.

Legislation

The Supplementary Federal Law for the Compensation of the Victims of National
Socialist Persecution, enacted on October 1, 1953, was followed by the Bundes-
entschadigungsgesetz or BEG (Federal Law for the Compensation of the Victims of Na-
tional Socialist Persecution) of June 29, 1956, which substantially expanded the scope of
the 1953 law. The Final Federal Compensation Law enacted on September 14, 1965, in-
creased the number of persons eligible for compensation as well as the assistance offered.

On May 1, 1992, two years after German unification, the Gesetz Uber Entschadigungen
fur Opfer des Nationalsozialismus im Beitrittsgebiet (Law on Compensation for Victims of
National Socialism in the Regions Acceding to the Federal Republic) was enacted. It su-
perseded, in a modified version, the compensation legislation of the German Democratic
Republic. Under this law, persons who had been persecuted by the Nazi regime and who,
for reasons inimical to the rule of law, had been denied compensation by the authorities of
the former German Democratic Republic, may submit fresh applications. An additional
regulation was enacted on the basis of this law in favor of BEG-defined victims who had
not received any compensation due to their residency in the former German Democratic
Republic.
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Indemnification for Persecution of Individuals

The BEG laws compensate individuals persecuted for racial, religious, or ideological
reasons and also apply to persons who were persecuted because of their nationality. The
laws focus on payments for

= physical injury and damage to health

= restrictions on personal freedom

< damage inflicted upon economic and professional growth

= damage done to personal property.

The laws include provision for compensation to artists and scholars whose work
disagreed with Nazi tenets. They also provide compensation to people who were perse-
cuted merely because they were related to or friendly with victims of the Nazis. Finally,
they guarantee assistance to the survivors of the deceased victims.

The BEG legislation extends far beyond the responsibilities assumed by the govern-
ment of the Federal Republic of Germany in the Luxembourg Agreement. Of the approxi-
mately 4.4 million claims submitted under this legislation, all except an insignificant
number have been settled. Approximately 40 percent of those receiving compensation
under the provisions of BEG laws live in Israel, 20 percent in the Federal Republic of
Germany, and 40 percent in other countries. The amount of restitution paid under BEG
and other restitution laws is shown in Table 2 at the end of this text.

Restitution for Lost Property

Claims for property lost as a result of National Socialist persecution are handled
according to the provisions of the Bundesriickerstattungsgesetz or BRUG (Federal Restitu-
tion Law) of July 19, 1957. As of January 1, 1987, 735,076 claims had been made on the
basis of BRUG; with a few exceptions, they have all been settled.

As noted above, the original restitution statutes were issued by the three Western
Allies in their zones of occupation to expedite the return of still-existing property and to
settle related legal questions. Difficulties arose, however, in handling claims for property
that no longer existed, and there was no common policy for resolving such claims. The
BRUG legislation represented official recognition by the Federal Republic of Germany of
its obligation to pay compensation for objects confiscated by the Third Reich that no longer
existed in their original state and thus could not be returned.

The BRUG legislation was further developed in four supplementary laws, the last of
which was enacted on September 3, 1969. Compensation for lost property is made accord-
ing to the estimated replacement value as of April 1, 1956. The BRUG legislation is also
applicable to property confiscated outside the territory of the Federal Republic of Ger-
many, provided that at the time of confiscation it was brought into or held in territory
covered by BRUG legislation.

With the achievement of German unity, a law (Gesetz zur Regelung offener Vermaégens-
fragen) was passed which regulated unresolved issues of property and assets within the
area of the former German Democratic Republic. This law established a framework for
the return of assets taken from individuals and associations between January 30, 1933,
and 1990. In cases where restitution is not possible, compensation will be made for the
loss of property in eastern Germany. Part of the regulations applying to people persecuted
by the Nazis were negotiated with the Claims Conference and are now set out in the
Entschadigungs- und Ausgleichsleistungsgesetz (Law on Compensation and Adjustment),



UNiT Il: REsources [ 97

which went into effect on December 1, 1994.

An agreement with the United States was concluded on May 13, 1992, to settle ap-
proximately 1,900 claims based on U.S. Public Law 94-542 of October 18, 1976, and the
International Claims Settlement Act. Claims could be made by U.S. citizens for confis-
cated property in the former German Democratic Republic and East Berlin. The agree-
ment provides for a lump-sum payment of $102 million to the U.S. for distribution to
claimants who are not otherwise eligible for restitution, or in cases where the applicant
elected to receive a portion of the lump sum instead of restitution. The claims are admin-
istered by the Foreign Claims Settlement Commission.

International agreements had initially limited the Federal Republic’s financial obli-
gations under BRUG to DM 1.5 billion. The amount actually paid to date exceeds DM 3.9
billion. When all claims for loss of property have been settled, the Federal Republic of
Germany will have paid DM 4 billion in restitution for lost property.

Additional Compensatory Laws and Agreements

To supplement this basic legal framework, several additional compensatory laws
have been enacted to aid those who suffered as a result of the discrimination practiced by
the Nazi regime. On August 22, 1949, a law was passed restoring the rights and privileges
of those who had been discriminated against in Nazi social legislation. That same day,
another law was approved extending the assistance to war victims ineligible for such
benefits by Nazi law. A law of May 11, 1951, provided for restitution to members of the
civil service who had suffered injustice at the hands of the Nazis. The scope of each of
these three laws has been considerably expanded by subsequent revisions.

Mention must be made as well of the lump sum payments made to former concentra-
tion camp internees who were the objects of medical experimentation and to prisoners of
war from Palestine who, because of their Jewish background, did not receive the humane
treatment guaranteed prisoners of war under international law. A special fund was set up
to assist individuals persecuted by the Nazis for having Jewish ancestry although they
themselves were not of Jewish faith.

The Bundestag supplemented the provisions of the BEG in December 1979 with an
allocation of DM 400 million. This sum was earmarked for payments to Jewish individu-
als whose health was seriously impaired by the Nazi regime but who had not been able to
obtain restitution previously because they missed the deadline for filing claims or did not
meet residency requirements. Shortly thereafter, the Bundestag made up to DM 100 mil-
lion available for payments to non-Jewish victims of the Nazi regime who likewise had not
been able to receive restitution.

Existing provisions guaranteeing compensation were confirmed and partly expanded
during the 1990 negotiations on German unification. In Article 2 of the September 18,
1990 Agreement on the Enactment and Interpretation of the Unification Treaty, the
Federal Republic of Germany and the German Democratic Republic agreed that unified
Germany would continue the Federal Republic’'s pre-unification policy on restitution. It
was also agreed to establish an additional fund for persons who had not yet received
restitution or who had received little compensation. United Germany recognized the fact
that the German Democratic Republic had not, on economic and ideological grounds, made
consistent compensation for injustices perpetrated by the Nazi regime. The regulations
were specified in an agreement with the Claims Conference in October 1992. Hardship
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payments to victims of Nazi persecution had begun under guidelines introduced in Octo-
ber 1980. The new regulations maintained the eligibility requirements and payment
amounts set out in those guidelines, but they also made provisions for aid, especially by
regular monthly payments, to victims of the Nazi regime in economic need who had not
received help under the Federal Republic's pre-unification compensation provisions. The
agreement is intended primarily to provide additional monthly payments for individuals.
It does not extend indemnification for Nazi persecution to persons who live in the former
communist countries of Eastern Europe, but applicants from those states who now reside
in other countries may be eligible if they meet the requirements.

In early 1996, the German Bundestag approved agreements with Israel and the
United States allowing formerly German-speaking Holocaust survivors in those countries
to receive German old-age pensions. The individuals in question, estimated to be some
35,000 in number, are not now and have never been German citizens; in most cases, they
were originally Romanian or Latvian citizens. However, because German law allows per-
sons of German origin from Eastern Europe to come to Germany and grants them numer-
ous benefits, the German government agreed in negotiations with Israel and the U.S. to
grant similar pension benefits to German-speaking Eastern European Jews living in those
two countries. The prerequisite is retroactive payment into social security funds. Total
costs are expected to reach some DM 2.3 billion.

Bilateral Agreements

Between 1959 and 1964, the Federal Republic of Germany concluded “global agree-
ments” with eleven European nations; today, there are 15 agreements with European
nations and one with the U.S. As a result of these agreements, the Federal Republic of
Germany provided more than DM two billion to those nations to enable them to compen-
sate citizens not eligible under the BEG for damages incurred as victims of Nazi policies.
The victims’ survivors also became eligible for compensation. Germany has spent a total
of 1.8 billion DM since 1991 in compensation to victims in Eastern European countries,
including contributions to foundations in Poland, Belarus, the Russian Federation, and
Ukraine, as well as allocations for victims of pseudo-medical experiments. Special funds
administer and regulate distribution.

Under the agreement concluded with Poland in 1991, Germany pledged to pay DM
500 million to the Foundation for German-Polish Reconciliation to compensate Polish
citizens who had been victims of Nazi persecution. A similar arrangement was made to
compensate victims in the successor states to the Soviet Union. Under the agreement,
Germany has contributed DM 1 billion to the Foundations for Understanding and Recon-
ciliation in Belarus, the Russian Federation, and Ukraine.
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Table 1

Funds pledged by the Federal Republic of Germany as a result of global agreements
with European nations and the United States:

Country Date of agreement  Approximate amount
in millions DM

Luxembourg July 11, 1959 DM 18

Norway August 7, 1959 DM 60

Denmark August 24, 1959 DM 16

Greece March 18, 1960 DM 115

Holland April 8, 1960 DM 125

France July 15, 1960 DM 400

Belgium September 28, 1960 DM 80

Italy June 2, 1961 DM 40

Switzerland June 29, 1961 DM 10

United Kingdom June 9, 1964 DM 11

Sweden August 3, 1964 DM 1

Poland October 16, 1991 DM 500

Belarus March 3, 1993 DM 200

Russian Federation March 3, 1993 DM 400

Ukraine March 3, 1993 DM 400

United States September 19, 1995 DM 3

Total DM 2.379 billion

Austria: The Federal Republic of Germany has made available to the Aus-
trian government DM 102 million for compensatory payments. Of this
amount, DM 96 million were used for the establishment of two funds: one
to pay victims of political persecution in Austria for the loss of income,
and the second to aid such victims in other countries. The remaining DM
6 million were set aside to pay claims for lost property.



100

(1 UNiT Il: RESOURCES

Table 2

Public expenditures in restitution for Nazi damages, in billions DM (as of January 1,

1998):

Expenditures thus far Approximate amount in billions DM
Compensation of victims (BEG) DM 78.4

Restitution for lost property (BRUG) DM 3.9

Compensatory pensions (ERG) DM 0.9

Israel agreement DM 3.5

Bilateral agreements DM 2.5

Other (civil service, etc.) DM 8.8

Payments by German states (not BEG) DM 2.4

Final restitution in special cases DM 1.7

Subtotal DM 102.1 billion

Estimated future expenditures

Compensation of victims (BEG) DM 16.656
Restitution for lost property (BRUG) DM 0.045
Compensatory pensions (ERG) DM 0.703

Bilateral Agreements DM 0.420

Other (civil service, etc.) DM 3.200

Payments by German states (not BEG) DM 1.012

Final restitution in special cases DM 1.925

Subtotal DM 23.961 billion
Estimated Total DM 126.061 billion

In addition to expenditures totaling more than DM 100 billion as of January 1998,
the government of the Federal Republic of Germany has committed itself to making the
following payments:

The German-Czech Declaration signed in Prague on January 21, 1997, stipu-
lates the establishment of a German-Czech Future Fund to finance projects of
mutual interest, such as care of the elderly, the building and operation of sanato-
ria, the preservation and restoration of monuments and cemeteries, and partner-
ship projects. The German contribution is set at DM 140 million. The projects are
to benefit victims of Nazi violence in particular.

From 1998 until the year 2000, an additional DM 80 million will be made avail-
able for humanitarian assistance to Nazi victims in other Eastern European coun-
tries who have not received any compensation.

Victims in the Baltic states of Estonia, Latvia and Lithuania receive compensa-
tory payments through two German-funded “Foundations for Understanding and
Reconciliation” in Minsk and Moscow. The federal government has also made
available DM 6 million for projects such as hospitals and nursing homes that
care for Nazi victims.

From the year 1999 until the year 2002, Germany will provide DM 200 million
for a new fund, to be established by the Jewish Claims Conference, to help Jew-
ish Holocaust survivors in Eastern Europe who are suffering hardship and have
not received any compensation so far. The payment modalities will be set by the
fund itself. This fund will apply the same criteria valid for the fund established



UNiT Il: REsources [ 101

in accordance with Article 2 of the Agreement on the Enactment and Interpreta-
tion of the Unification Treaty (see above).

Addendum

This survey of restitution laws and measures does not include payments (in billions)
made according to the provisions of laws such as the Gesetz Uber die Behandlung der
Verfolgten des Nationalsozialismus in der Sozialversicherung (Law on the Treatment of
Victims of National Socialist Persecution in the Area of Social Security) or the Bundesgesetz
zur Wiedergutmachung nationalsozialistischen Unrechts in der Kriegsopferversorgung
einschliel3lich des Sondergesetzes fur Berechtigte im Ausland (Federal Law on the Repara-
tion for National Socialist Injustice in the Area of War Victims’ Relief) or the Allgemeines
Kriegsfolgengesetz (General Law on the Consequences of War).

By Susan Steiner and Peter Welsch

RESOURCE 7
German-Israeli Relations

Source: German Information Center
950 Third Avenue
New York, NY 10022-2781
(212) 888-9840
June 1995
Web site: http://www.germany-info.org
Reprinting permitted

The history of Europe and our concern for peace in the Middle East have imposed
upon us a special responsibility for Israel’s existence and security. For this reason ...
supporting [Israel] has been a key priority of all German governments since the found-
ing of the Federal Republic of Germany.
— President Roman Herzog of the Federal Republic
of Germany, December 7, 1994

The German-Israeli relationship is unique. It has been shaped by the memory of the
Holocaust and the strong desire on the part of the German people to help ensure that the
suffering endured by the Jewish people between 1933 and 1945 will never recur. Most
Americans would be surprised to learn of the full extent of German-Israeli ties. In some
fields, cooperation between Germany and Israel is as extensive as between Israel and the
u.sS.

Germany and Israel established diplomatic relations in 1965. However, already in
the early 1950s, long, difficult negotiations were held among Chancellor Konrad Adenauer,
Prime Minister David Ben Gurion of Israel, and Nahum Goldmann, chair of the Jewish
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Claims Conference. These negotiations resulted in the 1953 Restitution Agreement,
Germany’s first step towards compensating the victims of the Holocaust. The close rela-
tionship that developed between Adenauer and Ben Gurion during these negotiations
played an instrumental part in setting the tone for the development of German-Israeli
relations.

Since then, a growing network of contacts links the two countries on the governmen-
tal and parliamentary levels. State visits stand as highlights in the history of German-
Israeli relations: President Richard von Weizsacker of Germany visited Israel in October
1985; President Chaim Herzog of Israel came to the Federal Republic of Germany in April
1987; and Germany’s new president, Roman Herzog, went to Israel in December 1994 on
his first official visit to a country outside of Europe. The two governments are now adapt-
ing their long-standing cooperation in light of recent international developments, includ-
ing German unification, the end of the East-West conflict, the peace process in the Middle
East, Israeli-Palestinian reconciliation, and Israel's desire for closer economic relations
with Europe, which Germany actively supports.

The Human Dimension

German-Israeli relations rest on a foundation of support from committed citizens in
both countries — individuals who, in full remembrance of the past, want to contribute to
mutual understanding and friendship. The involvement of so many people at the grass
roots level is one of the most remarkable features of German-Israeli relations. Churches
and trade unions have also been particularly active in fostering relations. The German
peace organization Aktion Stuihnezeichen (Action Reconciliation) has played an especially
important role in bringing Germans and Israelis together. Since 1961, Action Reconcilia-
tion has sent about 2,500 volunteers to work in Israeli hospitals and social welfare pro-
grams.

More than eighty cities and counties in Germany and Israel maintain partnerships
and “sister city” relationships. There is an intensive youth exchange program. In 1993,
3,000 young Israelis came to Germany and 7,000 Germans went to Israel within the frame-
work of the program. Since 1965, encounters involving two million youth have been spon-
sored by the German government.

Economics

Germany is Israel’s second largest trading partner after the United States. German
exports to Israel in 1993 totaled U.S. $1.95 billion (at exchange rate $1 = DM 1.59), and
imports from Israel $820 million. Since 1966, Israel has received financial aid in the form
of set annual loans of DM 140 million (currently about $88 million) to improve the infra-
structure of the country; to date, these loans total $2.5 billion. The loans are for a period of
30 years at two percent interest, with a ten-year grace period.

Science and Culture

Germany contributes approximately $22 million annually to support research at
Israeli universities. Since 1966, this assistance has amounted to $315 million. German
research funds are distributed through the Minerva Program, which is run jointly by the
Max Planck Institute and the Weizmann Institute. Funds are also distributed through
Israel’'s National Committee for Research and Development and research endowments at
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individual Israeli universities. Funding for joint research projects is also provided by the
German-Israeli Foundation for Research and Development. In 1993, the foundation’s en-
dowment doubled and now totals nearly $190 million. There are 47 university partner-
ships.

Cultural exchange is very lively in the fields of music, theater and the arts. Approxi-
mately 15,000 Israelis participate in German language courses at the Goethe Institutes in
Tel Aviv and Jerusalem every year.

Holocaust Restitution

Germany realizes that no sum of money is sufficient to compensate the victims of the
Holocaust for their suffering. To date, approximately $57 billion has been paid as restitu-
tion, of which 40 percent ($22 billion) has gone to individual recipients in Israel or to the
state of Israel itself. Total payments are likely to reach $80 billion.

Gulf War-Related Aid

Germany provided the Israeli government with $158 million in immediate humani-
tarian aid and $39 million in military assistance during the Gulf War. Israel also received
$103 million for “Patriot” anti-missile systems and $554 million for submarines. Total
German assistance to Israel during the Gulf War was $880 million.

(Exchange Rate: U.S. $1 = DM 1.59)

RESOURCE 8
Building Holocaust Monuments in Vienna and
Berlin

58 Years after Kristallnacht, Vienna Builds Monument to
Jewish Victims

By Teddie Weyr, Associated Press writer

Source; The Associated Press
Reprinted by permission

Jan. 26, 1996
VIENNA. Austria (AP)

The city of Vienna has selected a British sculptor to build its first large-scale monu-
ment to the more than 65,000 Austrian Jews who died in the Holocaust.

The idea to build the monument, which will be located on Judenplatz (Jews’ Square)
in the city center, was initiated by Nazi hunter Simon Wiesenthal.
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To be built by sculptor Rachel Whiteread, the monument is to be unveiled on Nov. 9,
the 58th anniversary of Reichskristallnacht, a pogrom in Germany and Austria that ush-
ered in the Holocaust. In Austria alone, 65 synagogues were torched and innumerable
homes, shops and other facilities owned by Jews were destroyed or damaged during the
rampage.

The monument will consist of a large gray cement cube with bookcase-like sides to
symbolize the importance of books and writing to Judaism.

“We are a people of books,” Wiesenthal said. “Our monuments were never made of
stone and steel.” That was “why our enemies could never destroy our monuments.”

On a glass plate underneath the monument will be inscribed: “In memory of the
more than 65,000 Austrian Jews who were murdered by the National Socialists (Nazis) in
the period 1938-1945.” The names of 41 death camps and places where, according to
Wiesenthal, at least 50 Austrian Jews were murdered will also be engraved in the glass.

The monument will be the first in Vienna dedicated specifically to the Austrian Jews
murdered in the Holocaust. Vienna currently has a monument to the victims of Nazism at
the site of the former headquarters of the Gestapo, Adolf Hitler's dreaded secret police.

Austria’s pre-war Jewish population of more than 200,000 has dwindled to about
8,000.

Hitler annexed his native Austria to Nazi Germany in 1938, a move welcomed by a
large majority of Austrians. Many Austrians were in top Nazi positions.

After World War 11, the Allies declared Austria Hitler’s first victim and, unlike Ger-
many, the country failed to confront its past.

It was only in 1991 that Chancellor Franz Vranitzky for the first time publicly ad-
mitted that Austrians were both victims and perpetrators of Nazi horrors.

Holocaust Memorial Committee to Name Finalists in New
Design Competition: Previous Winner Rejected

Source: The Week in Germany, copyright German Information Center
November 7, 1997
Reprinted by permission

When the committee in charge of selecting the design for a national Holocaust me-
morial announces its list of finalists in a few weeks, the winning entry in the original
design competition will not be among them. Berlin Senator (Minister) for culture Peter
Radunski (CDU) acknowledged on November 1 that the proposal put forward by artist
Christine Jakob-Marks and a group of collaborators in the first competition two years ago
is no longer in the running. The selection committee will be presenting the eight final
contenders in mid-November.

There are many historical sites in Germany attesting to the crimes of the Nazi re-
gime and numerous local memorials to those who lost their lives at German hands under
the Nazis, but there is no national Holocaust memorial per se. A campaign for such a
memorial was launched in 1989 and quickly found broad support. In the wake of unifica-
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tion seven years ago, the German government said it would reserve a prominent spot
between the Reichstag, the once and future home of Germany’s parliament, and the
Brandenburg Gate in central Berlin for the memorial.

A competition for the design of the memorial was opened in the spring of 1994, and
a year later the selection committee announced it had settled on the proposal submitted
by the Jakob-Marks group. To pay tribute to the memory of the European Jews murdered
by the Nazi regime, Jakob-Marks and her collaborators want to inscribe all six million of
their names upon a massive iron slab measuring 100 by 100 meters (328 feet). Set in the
ground at an angle, the slab would rise gradually to a height of about ten meters.

This proposal met with considerable criticism. Many supporters of the project, among
them Chancellor Helmut Kohl, complained that the Jakob-Marks group’s memorial was
simply too large. A number of Jewish groups, Holocaust survivors and the family mem-
bers of those murdered, also voiced reservations about the proposal. Ignatz Bubis, chair of
the Central Council of Jews in Germany, argued, for example, that listing the names of
the Holocaust dead would not lift them from anonymity. To the contrary, countered many
German Jewish families, recording the names on a public memorial would violate the
right to privacy of both the dead and their survivors (TWIG 7/21/97, p.7).

After a protracted debate on whether the project should go ahead as planned despite
the wide objections to the Jakob-Marks group’s design, the memorial’s backers announced
this past summer that a selection committee would reconsider the eight finalists in the
1995 competition and invite another 16 artists to submit new proposals.

Noted Intellectuals Reopen Discussion of National Holocaust
Memorial

Source: The Week in Germany, copyright German Information Center
February 13, 1998
Reprinted by permission

With the many sites throughout the country attesting to the horrors of the Nazi era,
does Germany need a national memorial to the victims of the Holocaust? A group of promi-
nent participants in German public debate thinks not and explained why in an open letter
published earlier this month.

“We do not see how an abstract installation of oppressively immense dimensions —
on a field the size of a sports stadium — can serve as a place of quiet mourning and
remembrance, of warning (Mahnung) or meaningful explanation,” the letter argues. The
spot in central Berlin set aside for the planned memorial, it notes, is only a few hundred
years’ distance from the Topography of Terror documentation center, and important sites
directly associated with the Holocaust — the villa on the Wannsee where Nazi officials
decided on the “final solution,” for example, and the Sachsenhausen concentration camp
— are found within the city or in its immediate vicinity. Compared to the vividness of
these historical sites, “a gigantic ‘national’ memorial will remain a place rather of distrac-
tion (Ablenkung), of distancing from reality (Entwirklichung) and cold abstraction: not a
witness to the past, not a sign for the future.” The signatories of the open letter thus call
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upon the memorial’s backers to stop the project in the interest of keeping alive the memory
of the Holocaust — for a “renunciation out of understanding” (Verzicht aus Einsicht).

The letter carried the names of 19 public figures, most known for their part in Ger-
man cultural life. Among the signatories are Countess Marion Donhoff, one of the found-
ing editors of the weekly Die Zeit; Gyorgy Konrad, a novelist and president of the Berlin-
Brandenburg Academy of the Arts; and Gunter Grass, a veteran of many public debates
and controversies over the years.

Grass and another of the signatories, writer Walter Jens, had initially backed the
idea of a national Holocaust memorial when it was first proposed nearly a decade ago.
Jens, who had chaired one of the selection committees in the protracted design competi-
tion for the memorial, explained his change of mind in an article that appeared Saturday
(February 7) in the Frankfurter Allgemeine Zeitung. His earlier views on the subject, he
wrote, simply could not hold up to his critical scrutiny. Instead of building a memorial
(Mahnmal), Jens went on to suggest, effort should be focused on preserving “horror sites”
(Schreckensmale) like Dachau and Auschwitz.

Reaction from the recipients of the open letter varied. Lea Rosh, the journalist who
launched the memorial project, said she could not understand objections coming so late —
just weeks before a final decision on the design of the memorial is due. “They certainly
could have had the thought sooner that this is not the right idea.” A spokesman for Mayor
Eberhard Diepgen of Berlin suggested that the open letter deserved respect if for no other
reason than the eloquence of its argumentation. On behalf of Chancellor Kohl, Govern-
ment spokesman Peter Hausmann said it was noteworthy that two of the early backers of
the memorial had joined in the call for the project to be abandoned.

RESOURCE 9
Video Interview

Source: Department of Education
Division of Technology
Film Library
P.O. Box 2120
Richmond, VA 23218-2120

An interview with Annegret Enmann, Director of the Education Division, House of
the Wannsee Conference, is contained on the video entitled Postwar Germany and the
Growth of Democracy: Video Resources. In this interviews, she is seen discussing the pur-
pose of the Wannsee House as a memorial that educates.
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RESOURCE 10
Responsibility and Restitution

Quotes

1. “There are two types of guilt: systematically committing a crime, and making it
possible and permitting it. We didn't want this and didn’t know that. But we
should have wanted and should have known. ...” (Alfred Déblin, 1946)

2. “Those who run away from their past will be caught up by it. We Germans face
up to the past for the sake of the future.” (President Roman Herzog, Federal
Republic of Germany, 1996)

3. “In Germany the Nazis came for the Communists and I did not speak up because
I was not a Communist. Then they came for Jews and | did not speak up because
I was not a Jew. Then they came for the trade unionists and I did not speak up
because | was not a trade unionist. Then they came for the Catholics and I was a
Protestant so | did not speak up. Then they came for me. By that time there was
no one left to speak up for anyone.” (Martin Niemdéller)

RESOURCE 11
Nazi Gold

A Chronology of Events Surrounding the Lost Assets of
Victims of Nazi Germany

Source: Frontline, 1997 (PBS documentary)
Copyright 1997 by WGBH/Frontline
Reprinted by permission

May 25, 1946

Switzerland and the Allied powers sign the Washington Agreement whereby the
Swiss agree to pay $58.1 million in gold to a commission set up by the Allies after the war.
The payment is a voluntary contribution to rebuilding Europe. In return, the Allies drop
further claims to the monetary gold Switzerland bought from Germany during the war.
(The May 1997 U. S. Government Eizenstat Report estimated Switzerland held $305 to
$409 million in looted Nazi gold.)
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December 20, 1962

Prompted by Jewish agencies and Israel, the Swiss Bankers Association asks Swiss
banks to investigate bank accounts that may have belonged to Holocaust victims. A total
of 9.5 million Swiss francs are eventually turned over to claimants, the Swiss Jewish
communities, and a Swiss refugee organization. Swiss bankers say that this represents
the last of unclaimed wartime deposits which they hold.

1992

A coalition of Jewish organizations forms the World Jewish Restitution Organiza-
tion. Its purpose is to coordinate claims for the return of assets and property lost in the
Holocaust and the claiming of any heirless property for Jewish people. The Israeli Minis-
ter of Finance, Avraham Shohat, signs a memorandum recognizing that the State of Is-
rael considers itself the heir to Jewish public property and heirless Jewish private prop-
erty lost in the Holocaust.

January 1, 1996

The Swiss Bankers Association establishes a central information service to facilitate
inquiries into Holocaust accounts. The information service processes all claims and for-
wards them to one of 400 Swiss banks.

February 7, 1996

The Swiss Bankers Association announces that after an internal investigation it
conducted on its own behalf into Swiss Holocaust-era accounts, roughly $32 million has
been found in 775 dormant accounts. Many Jewish leaders believe this sum is far too
small.

April 23, 1996

Senator Alfonse D'’Amato chairs a hearing on the Swiss bank Holocaust account
controversy before the U.S. Senate Committee on Banking, Housing, and Urban Affairs.
President Clinton expresses support for a full investigation.

May 2, 1996

Jewish leaders and representatives from the Swiss Bankers Association agree to
create a commission to investigate the status of Holocaust victims’ assets in Switzerland.
Known as the Volcker Commission (also as “The Committee of Eminent Persons”) it will
investigate both accounts opened by Holocaust victims and assets stolen from Holocaust
victims that may have passed through Switzerland or have been deposited by the Nazis in
Swiss banks. The investigation will include audits performed on the Swiss banks by three
international auditing companies.

September 10, 1996

The British Foreign Ministry publishes a memorandum describing transactions be-
tween the Swiss National Bank and Nazi Germany for gold sales. The memorandum causes
an international controversy. Senator D'’Amato asks the Federal government to re-negoti-
ate the 1946 Washington Agreement.
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October 5, 1996

Gizella Weisshaus, a Holocaust survivor, files the first U.S. class action lawsuit
against Swiss banks for an account opened during World War I1.

October 15, 1996
Senator D’Amato holds a second hearing on the Swiss Holocaust accounts.

October 18, 1996

A second class action suit is filed in The U.S. District Court for the Eastern District
of New York on behalf of three classes of Plaintiff's against the Swiss Union Bank. The
complaint concerns looted assets and actions to prevent the recovery of these assets by
their owners.

October 24, 1996

A task force is formed in Switzerland by the Federal Department of Foreign Affairs
to investigate the Holocaust assets controversy.

November 15, 1996

Senator D’Amato reports evidence that the Nazis placed sympathizers inside Swiss
banks during the war to gain access to secret account numbers and information. Accord-
ing to documents provided by Senator D’Amato, the Nazis then used this information to
extort money from Jews and other account holders in Germany.

November 29, 1996

Argentina’s President, Carlos Saul Menem, promises full support of investigations
into Argentina’s actions during World War Il and says Argentina will release all secret
files on Nazis who fled to Argentina after the war.

December 13, 1996

The Swiss Parliament passes a “Federal Decree concerning historical and legal in-
vestigations into the fate of assets brought to Switzerland because of the National Social-
ist rule.” The Parliament waives the customary Swiss banking secrecy laws for the next
five years to facilitate the Volcker Commission’s investigation. The Swiss Parliamentary
Committee of Inquiry (The Bergier Commission) is formed. It consists of nine historians
who are to investigate all aspects of Switzerland’s wartime actions.

January 1, 1997

Former Swiss President Jean-Pascal Delamuraz makes a statement calling demands
for the compensation of Holocaust victims by Swiss banks and threats to boycott Swiss
banks “blackmail.”

January 3, 1997

Negotiations between Jewish leaders and the Swiss cease because of Delamuraz’s
remark and the Swiss government’s failure to repudiate his statement.
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January 7, 1997

The Swiss government announces that it intends to establish a fund for Holocaust
survivors with money from unclaimed Swiss bank accounts.

January 14, 1997

The UBS (Union Bank of Switzerland), one of Switzerland’s largest banks, is caught
by one of its security guards, Christophe Meili, shredding documents related to accounts
opened before and during the war.

Week of January 20, 1997

French Prime Minister Alain Juppé announces that he will create a commission to
investigate the seizures of Jewish property by the occupying Nazi forces and the French
collaborationist during the war. He says attempts will be made to trace the ownership of
any questionable property and return it to its rightful owners or their heirs.

January 28, 1997

Swiss high school students begin a collection for Holocaust survivors. The students
release a statement saying that Holocaust victims cannot wait for the Swiss government
investigations, but need aid now. The students will donate the money they collect to
AMCHA, an Israeli organization that provides psychological and social support for Holo-
caust survivors.

February 5, 1997

A resolution to boycott Swiss banks is presented to the City Council of New York.
Three major Swiss banks establish a humanitarian fund of 100 million Swiss francs (around
$70 million U.S.) to benefit Holocaust victims. Jewish organizations in New York an-
nounce that they intend not to participate in any boycott of Swiss banks. A coalition of
Swiss businesses contributes about $100 million to the fund.

February 19, 1997

The Ambassadors to the United States from Spain and Portugal are presented with
new evidence that their countries received shipments of Nazi gold from Switzerland dur-
ing the war.

February 26, 1997

The Swiss Federal Council announces that the Holocaust humanitarian fund will be
administered by a group of seven, four will be Swiss appointees and three will be ap-
pointed by the World Jewish Restitution Organization.

March 5, 1997

The Swiss Parliament announces plans to create a $4.7 billion investment fund whose
earnings will be used to compensate Holocaust victims. The fund is subject to a referen-
dum in Parliament. At the time of the announcement, the fund has approval ratings of
60% of the Swiss voters.
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March 7, 1997

A Brooklyn Federal judge rules to consolidate three U.S.-based class action lawsuits
that have been brought against Switzerland’'s banks. The lawsuits will be administered
by a 10-member executive committee.

April 2, 1997

French museums display art work acquired during World War Il and its aftermath
in an attempt to trace the owners and heirs. During the war, the Nazis took possession of
some 61,200 artworks; more than 45,000 were returned to their rightful owners. The
Swiss humanitarian fund grows to approximately $300 million.

May 7, 1997

U.S. Undersecretary of Commerce Stuart Eizenstat releases the U.S. government’s
comprehensive report “U.S. and Allied Efforts to Recover and Restore Gold and Other
Assets Stolen or Hidden by Germany During World War 11.” (The more than 200-page text
is available at the Web site of the U.S. Holocaust Museum.) The report harshly criticizes
the actions of most Allied and neutral countries for failing to aid Holocaust victims both
during and after the war and details the extent of Swiss financial transactions with Nazi
Germany. It suggests that by acting as bankers for the Nazis, the Swiss prolonged the
war.

May 23, 1997

The Swiss Federal Council officially responds to the Eizenstat Report, saying it is
“one-sided” and some of its conclusions are “unsupported.”

June 4, 1997

The United States House Immigration subcommittee approves a measure granting
sanctuary to Christophe Meili, the Swiss security guard who reported that the Union
Bank of Switzerland was shredding account information from World War Il. Meili testi-
fies that he no longer can live comfortably and safely in Switzerland.

Still to Come

Later in 1997, an international conference will address the issue of the $70 million
in so-called residual gold from World War 11 yet to be distributed by the Tripartite Gold
Commission. Technically, it must be used as restitution to countries whose central banks
were looted by the Nazis. But many are calling for a portion of the $70 million to be used
for victims of Hitler who live in the former Soviet bloc countries and for Holocaust survi-
vors. The Swiss will vote on a referendum that would allow the government to revalue
national gold reserves and set up a $4.7 billion fund, the interest income of which would
go to Holocaust survivors and to other humanitarian causes.
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The Sinister Face of “Neutrality”: the Role of Swiss Financial
Institutions in the Plunder of European Jewry

Source: Institute of the World Jewish Congress
Jerusalem
Copyright 1996 by the Institute of the World Jewish Congress
All rights reserved
Reprinted by permission

Switzerland’s reputation as a neutral safe-haven during World War 11 has been badly
tarnished by recent revelations about its wartime transactions with Germany. What be-
gan as an examination of the dormant bank accounts of Holocaust victims has gained
momentum to include the whole gamut of Swiss financial dealings with the Nazis. In
recent months, a vast amount of incriminating documentation has been unearthed that
reveals the sinister side of Swiss “neutrality.”

Switzerland served as a repository for Jewish capital smuggled out of Nazi Germany
and the states threatened by it, and also for vast quantities of gold and other valuables
plundered from Jews and others all over Europe. Right up until the end of the war, Swit-
zerland laundered hundreds of millions of dollars in stolen assets, including gold taken
from the central banks of German-occupied Europe. At the war's end, Switzerland suc-
cessfully resisted Allied calls to restitute these funds, and in the Washington Agreement
of 1946, the Allies contented themselves with acceptance of a mere 12 percent of the stolen
gold. Holocaust survivors and the heirs of those who perished met an implacable wall of
bureaucracy and only a handful managed to reclaim their assets. As it turns out, some of
the dormant accounts were taken by Swiss authorities to satisfy claims of Swiss nationals
whose property was seized by Communist regimes in East Central Europe.

Among the most recent revelations is the fact that both the United States and the
United Kingdom still retain looted gold recovered in Germany. Jewish groups and others
have suggested that the gold be transferred for the benefit of Holocaust survivors.

In the last year, international pressure has steadily mounted on the Swiss to allow
for the conduct of a transparent audit and investigation. U.S. Senator Alfonse D’Amato
has spearheaded these efforts to force the Swiss to restitute property and has called for
the Washington Agreement to be re-negotiated. In May 1996, the Swiss Bankers’ Associa-
tion signed an agreement with the World Jewish Congress (WJC) and the World Jewish
Restitution Organization (WJRO) to establish the “Independent Committee of Eminent
Persons” to carry out a thorough and transparent audit which will identify and recover
dormant accounts. Switzerland and the United States have also established special com-
mittees to investigate the fate of plundered Jewish and other property which was secreted
in Switzerland.

Background

Swiss banks have long been a favored repository of capital from unstable countries.
Before the Second World War, with the rise of Nazism, many Jews in Central and East
Europe sought to protect a part of their assets by depositing money in Swiss accounts, and
their valuables in Swiss safe deposit boxes. To encourage such transfers, the Swiss in
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1934 even strengthened special banking secrecy laws which facilitated preservation of the
anonymity of depositors.

Most of the Jews who availed themselves of the opportunity to transfer their assets
failed to escape the flames of the Holocaust. While happy to accept Jewish capital, the
Swiss were less happy to accept Jewish refugees (often their own depositors). It is well
known that the Swiss vigorously blocked the entry of Jews attempting to flee Germany
and occupied Europe. In 1938, (at the suggestion of Swiss Chief of Police Heinrich
Rothmund) Bern requested that Berlin mark the passports of Jews with a J so that Ger-
man Jews could be instantly distinguished from German gentiles and be denied admis-
sion to Switzerland. Indeed, the great majority of those denied sanctuary in Switzerland
perished in the German death camps.

Speaking about Swiss complicity in the Holocaust in 1995, Federal President Kaspar
Villiger declared that “we bear a considerable burden of guilt for the treatment of Jews by
our country.” This was the first official admission of any Swiss culpability for the fate of
European Jewry. It took the Swiss fifty years to admit any responsibility for wrongdoing.
It took the Swiss fifty-five years to exonerate (posthumously) Paul Grueninger, the police
chief in the St. Gallen Canton who defied regulations and aided thousands of Austrian
Jews in escaping to Switzerland. As a result of his actions, Grueninger was dismissed
from the police and convicted of fraud.

After the war, when the survivors attempted to reclaim their assets, they were en-
snared in a web of bureaucracy that refused to recognize the fact that death camp survi-
vors, or the heirs of those who perished, could not possibly furnish customary documenta-
tion such as death certificates. Swiss banks strictly adhered to the rigid restrictions of
Swiss banking law in total disregard of the special situation which had arisen out of the
mass murder of the Jews of Europe.

Eldorado on the Bahnhofstrasse

The Swiss enriched themselves not just from the victims of the Shoah, but also from
the perpetrators. Switzerland was the favorite haven for Nazi bank accounts and safe
deposit boxes, which often contained property plundered from Jews. Swiss banks did a
lucrative business with the German Reichsbank and with individual Nazi officials. Sym-
bolically, even the royalties from Hitler's Mein Kampf were deposited in a Swiss bank
account.

Toward the end of the war, when other neutral states refused to purchase gold di-
rectly from Germany, Switzerland continued to carry on this highly profitable trade. That
gold generally came from two sources: the gold reserves of the central banks of the occu-
pied countries and gold taken from individuals, including gold dental fillings extracted
from corpses.

Documents recently uncovered in former East German archives suggest that in 1944,
SS Chief and German Interior Minister Heinrich Himmler sent a special train loaded
with hundreds of millions of dollars worth of gold, jewelry and art objects to Switzerland
for deposit in the vaults of Swiss banks. There is considerable evidence to suggest that
these funds were originally earmarked for laying the foundations of a Fourth Reich. This
scenario was first publicized in a novel by Frederick Forsyth called the Odessa File. As
Forsyth explained, his book was based on several actual events, including a meeting by
German industrialists, representing some of the leading German concerns, in Strasbourg
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in November 1944. In recent months the WJC has uncovered secret documents confirm-
ing that the Maison Rouge gathering actually did take place.

At that meeting, at which SS Obergruppenfuhrer Dr. Scheid presided, the captains
of German industry were told, “From now on, German industry must realize that the war
cannot be won and that it must take steps in preparation for a postwar commercial cam-
paign.” These steps included smuggling over $100 million in gold bullion to Switzerland.

Thus, Swiss banks managed to attract and retain the assets that Jews managed to
smuggle out, and much of what they did not. The latter, plundered by the Germans, was
deposited in Switzerland. As it happens, not only Swiss financial institutions were benefi-
ciaries of Jewish suffering, but Swiss commercial and industrial firms as well. For ex-
ample, Bally, the celebrated Swiss shoe company, appears to have acquired shops in Ger-
many confiscated from Jews. Diamonds stolen from over 1,000 firms in German-occupied
Belgium were sold to Swiss and Spanish dealers.

Swiss art dealers trafficked in art seized from Jews and others. Britain’s chief inves-
tigator of looted art produced damning reports on the activities of the Swiss dealers. Both
American and British authorities pressed for the prosecution of several of the worst of-
fenders. Nothing, however, seems to have come of this.

World Jewish Congress efforts to force Switzerland to look into the issue of the dor-
mant bank accounts of Holocaust victims led to a broader investigation which revealed
the extent of Switzerland'’s role as a depository of plundered Jewish and Allied property.
Consequently, we can distinguish several types of assets which wound up in Switzerland
and which are now the focus of international attention and a number of committees of
inquiry:

= dormant private and corporate bank accounts and safe deposit boxes

< monetary gold plundered from the central banks of the occupied countries

= privately owned gold and other precious metals and jewels, including dental gold,

much of which was melted down and intermingled with the monetary gold

< all manner of assets, “legitimate” and plundered, including art work, stashed in

Switzerland by German officials and businessmen

= stolen assets bought by Swiss individuals and institutions for disposal in Swit-

zerland or abroad

= insurance policies.

Paying a Pittance

A 1962 law compelled the banks to make what amounted to a half-hearted attempt
to identify dormant accounts belonging to victims. It was up to Swiss banks themselves to
determine whether or not an account fell into that category. Moreover, there was no inde-
pendent supervision. Banks were not obliged to draw up a list for outside inspection.
Money from depositors in East Europe (the home of the majority of Shoah victims), which
had fallen under Communist control, or in the names of corporate entities (which could
not, claimed the Swiss, be victims of racial persecution) were disqualified. The banks
were compelled to handle only submitted claims, immediately eliminating cases in which
beneficiaries or heirs did not themselves have knowledge of the existence of accounts, or
were so intimidated by the bureaucracy that they never submitted claims.

A total of SF 7.5 million in 961 accounts was turned over to claimants, and an addi-
tional SF 2 million was given to the Swiss Jewish communities and a Swiss refugee orga-
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nization. However, only a tiny fraction of the 7,000 cases received in response to a Swiss
appeal for submission of claims were affected by this action. Safe deposit boxes were not
affected by the law, nor were any of the other assets enumerated above.

Some nine years ago, in an effort to assuage critics, Union Bank of Switzerland
donated U.S. $40 million to the International Red Cross (IRC) as token payment to com-
pensate for unclaimed accounts belonging to victims of the Shoah. It is difficult to ignore
the irony in the fact that the recipient of the Swiss banks’ charity was an organization
particularly indifferent to the plight of European Jewry during the war, as its present
President, Cornelio Sommaruga, admitted publicly. Addressing the WJC-sponsored Is-
rael Council on Foreign Relations in Jerusalem in June 1995, Sommaruga expressed his
“compassion for the millions of victims of the Shoah. ... Our failure to speak out at that
time was a moral defeat.” WJC Secretary General Israel Singer characterized the money
given to the IRC as “a gift of money from those who did not own it to those who did not
deserve it.”

For many years, the Swiss banking community had maintained that its 1962—63
payout settled once and for all the question of unclaimed Jewish assets. Last year, how-
ever, that facade began to crack. The international news media, including leading busi-
ness publications such as the Wall Street Journal, Business Week and the Financial Times,
devoted considerable attention to this issue. Two important Swiss banks — the Union
Bank of Switzerland (UBS) and the Societé de Banque Suisse (SBS) — were compelled to
admit that they “probably” still have the accounts of Holocaust victims on deposit. That
Swiss banks used the dormant accounts in order to enrich themselves is now beyond
guestion. Last year, there was already enough evidence of this to prompt Swiss MP Otto
Piller to investigate the allegations and to submit the issue to the Swiss Parliament. The
Swiss Government issued a reply which, while not admitting that the banks were engag-
ing in such practice, did call for the banks to cooperate and facilitate the handling of
claims. The Director of the Federal Banking Commission, Kurt Haud, declared that “the
money remains the property of the depositors and their legal heirs” and added that the
charges that banks had been appropriating such money “prejudice the reputation of the
Swiss financial establishment.”

A Breach of Trust

Last year, in the face of a concerted campaign to induce the Swiss to address the
issue of Holocaust-era assets in Switzerland, SBA President Georg Krayer admitted that
the banks were holding Jewish assets and announced the discovery of U.S. $32 million in
still dormant accounts. That figure was immediately called into question, and indepen-
dent researchers believed it to be a gross underestimate. However, from the outset, the
World Jewish Congress made it clear that irrespective of the amount of money that could
or would be retrieved, a principle was involved. Neither Swiss banks nor any others should
be allowed to benefit from the murder of their depositors. This principle was acknowl-
edged by Swiss President Villiger at a meeting with WJC President Edgar M. Bronfman
in September 1995.

Consequently, the SBA finally agreed to establish a special commission to investi-
gate this question and appointed an ombudsman to oversee it. A central office was estab-
lished to answer inquiries. Of particular importance was the pledge to create a central
research center which would gather the necessary documentation in order to determine
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the identity of heirs and accounts and would look into the applications with a minimum of
red tape and bureaucracy. Georg Krayer claims that “banking secrecy does not obstruct
the search for assets in any way.” A separate problem entirely is that of funds entrusted to
law offices which were to act in a fiduciary capacity, and savings that were placed in
insurance policies.

The Swiss historian Jacques Picard attributed the willingness of the Swiss bankers
to deal with this issue to the international expansion of their banks: “Internationalization
means banks have to
adopt world standards of business ethics.” The WJC insisted on an independent and trans-
parent audit, and the Swiss agreed.

The Swiss bankers apparently thought that they could manipulate events to suit
themselves. In February 1996, in direct contravention of the understanding with the World
Jewish Congress, the SBA announced, unilaterally, that it had already conducted its own
(non-independent) audit and “discovered” a total of U.S. $32 million in dormant accounts
in its member institutions, reiterating the figure it had publicized before concluding an
agreement with the WJC. It was never made clear whether the alleged U.S. $32 million
included interest on the dormant accounts.

Conservative estimates, however, placed the figure at several hundred million dol-
lars. “This amount [announced by the SBA] defies credibility” stated Mr. Bronfman. “In
any case, | told them that we weren't interested in the money but the process. Swiss
banks cannot be allowed to profit from the Holocaust.”

Washington Steps In

In late April 1996, New York Senator Alfonse D’Amato chaired a hearing on the
Swiss banks issue before the U.S. Senate Committee on Banking, Housing and Urban
Affairs. Meantime, President Bill Clinton expressed his support for WJC efforts in a per-
sonal letter to Mr. Bronfman. In fact, the U.S. Government has been particularly support-
ive of efforts to force the Swiss to conduct a thorough, transparent investigation. Its spe-
cial envoy for restitution matters, Undersecretary of Commerce Stuart Eizenstat, was
charged with representing the United States. Under increasing pressure and eager to
avert a public relations disaster (there was even talk of a boycott of Swiss financial insti-
tutions along the lines of that used against companies which did business with South
Africa in the days of apartheid), the Swiss capitulated.

On 2 May 1996, Swiss banking officials signed an agreement with the World Jewish
Congress and the World Jewish Restitution Organization to investigate deposits of Holo-
caust victims. The agreement provided for the creation a six-member commission, an
“Independent Committee of Eminent Persons” to carry out a thorough audit which will
identify and recover dormant accounts. This new body is composed of three Jewish repre-
sentatives and three representatives of the Swiss banking establishment. The Jewish
side is represented by President of the Latin American Jewish Congress Ruben Barrage,
Chairman of the Jewish Agency Avraham Burg, and WJC Treasurer Ronald Lauder. The
Swiss appointees are Professors Main Hirsch, Klaus Jacobi, and Curt Gasteyger. The
Committee is chaired by former U.S. Federal Reserve chairman, Paul Volcker. The alter-
nates for the Jewish side are Zvi Barak of the Jewish Agency and WJC Secretary General
Israel Singer. The Swiss alternates are Hans Baer and Dr. Pieder Mengiardi. The work of
the Volcker Committee is to be completed by 1998.
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The Plot Thickens: “Operation Safe Haven”

The WJC investigation into Swiss banking transaction led to the discovery of in-
criminating evidence of Switzerland’s blatant collaboration with Nazi Germany. WJC re-
searchers in the U.S. National Archives found declassified documents on an American
intelligence project called “Operation Safe Haven.” The aim of this operation was to re-
cover assets seized by Germany and sent to Switzerland and other neutral states.

As already noted, throughout the war, but particularly toward the end, when it be-
came clear to German leaders that the Reich would be overrun, vast amounts of plun-
dered property were spirited to Switzerland. Even before the end of the war, in April
1945, the U.S. Legation in Bern advised Washington that “the Swiss agreed with the
Germans to accept 3,000 kilos (6,600 Ibs.) of gold for use against ‘diplomatic’ services.”
There are, in fact, varying estimates of the value of these assets. However, one document
suggests that the Germans succeeded in seizing U.S. $587 million in gold, of which U.S.
$402 million was “shipped to or through Switzerland,” truly a money-laundering opera-
tion unprecedented in scope and magnitude.

After the war, when U.S. intelligence debriefed the director of the foreign exchange
department of the German Economics Ministry, it became clear that whereas all the neu-
tral countries, out of consideration for their stance as neutrals, had refused to accept gold
directly from the Reichsbank, Switzerland carded on gold transactions with Berlin until
the beginning of 1945.

With the cessation of hostilities in Europe, the United States and other Allied pow-
ers attempted to secure the return of this property. However, the Swiss were less than
eager to surrender their new-found economic windfall. Eventually, after several years of
stonewalling by Bern, the Allies agreed to accept a paltry $60 million or about 12 percent
of the value of the gold sent to Switzerland. This arrangement was formalized in the
Washington Agreement of 1946. That 12 percent was transferred to the Allied Tripartite
Gold Commission which was established to return monetary gold to the central banks
from which it had been plundered, and later it was divided among ten Allied claimants.
Thus the lion’s share of the booty enriched the coffers of Swiss financial institutions. In
effect, Switzerland was handsomely rewarded for its cozy relations with Nazi Germany.
Researchers believe that much of the looted gold that found its way to Switzerland was
sold to third parties, notably Portugal.

Of late there have been calls, by Senator D’Amato and others, for the Allies to re-
negotiate the Washington Agreement which was signed in part because the Swiss had
withheld information on the true magnitude of their transactions with the Germans.

Unanswered Questions

Questions remain concerning the ultimate disposition of gold sequestered by
Germany’s foreign minister, Joachim von Ribbentrop, who smuggled 15 tons of gold out of
Berlin before the city’s fall to the Red Army. Recently declassified documents suggest that
6.5 tons of that gold was surrendered to U.S. forces and some 2 tons wound up in the
hands of the British army in the German province of Schleswig-Holstein. The balance was
smuggled out of Germany to various neutral countries including Sweden, Portugal, Spain,
Turkey, and Switzerland. A part of these assets, including some which fell into the hands
of Allied forces, has disappeared — at least for the time being — without a trace. SS Chief
Heinrich Himmler also succeeded in smuggling plundered property to Switzerland, but
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the whereabouts of this trove have never been established.

Some of the loot never made it to Switzerland. In the Merkers salt mine in Germany,
for example, Allied troops discovered a cache of valuables, including bags of gold and
silver coins, huge quantities of candlesticks, kiddush cups, dental fillings, jewelry, opera
glasses, and other items. In a memorandum, General Dwight D. Eisenhower noted that
“the hoard may constitute items of evidence ... for the prosecution of war criminals.” What
is known for certain is that only a fraction of these assets were placed at the disposal of
organizations working for rehabilitation of the survivors themselves. The great majority
wound up in the hands of the Tripartite Gold Commission. As Mr. Bronfman noted: “Ev-
eryone was blithe about Jewish property. It wasn't just the Swiss. That was the attitude
of everyone — the Americans, the English, the French. It was as if they were saying ‘The
Jews are dead, so to hell with 'em.’ They really weren’'t very concerned that lots of people
were making profits from the assets of dead people.”

Under these circumstances, U.S. Undersecretary of Commerce Eizenstat called on
the United States to examine its own records to see exactly what was done with the U.S.
$60 million which the U.S. Government received from Switzerland and why the Allies
were not more forceful in their negotiations with the Swiss. Speaking in Jerusalem in
August 1996, he explained: “We know that in 1946, the Swiss Government turned a sig-
nificant amount of funds over to the U.S. Government, possibly looted money. We believe
that the amount was distributed. Some was kept in the U.S. Treasury; some was distrib-
uted to the Allied powers. What we do know is that none of that money went into the
hands of those from whom it was looted. Just as Switzerland may have to undergo some
painful examination about its role, so too will the U.S. Government.”

Since that time it has been revealed that some of the gold turned over to the U.S. —
two tons in fact — has been sitting deep within the bowels of the U.S. Federal Reserve
Bank in New York City for close to fifty years. Describing the latest findings, Mr. Eizenstat
wrote: “We are peeling back the layers of an onion.”

Questions have been raised in Britain, which was also a party to the negotiations
with the Swiss and which received a lump-sum payment. The British Government ini-
tially denied any knowledge of the matter. However, pressed by MP Greville Janner who
revealed the existence of declassified secret documents on the transactions, the govern-
ment opened an investigation. The findings of that inquiry highlighted Bern'’s refusal to
return more than what the Times of London called “a fraction of the huge sum of booty
hidden in Swiss vaults.” The government report confirmed that Germany looted more
than $550 million in gold (now worth more than $6 billion) and dispatched most of it to
Switzerland, and that only a small portion was ever returned to Allied governments. Ap-
parently some of it (three tons) still sits in the vaults of the Bank of England. The Times
described the Foreign Office report as “a fascinating account of greed, deception and double
dealing. It does not admit to any British conspiracy to hide ill-gotten ingots in the Bank of
England. But it does point to an almost unconscionable delay in overcoming the legal and
bureaucratic obstacles that stood between the Nazis’ victims, or their heirs and represen-
tatives, and the money plundered from them to fund Hitler's war machine.” Together with
the gold in the U.S. Federal Reserve in New York, some $65 million has yet to be distrib-
uted to those from whom it was looted, or at least to their heirs.

The Bank for International Settlement (BIS) has also not emerged from this affair
unscathed. Historians have revealed that the BIS was an important cog in the Reichsbank’s
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money-laundering operations. The BIS bought gold from the Swiss fully cognizant of the
fact that it had been looted by the Germans and sold to the Swiss. Moreover, the BIS had
acted to facilitate Reichsbank gold transactions with third countries, directly aiding the
German war effort.

Stealing from Peter to Pay Paul

There seems to be almost no end to the damning revelations of Switzerland’s war-
time and immediate postwar financial activity — and the extent to which the Swiss are
willing to try to cover their tracks. For example, attention has been focused on the fact
that after the war, Switzerland concluded bilateral agreements with the Communist re-
gimes in Poland and several other countries in East Europe. Under the terms of these
arrangements, Switzerland transferred the proceeds of dormant bank accounts of Polish
citizens to Swiss businessmen in order to satisfy their claims for property nationalized in
Poland. This handy deal considerably simplified the clearance of Swiss claims to Swiss-
owned property seized by the Communists. Although this agreement was not covert and
was debated in the Swiss Parliament, until recently the Swiss Foreign Ministry vigor-
ously denied the existence of any such accords. That denial rang hollow, however, when
detailed documentation revealing the matter was published in the Swiss and foreign me-
dia.

Heirless Property: Following an Established Precedent

The question of heirless accounts is particularly troubling. Some Jews managed to
secure their capital in Swiss banks, but they and their entire families were wiped out.
Under those circumstances, many accounts have never been claimed. Here a precedent
has already been established. In the case of property in Central and East Europe, the
State of Israel and the Jewish people have come forward as the legitimate beneficiaries of
those who perished leaving no heirs.

In 1992, following the precedent set by the Conference on Jewish Material Claims
Against Germany, leading Jewish organizations, including the WJC, B'nai B'rith, the
Joint Distribution Committee, the Jewish Agency, and survivors’ groups, created the World
Jewish Restitution Organization (WJRO). The organization’s activities are focused on the
coordination of claims for the return of communal property and the transfer of heirless
holdings to the Jewish People. WJC President and WJRO Chairman Edgar M. Bronfman
and then Israeli Minister of Finance Avraham Shohat signed a memorandum in Novem-
ber 1992 in which the State of Israel’s special interest in
the restitution of Jewish property was established. The memorandum recognized that
“the State considers itself to be the natural and principal heir to Jewish public property
and where there is no other heir to Jewish private property, together with the local Jew-
ish communities and the Jewish
People.”

Conclusion: “Immoral Behavior”
In recent months, Switzerland has come under heavy international attack for its

behavior both during the war and after. The Times of London called Switzerland “the
largest beneficiary of German gold efforts” and called its refusal to hand over that money
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“outrageous.” Switzerland, it claimed, had repeatedly displayed a “tidy habit of hiding
away past embarrassments” and its present behavior was “immoral, selfish and unwor-
thy of a democracy.”

As a 1946 U.S. government memorandum addressing the subject of Allied Policies
for Negotiations of Looted Gold Question noted: “Allied negotiators should make it clear
to the Swiss officials that the fact that specific looted gold is no longer in Swiss possession
does not operate to defeat the Allied claim or hinder or impede the handing over of an
equivalent amount of gold.” This principle should certainly be applied today, especially
now when some in Switzerland claim that the gold in question has already been passed on
to other countries — “fenced” as it were — and therefore Switzerland is no longer obliged
to pay any compensation.

Clearly, in the wake of these findings, Switzerland’s neutrality in World War 11
must be closely examined. Given Switzerland’s recent record, there can be no letup of
international pressure on the Swiss to resolve the issue of Holocaust victims’ accounts
and the return of property plundered by the Germans. The number of Holocaust survivors
is dwindling fast. Speedy action has to be taken in order for them to enjoy some of the
benefits that may accrue from the restitution. There can be no rest until justice is done,
even if its fruits are, alas, primarily posthumous ones.

The case of Switzerland highlights the fact that it is not just countries once shrouded
by the Iron Curtain that have benefitted from plundered Jewish assets. Indeed, in recent
months considerable evidence has emerged to indicate that property stolen from Jews in
Norway, the Netherlands, France, Austria, and elsewhere was not always restituted. Coun-
tries which served as repositories for plundered property must be pressed to open their
archives for investigation.

Just as other nations in Europe have been forced to confront the seamy side of their
history, so too must the Swiss, no matter how embarrassing or costly. Some in Switzer-
land have recognized this and said as much. Swiss MP Verena Grendelmeier has spear-
headed domestic efforts to open a serious investigation. Lili Nabholz, president of the
lower house’s Legal Affairs Commission, told her colleagues in parliament: “What we are
doing, we are doing late, but it is never too late.” Another MP, Paul Rechtsteiner, said that
an investigation offered “a unique chance for Switzerland to draw up a picture of itself
that is close to reality” adding that the current image was based on “self-deception and
lies.” Fifty years have elapsed since the catastrophe that claimed the lives of two- thirds of
the Jews of Europe — a third of world Jewry. In the face of increasing evidence of the
widespread Swiss collaboration through omission and commission, justice dictates that at
least the assets of the victims be restored to their heirs — and where there are none, to
Israel and the Jewish people.
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Investigations: A Status Report as of June 1997

Source: Frontline, 1997
Copyright 1997 by WGBH/Frontline
Reprinted by permission

Switzerland’'s wartime and postwar actions are the subject of a number of major
inquiries by Swiss and foreign investigative bodies:

The Volcker Commission

Also know as the “Independent Committee of Eminent Persons,” this commission is
overseeing the work of three international auditing companies (Arthur Andersen, KPMG
Peat Marwick, and Price Waterhouse) which are probing millions of names in Swiss bank
accounts, looking to identify and recover dormant accounts of victims of Nazi Germany.
Auditors will have unrestricted access to accounts opened before, during, and immedi-
ately after World War Il. The investigation is to be completed by June 1998.

The Volcker Commission was established in May 1996 by formal agreement between
the Swiss Bankers Association (SBA), the World Jewish Congress (WJC), and the World
Jewish Restitution Organization (WJRO). Three of its members are from Jewish organi-
zations, three from SBA and the chairman is Paul Volcker, former U.S. Federal Reserve
chairman. The audits are being paid for by the SBA. In conjunction with the investigation,
the Swiss Parliament passed legislation which waives the customary Swiss banking se-
crecy for the next five years.

United States Inter-Agency Inquiry

Eleven U.S. government agencies carried out a review of Swiss conduct during and
after the war under the direction of U.S. Undersecretary of Commerce Stuart Eizenstat.
The “preliminary” report, called the Eizenstat Report (full text available online at <http:/
www.ushmm.org/index.html>), was issued May 1997 and harshly criticized Switzerland,
concluding that its government deliberately failed to respect a 1946 agreement to return
hundreds of millions of dollars in monetary gold and other assets that Nazi Germany
looted from European banks and Holocaust victims.

The report asserted that Swiss bankers were indifferent to the needs of the Holo-
caust victims and their heirs until pressured to take actions. It also faulted the Truman
Administration for settling for token reparations from Switzerland due to pressures to
focus on the emerging Soviet threat.

The Bergier Commission

Officially called the Independent Commission of Experts, this group was established
by the Swiss Parliament and is headed by Jean-Francois Bergier, an economic historian.
The Commission is made up of Polish, American, Israeli, and Swiss historians whose task
is to conduct a major review of the entire historical relationship of Switzerland to Nazi
Germany.



122 ] UNIT Il: RESOURCES

The Swiss Foreign Ministry “Assets of Nazi Victims” Task Force

This group was created in October 1996 to coordinate and help with the activities of
all the groups and organizations, foreign and Swiss, investigating lost assets of Nazi vic-
tims. It is a 30-member team of people headed by diplomat Thomas Borer.

The Swiss Foreign Ministry Inquiry

This group will probe Switzerland’s bilateral agreements with Poland, Hungary,
and other East European countries. Two Swiss historians are authorized to review ac-
cords under which dormant Swiss bank accounts were turned over to Swiss nationals to
settle claims for nationalized property.

U.S. Senate Banking Committee

Senator Alfonse D’Amato has chaired several hearings on the issue of looted assets
held in Switzerland, the first one held in April of 1996. These hearings spurred the U.S.
government to launch a major U.S. interagency inquiry which produced the May 1997
“Eizenstat Report.”

The British Foreign Office

It conducted a 1996 inquiry into what became of gold secreted in Switzerland. Its
published findings can be found at the web site of the British Information Services. The
report confirmed that Germany looted more than $550 million (value at that time) in gold
and sent most of it to Switzerland. Only a small portion was ever returned to Allied gov-
ernments.

The Polish Foreign Ministry

It has started an investigation of the accord with Switzerland whereby Switzerland
gave Poland inheritance rights to assets held in Switzerland belonging to Polish citizens.
(Switzerland had a similar accord with Hungary.)

Other Countries: Sweden, Spain, Portugal, France, Norway, the Netherlands, Belgium,
Brazil, and Argentina

These countries have created historical commissions to investigate the issue of as-
sets looted by Nazi Germany.

In Addition

The Eizenstat report of May 1997 said the United States would explore the idea of
an international conference on the flow of Nazi assets after the war and said it would be
important to have German Reichsbank records available for tracing records. Britain's
new Labor government offered in May 1997 to host such a conference, and Switzerland
welcomed the idea.

Three class-action lawsuits have been brought against Switzerland’s banks on be-
half of Holocaust victims and their heirs. In March 1997, a Brooklyn Federal judge ruled
that the lawsuits be consolidated and administered by a ten-member executive commit-
tee. There are thousands of plaintiffs in these lawsuits seeking damages in the billions of
dollars.
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Press Reactions to the Frontline program on Nazi Gold

From the Chicago Tribune by Steve Johnson

“One of the most compelling current stories has its roots in events of five and six
decades earlier: the soul-searing debate over the questions of Swiss complicity in the Nazi
regime’s killing and looting of its victims.

“With typical timeliness, PBS’s vigorous Frontline documentary series examines the
issue ... echoing and adding to the chorus of doubts that previous reports have raised
about World War Il and Switzerland’s reputation for neutrality.

“... The documentary raises anew charges that Switzerland allowed German train
cars full of Jews bound for death camps to travel through the country — charges Borer
also denies.

“The film’s taking-off point is the efforts of Edgar Bronfman, the Seagram’s liquor
heir and president of the World Jewish Congress, who two years ago began efforts to try to
recover Jewish money that had been deposited in Swiss banks before the war and had
seemingly disappeared afterward.”

From the San Diego Union Tribune by Robert P. Laurence

“While much of the story has been reported piecemeal in the last few months, Nazi
Gold a co-production by Frontline and the BBC, wraps it in a single, coherent package and
adds historical perspective and new details.

“... Skilled in the editing of film for maximum impact, Olgiati alternates historical
black-and-white film of Hitler and emaciated bodies in Nazi death camps with modern,
color shots of snow-covered Swiss mountains and picturesque villages. Most haunting in
the context of the film’s subject is a single shot of a peaceful; idyllic Swiss meadow, par-
tially covered by snow, seen through barbed-wire fence.”

From the New York Times by Walter Goodman

“Nazi Gold will do nothing to shine up Switzerland’s image, much tarnished in the
past year by allegations that money deposited in its banks in the 1930s by Europe’s threat-
ened Jews has vanished. A lawyer who is suing the Swiss Government on behalf of Jewish
survivors and the families of those who did not survive says drily, ‘It was the only safe
place to put money.’

“... More than half a century after the war, documents are few and memories cannot
be confirmed. Although tonight’'s wartime photographs make their own case against the
Swiss, they are evidence mainly of the producers’ skill in putting together a strong docu-
mentary. So some of the charges advanced here seem shaky, while others are only too
plausible and along with the recent revelations do little credit to the Swiss notion of neu-
trality.

“...Beyond the story of the suit, Nazi Gold documents Swiss collusion with the Nazis
in arms production. Frontline makes its point clear — under the guise of neutrality, the
Swiss, out of fear of invasion, conspired with the Germans, and Swiss neutrality was a
myth.”
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From the New York Daily News by David Biancalli

“The season’s final installment of the PBS series Frontline, tonight's Nazi Gold, could
best be described as a work in progress. It tackles the subject of possible Swiss complicity
in Nazi war crimes but doesn’'t deliver a verdict. Technically, that's because the class-
action suit filed by families of war survivors against Swiss banks is still pending. Practi-
cally, it's because any challenge to the long-held notion of Swiss neutrality is met with lots
of resistance and very little evidentiary support.

“Some of these allegations are backed only by testimony from witnesses and family
survivors; others are being pursued and proven in the courts. The highlight of Nazi Gold
comes when one Swiss bank official is confronted with proof about the existence of one
wartime account. The official confirms that it existed and that one tiny withdrawal was
made from it by a business partner — but that'’s it.”

From the Denver Rocky Mountain News by Dusty Saunders

“The Swiss banking story has made the nightly newscast in recent months. But this
heavily documented Frontline report is the first in-depth television coverage. The docu-
mentary, in typical Frontline style, doesn't skirt the issues regarding Switzerland’s rela-
tionship to Nazi Germany and her financial actions against the Jews.

“... In addition to the Swiss financial wheelings-and-dealings, perhaps the most riv-
eting segments of Nazi Gold deal with the internal political events that allowed
Switzerland’s border police to turn fleeing Jews away and into the hands of the Gestapo.”

From the San Jose Mercury News by Ron Miller

“Nazi Gold, the Frontline season finale, provides a close examination of Switzerland’s
role in the theft of Jewish savings, but also goes well beyond that, indicating that the
Swiss played a much greater role in the rise of Nazi Germany than previously recognized.

“... The film provides a number of chilling accounts of how Jews were robbed and
their savings sent to Switzerland for deposit.

“... Still, tonight's film presents some evidence that Switzerland profited enormously
as a nation by allowing German businessmen to travel in and out of the country without
interference and by helping the Nazi regime convert gold stolen from Jews and from the
banks of conquered nations into convertible funds.”

From the Boston Herald by Daniel M. Gummel

“The documentary examines how Germany acquired hard currency in Switzerland
in exchange for looted gold, some of which was literally pulled from the teeth of their
victims. The head of the Nazi State Bank said the German economy would collapse within
two months without the help of the Swiss.

“In the show, some of the people interviewed admit the country made a wrong turn,
but others continue to rationalize or explain away these problems.

“ ‘The Swiss bitterly resent that foreigners are calling their history into question,’
said Olgiati.”
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RESOURCE 12
United Nations Universal Declaration of
Human Rights

Source: The United Nations Web site  http://www.un.org/Overview/rights.html
The United Nations is the author of the original material.
Material used by permission.

On December 10, 1948, the General Assembly of the United Nations adopted and
proclaimed the Universal Declaration of Human Rights, the full text of which appears in
the following pages. Following this historic act, the Assembly called upon all Member
countries to publicize the text of the Declaration and “to cause it to be disseminated,
displayed, read and expounded principally in schools and other educational institutions,
without distinction based on the political status of countries or territories.”

PREAMBLE

Whereas recognition of the inherent dignity and of the equal and inalienable rights of all
members of the human family is the foundation of freedom, justice and peace in the world,

Whereas disregard and contempt for human rights have resulted in barbarous acts which
have outraged the conscience of mankind, and the advent of a world in which human
beings shall enjoy freedom of speech and belief and freedom from fear and want has been
proclaimed as the highest aspiration of the common people,

Whereas it is essential, if man is not to be compelled to have recourse, as a last resort, to
rebellion against tyranny and oppression, that human rights should be protected by the
rule of law,

Whereas it is essential to promote the development of friendly relations between nations,

Whereas the peoples of the United Nations have in the Charter reaffirmed their faith in
fundamental human rights, in the dignity and worth of the human person and in the
equal rights of men and women and have determined to promote social process and better
standards of life in larger freedom, Whereas Member States have pledged themselves to
achieve, in cooperation with the United Nations, the promotion of universal respect for
and observance of human rights and fundamental freedoms,

Whereas a common understanding of these rights and freedoms is of the greatest impor-
tance for the full realization of this pledge,

Now, Therefore, THE GENERAL ASSEMBLY proclaims THIS UNIVERSAL DECLARA-
TION OF HUMAN RIGHTS as a common standard of achievement for all peoples and all
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nations, to the end that every individual and every organ of society, keeping this Declara-
tion constantly in mind, shall strive by teaching and education to promote respect for
these rights and freedoms and by progressive measures, national and international to
secure their universal and effective recognition and observance, both among the peoples
of Member States themselves and among the peoples of territories under their jurisdic-
tion.

Article 1.

All human beings are born free and equal in dignity and rights. They are endowed with
reason and conscience and should act towards one another in a spirit of brotherhood.

Article 2.

Everyone is entitled to all the rights and freedoms set forth in this Declaration, without
distinction of any kind, such as race, colour, sex, language, religion, political or other
opinion, national or social origin, property, birth or other status. Furthermore, no distinc-
tion shall be made on the basis of the political, jurisdictional or international status of the
country or territory to which a person belongs, whether it be independent, trust, non-self-
governing or under any other limitation of sovereignty.

Article 3.
Everyone has the right to life, liberty and security of person.

Avrticle 4.

No one shall be held in slavery or servitude; slavery and the slave trade shall be prohib-
ited in all their forms.

Article 5.

No one shall be subjected to torture or to cruel, inhuman or degrading treatment or pun-
ishment.

Article 6.
Everyone has the right to recognition everywhere as a person before the law.

Article 7.

All are equal before the law and are entitled without any discrimination to equal protec-
tion of the law. All are entitled to equal protection against any discrimination in violation
of this Declaration and against any incitement to such discrimination.

Avrticle 8.

Everyone has the right to an effective remedy by the competent national tribunals for acts
violating the fundamental rights granted him by the constitution or by law.

Article 9.
No one shall be subjected to arbitrary arrest, detention or exile.
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Avrticle 10.

Everyone is entitled in full equality to a fair and public hearing by an independent and
impartial tribunal, in the determination of his rights and obligations and of any criminal
charge against him.

Article 11.

(1) Everyone charged with a penal offence has the right to be presumed innocent until
proved guilty according to law in a public trial at which he has had all the guarantees
necessary for his defense.

(2) No one shall be held guilty of any penal offence on account of any act or omission which
did not constitute a penal offence, under national or international law, at the time when it
was committed, nor shall a heavier penalty be imposed than the one that was applicable
at the time the penal offence was committed.

Article 12.

No one shall be subjected to arbitrary interference with his privacy, family, home or corre-
spondence, nor to attacks upon his honour and reputation. Everyone has the right to the
protection of the law against such interference or attacks.

Article 13.

(1) Everyone has the right to freedom of movement and residence within the borders of
each state.

(2) Everyone has the right to leave any country, including his own, and to return to his
country.

Article 14.

(1) Everyone has the right to seek and to enjoy in other countries asylum from persecu-
tion.

(2) This right may not be invoked in the case of prosecutions genuinely arising from non-
political crimes or from acts contrary to the purposes and principles of the United Na-
tions.

Article 15.
(1) Everyone has the right to a nationality.

(2) No one shall be arbitrarily deprived of his nationality nor denied the right to change
his nationality.

Article 16.

(1) Men and women of full age, without any limitation due to race, nationality or religion,
have the right to marry and to found a family. They are entitled to equal rights as to
marriage, during marriage and at its dissolution.
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(2) Marriage shall be entered into only with the free and full consent of the intending
spouses.

(3) The family is the natural and fundamental group unit of society and is entitled to
protection by society and the state.

Article 17.
(1) Everyone has the right to own property alone as well as in association with others.

(2) No one shall be arbitrarily deprived of his property.

Article 18.

Everyone has the right to freedom of thought, conscience and religion; this right includes
freedom to change his religion or belief, and freedom, either alone or in community with
others and in public or private, to manifest his religion or belief in teaching, practice,
worship and observance.

Article 19.

Everyone has the right to freedom of opinion and expression; this right includes freedom
to hold opinions without interference and to seek, receive and impart information and
ideas through any media and regardless of frontiers.

Article 20.
(1) Everyone has the right to freedom of peaceful assembly and association.

(2) No one may be compelled to belong to an association.

Article 21.

(1) Everyone has the right to take part in the government of his country, directly or through
freely chosen representatives.

(2) Everyone has the right of equal access to public service in his country.

(3) The will of the people shall be the basis of the authority of government; this will shall
be expressed in periodic and genuine elections which shall be by universal and equal
suffrage and shall be held by secret vote or by equivalent free voting procedures.

Article 22.

Everyone, as a member of society, has the right to social security and is entitled to realiza-
tion, through national effort and international co-operation and in accordance with the
organization and resources of each State, of the economic, social and cultural rights indis-
pensable for his dignity and the free development of his personality.

Article 23.
(1) Everyone has the right to work, to free choice of employment, to just and favourable
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conditions of work and to protection against unemployment.
(2) Everyone, without any discrimination, has the right to equal pay for equal work.

(3) Everyone who works has the right to just and favourable remuneration, ensuring for
himself and his family an existence worthy of human dignity, and supplemented, if neces-
sary, by other means of social protection.

(4) Everyone has the right to form and to join trade unions for the protection of his inter-
ests.

Article 24.

Everyone has the right to rest and leisure, including reasonable limitation of working
hours and periodic holidays with pay.

Avrticle 25.

(1) Everyone has the right to a standard of living adequate for the health and well-being of
himself and of his family, including food, clothing, housing and medical care and neces-
sary social services, and the right to security in the event of unemployment, sickness,
disability, widowhood, old age or other lack of livelihood in circumstances beyond his
control.

(2) Motherhood and childhood are entitled to special care and assistance. All children,
whether born in or out of wedlock, shall enjoy the same social protection.

Avrticle 26.

(1) Everyone has the right to education. Education shall be free, at least in the elementary
and fundamental stages. Elementary education shall be compulsory. Technical and pro-
fessional education shall be made generally available and higher education shall be equally
accessible to all on the basis of merit.

(2) Education shall be directed to the full development of the human personality and to
the strengthening of respect for human rights and fundamental freedoms. It shall pro-
mote understanding tolerance and friendship among all nations, racial or religious groups,
and shall further the activities of the United Nations for the maintenance of peace.

(3) Parents have a prior right to choose the kind of education that shall be given to their
children.

Article 27.

(1) Everyone has the right freely to participate in the cultural life of the community, to
enjoy the arts and to share in scientific advancement and its benefits.

(2) Everyone has the right to the protection of the moral and material interest resulting
from any scientific, literary or artistic production of which he is the author.
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Article 28.

Everyone is entitled to a social and international order in which the rights and freedoms
set forth in this Declaration can be fully realized.

Article 29.

(1) Everyone has duties to the community in which alone the free and full development of
his personality is possible.

(2) In the exercise of his rights and freedoms, everyone shall be subject only to such limi-
tations as are determined by law solely for the purpose of securing due recognition and
respect for the rights and freedoms of others and of meeting the just requirements of
morality, public order and the general welfare in a democratic society.

(3) These rights and freedoms may in no case be exercised contrary to the purposes and
principles of the United Nations.

Article 30.

Nothing in this Declaration may be interpreted as implying for any State, group or person
any right to engage in any activity or to perform any act aimed at the destruction of any of
the rights and freedoms set forth herein.



UNiT Il: REsources [ 131

RESOURCE 13
Basic Rights of the German Basic Law

Source: The Press and Information Office of the Federal Republic of Germany
English translation revised by the Federal Ministers of the Interior, Justice and
Finance, July 1991
Reprinting permitted

Basic Law ( Grundgesetz ) for the Federal Republic of Germany

(Promulgated by the Parliamentary Council on May 23, 1949, as Amended by the
Unification Treaty of August 31, 1990, and Federal Statute of September 23, 1990)

Conscious of their responsibility before God and Men, animated by the resolve to serve
world peace as an equal partner in a united Europe, the German people have adopted, by
virtue of their constituent power, this Basic Law.

The Germans in the Lander of Baden-Wirttemberg, Bavaria, Berlin, Brandenburg,
Bremen, Hamburg, Hesse, Lower Saxony, Mecklenburg-Western Pomerania, North-Rhine-
Weststphalia, Rhineland-Palatinate, Saarland, Saxony, Saxony-Anhalt, Schleswig-Hol-
stein, and Thuringia have achieved the unity and freedom of Germany in free self-deter-
mination. This Basic Law is thus valid for the entire German People.

1. Basic Rights (Articles 1-19)

Article 1 (Protection of human dignity).

(1) The dignity of man is inviolable. To respect and protect it is the duty of all state author-
ity.

(2) The German people therefore acknowledge inviolable and inalienable human rights as

the basis of every community, of peace and of justice in the world.

(3) The following basic rights bind the legislature, the executive and the judiciary as di-
rectly enforceable law.

Article 2 (Rights of liberty).

(1) Everyone has the right to the free development of his personality insofar as he does not
violate the rights of others or offend against the constitutional order or the moral code.

(2) Everyone has the right to life and to inviolability of his person. The freedom of the
individual is inviolable. These rights may only be encroached upon pursuant to a law.
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Article 3 (Equality before the law).
(1) All persons are equal before the law.

(2) Men and women have equal rights.

(3) No one may be prejudiced or favored because of his sex, his parentage, his race, his
language, his homeland and origin, his faith or his religious or political opinions.

Article 4 (Freedom of faith, of conscience and of creed).

(1) Freedom of faith and of conscience, and freedom of creed religious or ideological, are
inviolable.

(2) The undisturbed practice of religion is guaranteed.

(3) No one may be compelled against his conscience to render war service as an armed
combatant. Details will be regulated by a Federal law.

Article 5 (Freedom of expression).

(1) Everyone has the right freely to express and to disseminate his opinion by speech,
writing and pictures and freely to inform himself from generally accessible sources. Free-
dom of the press and freedom of reporting by radio and motion pictures are guaranteed.
There shall be no censorship.

(2) These rights are limited by the provisions of the general laws, the provisions of law for
the protection of youth and by the right to inviolability of personal honor.

(3) Art and science, research and teaching are free. Freedom of teaching does not absolve
from loyalty to the constitution.

Article 6 (Rights of the family).
(1) Marriage and family enjoy the special protection of the state.

(2) Care and upbringing of children are the natural right of the parents and a duty prima-
rily incumbent on them. The state watches over the performance of this duty.

(3) Separation of children from the family against the will of the persons entitled to bring
them up may take place only pursuant to a law, if those so entitled fail in their duty or if
the children are otherwise threatened with neglect.

(4) Every mother is entitled to the protection and care of the community.
(5) Hlegitimate children shall be provided by legislation with the same opportunities for

their physical and spiritual development and their position in society as are enjoyed by
legitimate children.
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Article 7 (Education).
(1) The entire education system is under the supervision of the state.

(2) The persons entitled to bring up a child have the right to decide whether they shall
receive religious instruction.

(3) Religious instruction forms part of the ordinary curriculum in state and municipal
schools, excepting secular schools. Without prejudice to the state’s right of supervision,
religious instruction is given in accordance with the tenets of the religious communities.
No teacher may be obliged against his will to give religious instruction.

(4) The right to establish private schools is guaranteed. Private schools as a substitute for
state or municipal schools, require the approval of the state and are subject to the laws of
the Lander. This approval must be given if private schools are not inferior to the state or
municipal schools in their educational aims, their facilities and the professional training
of their teaching staff, and if a segregation of the pupils according to the means of the
parents is not promoted. This approval must be withheld if the economic and legal posi-
tion of the teaching staff is not sufficiently assured.

(5) A private elementary school shall be admitted only if the educational authority finds
that it serves a special pedagogic interest or if, on the application of persons entitled to
bring up children, it is to be established as an interdenominational or denominational or
ideological school and a state or municipal elementary school of this type does not exist in
the community.

(6) Preparatory schools remain abolished.

Article 8 (Freedom of assembly).

(1) All Germans have the right to assemble peacefully and unarmed without prior notifi-
cation or permission.

(2) With regard to open-air meetings this right may be restricted by or pursuant to a law.

Article 9 (Freedom of association).
(1) All Germans have the right to form associations and societies.

(2) Associations, the objects or activities of which conflict with the criminal laws or which
are directed against the constitutional order or the concept of international understand-
ing, are prohibited.

(3) The right to form associations to safeguard and improve working and economic condi-
tions is guaranteed to everyone and to all trades and professions. Agreements which re-
strict or seek to hinder this right are null and void; measures directed to this end are
illegal.
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Article 10 (Privacy of letters, posts, and telecommunications; amended 24 June 1968).
() Privacy of letters, posts, and telecommunications shall be inviolable.

(2) Restrictions may only be ordered pursuant to a statute. Where a restriction serves to
protect the free democratic basic order or the existence or security of the Federation, the
statute may stipulate that the person affected shall not be informed of such restriction
and that recourse to the courts shall be replaced by a review of the case by bodies and
auxiliary bodies appointed by Parliament.

Article 11 (Freedom of movement).
(1) All Germans enjoy freedom of movement throughout the Federal territory.

(2) This right may be restricted only by or pursuant to a statute, and only in cases in
which an adequate basis of existence is lacking and special burdens would arise to the
community, or in which the restriction is necessary to avert an imminent danger to the
existence or the free democratic basic order of the Federation or a Land, to combat the
danger of epidemics, to deal with natural disasters or particularly grave accidents, to
protect young people from neglect or to prevent crime.

Article 12 (Right to choose an occupation, prohibition of forced labor; amended

March 19, 1956).

(1) All Germans have the right freely to choose their trade or profession their place of
work and their place of training. The practice of trades and professions may be regulated
by law.

(2) No one may be compelled to perform a particular work except within the framework of
a traditional compulsory public service which applies generally and equally to all. Anyone
who refuses on conscientious grounds to render war service involving the use of arms may
be required to render an alternative service. The duration of this alternative service shall
not exceed the duration of military service. Details shall be regulated by a law which shall
not prejudice freedom of conscience and shall provide also for the possibility of an alterna-
tive service having no connection with any unit of the Armed Forces.

(3) Women shall not be required by law to render service in any unit of the Armed Forces.
On no account shall they be employed in any service involving the use of arms.

(4) Forced labor may be imposed only in the event that a person is deprived of his freedom
by the sentence of a court.

Article 12a (Liability to military and other service; added 24 June 1968).

(1) Men who have attained the age of 18 years may be required to serve in the Armed
Forces, in the Federal Border Guard, or in a civil defense organization.

(2) A person who refuses, on grounds of conscience, to render war service involving the use
of arms may be required to render a substitute service. The duration of such substitute
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service shall not exceed the duration of military service. Details shall be regulated by a
statute which shall not interfere with freedom to take a decision based on conscience and
shall also provide for the possibility of a substitute service not connected with units of the
Armed Forces or of the Federal Border Guard.

(3) Persons liable to military service who are not required to render service pursuant to
paragraph (1) or (2) of this Article may, during a state of defense (Verteidigungsfall), be
assigned by or pursuant to a statute to an employment involving civilian services for
defense purposes, including the protection of the civilian population; it shall, however, not
be permissible to assign persons to an employment subject to public law except for the
purpose of discharging police functions or such other functions of public administration as
can only be discharged by persons employed under public law. Persons may be assigned to
an employment — as referred to in the first sentence of this paragraph — with the Armed
forces, including the supplying and servicing of the latter, or with public administrative
authorities; assignments to employment connected with supplying and servicing the civil-
ian population shall not be permissible except in order to meet their vital requirements or
to guarantee their safety.

(4) Where, during a state of defense, civilian service requirements in the civilian health
system or in the stationary military hospital organization cannot be met on a voluntary
basis, women between eighteen and fifty-five years of age may be assigned to such ser-
vices by or pursuant to a statute. They may on no account render service involving the use
of arms.

(5) Prior to the existence of a state of defense, assignments, under paragraph 3 of this
Article may only be made where the requirements of paragraph 1 of Article 80a are satis-
fied. It shall be admissible to require persons by or pursuant to a statute to attend train-
ing courses in order to prepare them for the performance of such services in accordance
with paragraph 3 of this Article as require special knowledge or skills. To this extent, the
first sentence of this paragraph shall not apply.

(6) Where, during a state of defense, staffing requirements for the purposes referred to in
the second sentence of paragraph 3 of this Article cannot be met on a voluntary basis, the
right of a German to quit the pursuit of his occupation or quit his place of work may be
restricted by or pursuant to a statute in order to meet these requirements. The first sen-
tence of paragraph 5 of this Article shall apply mutatis mutandis prior to the existence of
a state of defense.

Article 13 (Inviolability of the home).
(1) The home is inviolable.

(2) Searches may be ordered only by a judge or, in the event of danger in delay, by other
organs as provided by law and may be carried out only in the form prescribed by law.

(3) Otherwise, this inviolability may be encroached upon or restricted only to avert a
common danger or a mortal danger to individuals, or, pursuant to a law, to prevent immi-
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nent danger to public security and order, especially to alleviate the housing shortage, to
combat the danger of epidemics or to protect endangered juveniles.

Article 14 (Property, right of inheritance, taking of property).

(1) Property and the rights of inheritance are guaranteed. Their content and limits are
determined by the laws.

(2) Property imposes duties. Its use should also serve the public weal.

(3) Expropriation is permitted only in the public weal. It may take place only by or pursu-
ant to law which provides for kind and extent of the compensation. The compensation
shall be determined upon just consideration of the public interest and of the interests of
the persons affected. In case of dispute regarding the amount of compensation, recourse
may be had to the ordinary courts.

Article 15 (Socialization).

Land, natural resources and means of production may for the purpose of socialization be
transferred into public ownership or other forms of publicly controlled economy by a law
which provides for kind and extent of the compensation. With respect to such compensa-
tion Article 14, paragraph 3, sentences 3 and 4, apply mutatis mutandis.

Article 16 (Deprivation of citizenship, extradition, right of asylum).

(1) No one may be deprived of his German citizenship. Loss of citizenship may arise only
pursuant to a law, and against the will of the person affected it may arise only if such
person does not thereby become stateless.

(2) No German may be extradited to a foreign country. Persons persecuted for political
reasons enjoy the right of asylum.

Article 17 (Right of petition).

Everyone has the right individually or jointly with others to address written requests or
complaints to the competent authorities and to the representative assemblies.

Article 17a (Restriction of individual basic rights through legislation enacted for
defense purposes and concerning substitute service; amended March 19, 1956).

(1) Laws concerning military services and alternative service may by provisions applying
to members of the Armed Forces and of alternative services during their period of military
or alternative service, restrict the basic right freely to express and to disseminate opin-
ions by speech, writing, and pictures (Article 5, paragraph 1, first half-sentence), the basic
right of assembly (Article 9), and the right of petition (Article 17) insofar as it permits to
address requests or complaints jointly with others.

(2) Laws for defense purposes, including the protection of the civilian population may
provide for the restriction of the basic rights of freedom of movement (Article 11) and
inviolability of the home (Article 13).
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Article 18 (Forfeiture of basic rights).

Whoever abuses freedom of opinion, in particular freedom of the press (Article 5, para-
graph 1), freedom of teaching (Article 5, paragraph 3), freedom of assembly (Article 8),
freedom of association (Article 9), the secrecy of mail posts and telecommunications (Ar-
ticle 10), property (Article 14), or the right of asylum (Article 16, paragraph 2) in order to
attack the free democratic basic order, forfeits these basic rights. The forfeiture and its
extent are pronounced by the Federal Constitutional Court.

Article 19 (Restriction of Basic Rights).

(1) Insofar as under this Basic Law a basic right may be restricted by or pursuant to a law,
the law must apply generally and not solely to an individual case. Furthermore the law
must name the basic right, indicating the Article.

(2) In no case may a basic right be infringed upon in its essential content.

(3) The basic rights apply also to corporations established under German Public law to the
extent that the nature of such rights permits.

(4) Should any person’s right be violated by public authority, recourse to the court shall be
open to him. If no other court has jurisdiction, recourse shall be to the ordinary courts.
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RESOURCE 14
Spotlight on Hate Crimes

Source: German Information Center
950 Third Avenue
New York, NY 10022-2781
Phone: (212) 888-9840
October 1998
Web site: http://www.germany-info.org/facts/rtwing.htm
Reprinting permitted

Combating Right-Wing Violence and Hate Crimes in Germany

Statistics and Background
Violent offenses with proven or suspected right-wing motivation

Year Number of Change from Cases of murder
violent offenses previous year
1990 309 — 0
1991 1,492 + 383% 3
1992 2,639 + 77% 17
1993 2,232 - 15% 3
1994 1,489 - 33% 0
1995 1,047 - 30% 0
1996 624 — 40% 1
1997 790 +27% 0

(all statistics provided by the Federal Office for the Protection of the Constitution)

Following four years of steady decline, violent offenses with proven or suspected
right-wing motivation increased from 1996 to 1997. Only a very small number of perpe-
trators are motivated by a coherent right-wing ideology. In fact, most are not members of
a political group or party.

The rise appears to reflect a general increase in youth crime, with youths and young
adults involved in two-thirds of the crimes. In addition, particularly in Germany’s eastern
region, difficult economic conditions play a role in the increased violence. Uncertain and
fearful about their futures, some teenagers have taken out their frustrations on those
perceived as weaker or different.

Violent offenses include hate-crimes against foreigners (462) and crimes aimed at
political opponents (114). They also count the 11 violent offenses motivated by anti-
Semitism, a figure unchanged from 1996.

Historical and Social Context
Despite the increase in offenses seen in 1997, the figures are still below levels con-
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nected with communism’s disintegration in the early 1990s. The relatively lower levels
reflect the German government's and people’s ongoing efforts to limit the growth of right-
wing activities.

In 1994, the government introduced tough laws aimed at curtailing extremist orga-
nizations and anti-foreigner violence (see “Government Countermeasures” below). Com-
bined with widespread educational efforts, these changes led to a fall in the number of
right-wing offenses in 1993, 1994, 1995, and 1996. These measures to foster tolerance and
combat violence continue and will be intensified.

The increases in right-wing-motivated offenses in 1991 and 1992 were clearly linked
with the dramatic changes in Germany and Europe around that period. In 1989, the Ber-
lin Wall fell and the communist government in eastern Germany rapidly and unexpect-
edly broke down. German reunification followed shortly in October 1990, which led to the
complete replacement of familiar social and economic structures in the eastern part of
Germany.

At the same time, throughout Central and Eastern Europe, communist governments
collapsed and societies were in transition. This instability contributed to approximately
one million foreigners and ethnic Germans immigrating to Germany in 1992, half of whom
sought asylum. Though Germany is 25 times smaller than the United States, that year it
took in the same number of immigrants and asylum-seekers as the United States. This
dramatic influx, combined with a recession and high unemployment in Germany, created
tension and anti-foreigner feelings in some segments of German society.

With the most lenient asylum laws in Europe, Germany faced insupportable immi-
gration growth. As a result, in 1993, Germany brought its laws closer to those of other
Western nations. Even with these changes, the following year Germany still accepted
around 50 percent of all asylum-seekers in Europe, “by far the highest load of any Euro-
pean country,” according to the U.N. High Commission for Refugees.

Popular Support for Foreign Residents

Currently Germany has a resident foreigner population of 7.2 million, or nearly 9
percent of the total population of 81 million.

At the height of right-wing violence in the winter of 1992-93, more than 3 million
Germans joined candlelight marches in Berlin, Munich, Hamburg, Bonn, and many other
cities to show their support for foreigners living in Germany.

In May 1994, one year following the arson attack that killed five Turks, a monument
was dedicated in Solingen to the memory of the victims.

Each year, discussions, displays, films, and other cultural events are held during
Woche des auslandischen Mitburgers (Week of Foreign Fellow Citizens). Events across
the country focus on the contributions to society made by individuals from various cul-
tural backgrounds now living in Germany. Begun in 1983 as the successor to an earlier
one-day event held annually since 1970, the celebration is sponsored by trade unions,
church groups, civil rights organizations, and political groups.

Right-Wing Organizations and Their Followers

In 1997 the Federal Office for the Protection of the Constitution (Bundesamt fur
Verfassungsschutz) recorded 48,400 Germans with extreme right-wing leanings (.06 per-
cent of the population), of whom 7,600 are classified as militant right-wingers (mostly
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Skinheads). There are 109 radical right-wing organizations or groups in Germany.

These figures include the right-wing parties, the Republikaners (REP), which claimed
15,500 members in 1997, and the German People’s Union (DVU), which claimed 15,000.
Neither party has ever had members elected to the Federal Parliament. In the October
1998 federal elections, the REPs received only 1.9 percent of the vote and the DVU got 1.2
percent.

Government Countermeasures: Ban on Right-Wing Parties and Groups

According to the Basic Law (Germany’s constitution), political parties and groups
that seek to impair or abolish the free democratic basic order, or endanger the existence of
the Federal Republic of Germany, are unconstitutional. Only Germany’s Constitutional
Court has the power to ban such organizations.

Banned right-wing groups include: The Nationalistische Front (NF), Deutsche Alter-
native (DA), Nationale Offensive (NO), Deutscher Kameradschaftsbund (DKB), Nationaler
Block, Heimattreue Vereinigung Deutschland (HVD), Freundeskreis Freiheit flr
Deutschland (FFD), Wiking-Jugend, Freiheitliche Arbeiterpartei (FAP) and Nationale Liste.

The Republikaner Party, the German People’s Union, and the Nationale Partei
Deutschlands (NPD) are under close surveillance by the Federal Office for the Protection
of the Constitution.

Police and Legal Efforts

On December 1, 1994, Germany’s “Crime Prevention Laws” took effect. Targeted in
large part against extremist organizations and anti-foreigner violence, the legislation in-
troduced new criminal laws and toughened existing penalties. In addition, in certain cases
it expedited criminal prosecution. The legislation effectively

= Dbroadened the definition of incitement of violence and racial hatred to include

statements defaming whole groups and minorities

= outlawed the use of any Nazi-like flags, badges, uniforms, slogans, or gestures

(the use or replication of actual Nazi material or gestures has been banned since
1945)

= increased penalties for crimes involving personal injury

= established special anti-extremist police units

= set up a central communications network to coordinate information on suspects’

movements

= broadened legal grounds for holding suspected and repeat offenders.

In Germany it is a federal crime punishable by up to five years in prison to deny the
Holocaust's existence. Since 1945, the production and distribution of Nazi memorabilia
and propaganda, including leaflets, posters, and newspapers, have been illegal in Ger-
many.

American Neo-Nazi Ties

German officials estimate that American organizations produce and send 85 percent
of all the outlawed neo-Nazi material found in Germany. In December 1993 and again in
October 1995, Germany urged the U.S. to prevent American right-wingers from publish-
ing and sending anti-Semitic and neo-Nazi material to Germany. A prominent German
human rights group, Project “Against Forgetting — For Democracy,” is also active on this
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issue. In October 1996, it appealed to the U.S. to intervene and asked U.S. authorities to
provide legal assistance to German investigations of American neo-Nazi activities in Ger-
many.

In August 1996, German courts convicted Gary Lauck, an American neo-Nazi and
the main supplier of propaganda to German neo-Nazis for about 20 years. Lauck was
sentenced to four years in prison for inciting racial hatred and disseminating illegal pro-
paganda in Germany. Since his arrest and conviction, the amount of neo-Nazi propaganda
reaching Germany from the U.S. has dramatically decreased.

Lauck had based his operations in Lincoln, Nebraska. In December 1994, the city of
Lincoln, Nebraska, passed a resolution initiated by the German-American Heritage Soci-
ety that condemned Lauck’s ideas and disassociated the city from any neo-Nazi activities.
The governor of Nebraska did the same on the state’s behalf in June 1995.

Education and Open Information Policy

Teaching about Nazism and the Holocaust is compulsory for all types of schools at
all education levels.

The federal and state governments have joined with trade unions, corporations, and
sports associations to educate the public about the dangers of intolerance. The govern-
ments sponsor seminars and public discussions designed to foster a government-citizen
partnership to address this important issue. Teachers, parents’ groups, community liai-
son representatives, and school paper editors are all involved in a variety of educational
and public awareness campaigns aimed at reaching young people. Students work with
classroom materials that explore the causes of right-wing activity, xenophobia, and vio-
lence and ask them to reflect on ways to combat such negative behavior.

The Federal Office for the Protection of the Constitution and the Federal Criminal
Police Office collect and publish on a regular basis comprehensive data about hate crimes
and other forms of right-wing violence in Germany.

Major Incidents
August 1992, Rostock: arson attack against an asylum shelter
November 1992, Mo6lIn: three Turks are killed in an arson attack
May 1993, Solingen: five Turks are Killed in an arson attack
March 1994, May 1995, Lubeck: arson attacks against a synagogue

Prosecution

December 1993, M6lIn: one arsonist was sentenced to life in prison, and the other
received the maximum juvenile sentence of 10 years.

October 1995, Solingen: the one adult received 15 years, and the three juveniles
received maximum sentences of 10 years.

April 1995, Lubeck: four arsonists were sentenced to terms ranging from two-and-
a-half years to four-and-a-half years.

Edited by Ullrich Klockner and Betsy Wittleder
German Embassy Press Office
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RESOURCE 15
Foreigners in Germany

By Steffen Beitz

Source: Inter Nationes / IN Press
http://www.inter-nationes.de
Edited by Klaus Stahl
Translated by John England
October 1997
Reprinted by permission

No country can live without foreigners.
That is no longer possible on this Earth.
— Assem EI Ammry, an Egyptian citizen who has
lived in Bonn with his family since 1986

Abstract

This IN basic information describes how foreigners live and work in Germany, how
they cope with their problems, and who supports them in doing so. It deals in particu-
lar with the educational and vocational training situation of the so-called “third gen-
eration” of foreigners, gives a comprehensive view of Germany’s policy on foreigners,
and also covers such subjects as crime among foreigners and xenophobia among Ger-
mans.

Foreigners as an Integrative Part of German Society

Of the some 82 million people who live in Germany, 7.3 million (8.9 percent) are
foreign nationals. In percentage terms, that is Europe’s fifth greatest proportion of resi-
dent foreigners, after Luxembourg, Switzerland, Belgium and Austria.

Every fourth non-German — a total of 1.8 million people — comes from a member
country of the European Union (EU). Since the dismantling of internal EU borders, non-
German EU citizens also enjoy full freedom of movement in Germany. If they can present
a contract to work in Germany, they have a legal right to a residence permit. They may
not be disadvantaged on account of their nationality, have a right to all State social secu-
rity benefits, and can vote in municipal elections.

More than one-quarter of the foreign community in Germany comes from Turkey. In
recent years, the proportion of people from former Yugoslavia and the Eastern European
countries has risen markedly.

The present composition of the foreign population is due mainly to former West
Germany’s “economic miracle” of the 1950s. At that time, German entrepreneurs were
badly in need of labour. In order not to endanger economic growth, the Federal Labour
Office began purposeful recruitment of “guest workers” in southern Europe and Korea. In
those days, there was no debate worth mentioning about alternatives and social conse-
guences. Employment of foreigners was seen as a “temporary phenomenon.” By 1964,
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there were already about one million foreign workers in former West Germany. By 1973,
there were 2.6 million, who together with their families totaled four million people.

The itinerant workers saw an opportunity to escape the difficulties in their home-
lands. They perceived themselves not as classic emigrants, who intentionally leave their
own countries in order to begin a new life in another. Their goal was to earn as much
money as possible as soon as possible so that they could make a materially better and
more secure life for themselves and their families when they returned home.

Many of these workers did indeed return to their homelands. Others, some sup-
ported by their employers, wanted to stay permanently, and from the mid-1960s they
began to bring their wives and children to Germany. Since then, the proportion of the
resident foreign population in Germany has risen steadily. Thus, during the last four
decades several million people have found a new home in Germany.

Foreign workers were also employed in former East Germany, if to a lesser extent
and subject to time limits. Like the “guest workers” in the Federal Republic, they worked
mostly in jobs in the manufacturing sector for which Germans had little liking, especially
shift work. The recruited foreigners were also required to return to their homelands when
their employment contracts expired. In the meantime, their families were not permitted
to join them. At the end of 1989, a total of 191,200 non-Germans was resident in East
Germany, a foreigner ratio of 1.2 percent.

Today, about 30 percent of all foreigners in Germany have been resident here for 20
years or more. Half of them have lived in Germany for more than 10 years. They have
relatives and friends in Germany. More than two-thirds of their children were born and
raised here. The former “guest workers” and their families have become fellow-citizens,
permanent residents with foreign nationalities, and thus an established part of German
society.

The 10 Largest National Groups (December 1996)

Nationality Persons As percent
Turkish 2,014,311 28.1
Yugoslav (Serbia/Montenegro) 797,754 11.1
Italian 586,089 8.2
Greek 359,556 5.0
Bosnian 316,024 4.4
Polish 276,753 3.9
Croat 185,122 2.6
Austrian 184,470 2.6
Spanish 132,283 1.8
Portuguese 125,131 1.7

In regional terms, the foreign community is concentrated in the industrial
conurbations of the Lander (states) of North Rhine-Westphalia and Baden-W(rttemberg,
the Rhine-Main-Neckar rivers region, and in the western part of Berlin. Three-quarters of
the resident foreigners live in these areas. Almost every second non-German lives in a big
city with 100,000 or more inhabitants. Frankfurt-am-Main has a foreign contingent of 30
percent, the highest of all big German cities. Stuttgart’s foreign community accounts for
23.8 percent of its population, and in Munich the ratio is 23.4 percent.
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Foreigners in Germany now work as, among other professions, doctors, academics
and scientists, entrepreneurs, and social workers. They involve themselves in trade unions,
social policy initiatives, and sports associations, and run for election to municipal advi-
sory committees on foreigner affairs. They also even get “crowned” as Carnival Princes
(the “Royalty” of the annual Rhineland Carnival season whose strongholds are the cities
of Cologne, Dusseldorf, and Mainz). Over the years, they have built up numerous organi-
zations of their own in Germany. The Turkish community in particular now has an exten-
sive social infrastructure, including football clubs, workers’ associations, and many hun-
dreds of mosque associations of different branches of Islam, which also have their own
kindergartens and chain stores.

There is now hardly an area in German social and working life where one does not
come across foreign-born people and/or their children. Notable examples of that are the
actresses and authors Renan Demirkan and Emine Sevgi Ozdamar, the TV journalists
Cherno Jobatey and Ranga Yogeshwar, the footballers Anthony Yeboah and Krazimir
Balakov, and the Bundestag (Federal Parliament) MPs Leyla Onur (Social Democratic
Party) and Cem Ozdemir (Alliance 90/Greens).

Parliamentarian Ozdemir, who received German citizenship at age 16, describes
himself an “Anatolian Swabian.” That underlines his view of how inappropriate it is to
label the second and third generation — the children and grandchildren of the “guest
workers” — as foreigners. He says it also shows how heterogeneous German society has
become.

Foreigners as an Economic Factor

Foreigners enrich life in Germany not only in human and cultural terms. They are
also an important macroeconomic and labour market factor and make a decisive contribu-
tion to social security.

They have a right to unemployment benefit and social assistance, rent subsidies,
and children’s allowances because they fulfill their obligations as taxpayers and the so-
cially insured. Foreign workers pay income tax and, on account of their younger age struc-
ture, pay three times as much into the old age pension fund as they get out of it. They also
help to finance the cost of German unification via the so-called solidarity surcharge on
income tax which is levied to pay for the reconstruction of former East Germany.

Besides that, foreigners support the domestic economy, and as taxpayers, consum-
ers, tenants, and the self-employed, contribute to increasing Germany’s Gross Domestic
Product. The money they remitted to their homelands in the early years of their employ-
ment here is now spent mostly in Germany on daily necessities, durable consumer goods,
and insurance premiums, and also for home-buying and business investment.

Employees and the Self-employed

Foreigners arriving in Germany today find a difficult economic situation. It is no
longer defined by a shortage of labour, but by a downsizing of workforces. Many low-
skilled jobs in particular have been scrapped by rationalization and automation. In addi-
tion, local labour offices offer what jobs are available first to Germans and then to other
EU citizens. Thus, in mid 1997, the unemployment rate of more than 20 percent among
foreigners in Germany was almost double that of western Germans. But on average they
are out of work for shorter periods than are Germans. The foreigners are more willing
than the Germans to accept jobs with lower status and pay than their previous employ-



UniT Il RESources [ 145

ment.

Despite the tight jobs situation, a general reduction in hiring foreigners would face
certain economic sectors with insoluble problems in replacing them. The corresponding
potential in German workers would, at best, be available only in arithmetical terms. For
example, many German jobless previously had service sector jobs such as salespersons
and office workers, while foreigners work predominantly in manufacturing. About 75 per-
cent of all foreigners in Germany do jobs for which no Germans can be found.

The majority of the around 2.1 million foreigners at work in Germany are officially
employed workers who are obliged to pay social security contributions. In 1995, 64.5 per-
cent were blue-collar workers, and 26.5 percent white-collar employees. The main area of
their employment remains manufacturing, especially in the steel, mechanical engineer-
ing, motor vehicle, textiles, electro-technology, and chemicals industries.

The economic integration of foreigners in Germany is manifested above all in their
increasing founding of their own enterprises. In 1990, the number of self-employed among
working non-Germans was 144,000. Now there are around 270,000 self-employed foreign-
ers, whose businesses also create jobs for German workers. Their preferred branches have
for many years been catering, retailing, tailoring, shoemaking, and repairing. Now more
and more of them are engaged in trade and other service sectors, including transport.

Since the 1980s, the foreigners’ trend to becoming self-employed entrepreneurs has
been most marked among the Turks in Germany. The tighter German labour market has
accelerated this development. Thus, 42,000 Turkish entrepreneurs are now active in a
total of 55 branches, including tourism, import-export, food wholesaling, building, and
freight shipping, compared with 30,000 in 1988. Most of their businesses are small to
medium-sized with an average of six employees, but their turnovers are notable. In 1996,
Germany’s 10,000 Turkish snack bars alone achieved sales totaling DM 3.6 billion, more
than the McDonald'’s fast-food chain here.

However, one-third of the Turkish entrepreneurs fail in the first two years of trad-
ing. That is why, for example, the government of the State of North Rhine-Westphalia has
set up five transfer centres across the State aimed at helping to integrate foreigners’
businesses in the region’s economic structure. The centres advise new entrepreneurs on
commercial law issues, help them find promotional funds, and assist them to prepare for
loan negotiations with banks.

The most successful Turkish entrepreneurs in Germany include Aydin Yardimci,
Europe’s leading wholesaler of lamb, and the major clothing businessman Kemal Sahin.
The latter was also the main initiator of the Association of Turkish Traders and Industri-
alists in Europe (ATIAD), which was founded in 1992 by 25 Turkish-born entrepreneurs
in Germany. “We contributed to the EU’s customs union with Turkey being approved by
the European Parliament in Strasbourg in December 1995 by a large majority,” he says
proudly. The ATIAD estimates that the proportion of self-employed among Turks living in
Germany will rise from a current 6 percent to equal that of the Germans, around 9 per-
cent, by 2010.

School Pupils, Apprentices, and University Students

There are now more than 1.6 million foreign children and young adults living in
Germany, 75 percent of them from the six main countries of origin. Almost half of them
are Turkish nationals. Since the beginning of the 1970s, the children of migrants have
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accounted for an average of 10 to 15 percent of all births in Germany. Thus, in 1996, of
every 100 children born in Germany, 13 were of foreign origin.

Today, two-thirds of all non-German children and young adults under 18 in Ger-
many were born here. Most of them will also grow up in Germany, go to kindergartens
and schools, take vocational training, work, marry, and in turn have “foreign” children.
Statistically, they will still be registered as foreigners, although they see themselves pre-
dominantly as children of this country and wish to stay here.

The situation of foreign children and young adults differs in essential points from
that of their German peer group. It is defined by linguistic and educational problems, as
well as their belonging to different cultures. Often, they know the countries of origin of
their parents or grandparents only from holidays there, and their German is better than
their mother tongue. While not rejecting their parental traditions and cultural influences,
many young foreigners wish for the freedoms enjoyed by their German contemporaries.
Their attempt to realize this claim and achieve a compromise between their own interests
and those of their parents, as well as those of German society, illustrates very clearly the
demands integration make on migrant children and young adults.

Germany's demographic development shows how important it is that precisely these
children find their place in German educational, working, and social life. Germany'’s popu-
lation is on average getting ever older. In order to maintain the current population level,
about 50 percent more children must be born than at present. Against this background,
the Cologne-based Institute of the German Economy concludes:

Without net immigration, and given a development of employment oriented solely on
the global course of the supply of labour, it is conceivable that in 2020, for every 1,000
employed persons there would be 750 to 800 others aged more than 60. ... The any-
way already strong pressure on the pillars of social security will therefore increase
considerably if this process is not slowed down. That requires an annual quota of
immigrants until well into the next century. At the same time, the politicians must
make the immigrants fit for working life with a package of measures so that they can
also pay contributions into social security funds.

A large majority of the children of immigrant families are already well prepared for
working life. They have a good to very good knowledge of German. Their success at school
has continuously improved, and the level of their school-leaving qualifications is rising.
But the gap between German and non-German school leavers has not narrowed because
the trend to better leaving qualifications is also continuing among the former.

The Federal Lander (states) promote the in-school education of young foreigners,
including providing extra-curricular lessons in their mother tongues. At school, where the
main work of integration is carried out, they learn German, become familiar with a soci-
ety that is strange to them, and make their first friendships. By the end of their school
years, they are well equipped for higher education or vocational training.

But this development does not always turn out well. The 1,140,000 school pupils
(1994) with foreign passports are over-represented in German Hauptschulen (upper el-
ementary schools) and Sonderschulen (schools for mentally retarded children), and dis-
tinctly under-represented in Realschulen ( secondary modern schools) and Gymnasien
(grammar schools). However, a trend to grammar school education and higher school-
leaving qualifications among foreign children since the mid-1980s can be noted. While in
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1994, 26.5 percent of German pupils attended a Realschule and 31.5 percent a Gymna-
sium, the comparative figures for non-German pupils were 9.1 percent and 9.7 percent
respectively. Some foreign youths and girls have no school-leaving qualification. In 1994,
the figure was 15.8 percent.

No less than 40 percent of non-German juveniles end their mandatory school years
without any vocational training. Their idea is to earn money quickly. This threatens them
with permanent backwardness in today'’s society. The importance these days of vocational
training qualifications in a changed working environment is often not recognized by their
parents. So an elementary education is seen as sufficient.

Non-Germans account for only 8 percent of apprentices, much less than their pro-
portion of 15 percent of the population of the same age. Foreign apprentices are dispropor-
tionately to be found in less promising branches or low-paid jobs. Institutions such as the
Association of German Chambers of Industry and Commerce (DIHT) and the Federal
Union of German Handicrafts Associations (ZHD) complain time and again over the dis-
advantaging of non-German young people in the allocation of apprenticeships. For Cornelia
Schmalz-Jacobsen, since 1990 the Federal Government’s Commissioner for Matters Re-
lating to Aliens, this is a key issue:

The integration of young people of foreign origin in the Federal Republic of Germany’s
social security and social system stands or falls with the educational and occupational
opportunities they are offered. On the one hand, a low educational level can impair
the acceptance of migrants by the German population, and on the other hand have
negative impacts on the migrant children’s social standing and perception of their
own value.

So far as the chances of making a start in working life are concerned, there have
been signs for a few years now of a change for the better for young foreigners. A great
number of model projects to improve their situation in vocational training have been imple-
mented. For example, an important contribution is being made in North Rhine-Westphalia
by 23 regional Labour Centres for the Promotion of Foreign Children and Young Adults
(RAA), which are funded by the State government and the respective municipalities. One
of the RAA's key areas is supporting the transition from school to first job. The experience
of the Advisory Centres for Qualification of Foreign Junior Staff (BQN), established in
1989, have shown in Hagen (Ruhr), Hamburg, and Cologne that the training situation of
young foreigners can be improved by purposeful measures. It has also been seen that
disseminating information can lessen the skeptical attitude of businesses and trainers
towards non-German young people. Thus, in Cologne alone between 1989 and 1993, the
number of foreign apprentices almost doubled from 1,605 to 3,366. In summer 1996, the
Cologne Chamber of Industry and Commerce (IHK) was also able for the first time to
gualify a total of 15 Turkish entrepreneurs as vocational training instructors. “All of them
now aim to hire apprentices, and many of them have already done so,” said IHK Manag-
ing Director EImar Conrads-Hassel. “Turkish entrepreneurs often also employ Turkish
youngsters — and they still need all the help they can get on the training market.” He
hopes other German cities will follow suit.

The situation of young foreigners in the higher education sector is also improving
gradually. The number of foreign students has trebled in the last 20 years. In the winter
term 1994-95, 137,000 foreigners were studying at German universities. More than half
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of the foreign students are domiciled in Germany, and thus are so-called “education na-
tionals.” Non-German university students in 1994 accounted for 7.6 percent of the entire
student body.

Pensioners

The number of foreign workers who have grown old in Germany is in fact compara-
tively small, but growing. While older immigrants currently account for only slightly more
than 2 percent of the over-60s in Germany, the figure in 2010 will probably be 6.4 percent.

The onetime emigrant workers have long become immigrants. Most of them wish to
remain with their children and grandchildren, have given up their dreams of returning to
their old countries, and describe themselves as “two-homeland people.” A survey by the
city of Stuttgart found that five out of six non-Germans over 65 stay in Germany in their
old age. The veteran migrants, accustomed to Central European living conditions over
decades, frequently express irritation at changes in their country of origin and no longer
feel at home there.

Their pensions are somewhat lower than those of their German contemporaries be-
cause they have not worked in Germany for as long. Many of them also need more medical
care, and sometimes become nursing cases. Most foreign workers have neglected their
health in the hope of a quick return to their homeland with money in the bank. They have
done piecework, clocked up much overtime, and accepted the hardest jobs — in coal-min-
ing, on shifts in steel mills, or in refuse collection crews.

On principle, all facilities for senior citizens in Germany are open to all old people.
But foreigners do not always feel that the facilities are meant for them. That is why their
own infrastructure for non-German seniors has developed for some years now. That ap-
plies in particular to North Rhine-Westphalia, Germany’s most populous state, which
also has the most foreigners. In Duisburg, for example, a section of an old people’'s home
has been set up especially for Turkish seniors. In many other cities, the social services for
foreigners and charitable associations have provided further facilities.

Policy on Foreigners

In recent years, there has been an ongoing debate in Germany about political and
social policymaking on immigration. At the beginning of the 1990s, the debate focused on
the then dramatically rising numbers of asylum-seekers that were flooding into Germany.
Human rights violations, and wars and crises in many regions across the world, but above
all the political and economic upheavals in Eastern Europe, the opening of the borders
between East and West, and the civil war in the Balkans have, since the mid-1980s, led to
a marked increased in migration pressure. Germany has the highest immigration rate in
the EU. For several years, about half of all EU emigrants have come here. Around three
million people, foreigners and so-called Spataussiedler (German repatriates from former
East Bloc countries, especially the former Soviet Union) entered Germany from 1989 to
1993. As a whole, Germany since the late 1980s has accepted more immigrants than the
classic immigration countries of Canada and Australia combined.

Germany is one of the few countries in the world with an individual basic right to
political asylum that is guaranteed by its Constitution. By enshrining it in Germany’s
Basic Law of 1949, the founders of the Federal Republic of Germany drew the conse-
guences from the sufferings of German emigrants under Nazi rule. The right to asylum
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was limited for the first time on July 1, 1993, against the background of the increasing
pressure from would-be immigrants. The amendment allows foreigners who wrongfully
claim asylum in Germany to be quickly returned to their homelands. The aim is to reduce
the number of unjustified applications for asylum substantially and permanently.

Refugees from war zones are granted a residence permit for only a limited time and
during that period cannot lodge an application for asylum. Asylum-seekers from “safe
countries of origin” or who enter Germany via a “safe third country” are excluded from the
asylum process. As Germany’s neighbouring countries are regarded as safe third states,
the number of asylum- seekers has dropped sharply since mid-1993. In 1996, only 116,367
foreigners asked for asylum in Germany.

Until a final decision on their request for asylum is taken, asylum-seekers in Ger-
many are subject to a number of conditions. They do not enjoy freedom of movement, but
are distributed around the federal Lander according to a quota system. Their residence is
restricted to the district to whose Aliens Office they have submitted their application for
asylum.

The Spataussiedler do not need to apply for asylum. As ethnic Germans, they have a
right to live in the Federal Republic. True, in the meantime the Federal Government’s
declared goal is to enable the German minorities in the East to have a better quality of life
in their present homelands. But since 1987, more than 2.5 million ethnic Germans, mainly
from Poland, Romania, and the successor states to the former Soviet Union, have re-
settled in Germany. In the wake of the political changes in Eastern Europe, they were
able to realize their wish to leave it.

Their integration in economic and social life in Germany is proving difficult. They
want to live as “Germans among Germans.” But many Spataussiedler come to a Germany
that their forebears left generations or centuries ago, such as the “Transylvanian Saxons,”
whose ancestors left as far back as the Middle Ages. They are strangers in an alien soci-
ety. They have problems not only with the German language, but also in finding a job.

Germany'’s policy on foreigners has for many years been determined by two prin-
ciples. One is the integration of the foreign workers and their families that live here per-
manently. The other is the limiting of further immigration from non-EU countries. When
in 1973 an economic recession threatened to cause high unemployment in Germany, the
Federal Government of the day ordered a stop to recruitment of foreign workers from such
countries, which is still valid. But proposals by the Federal-L&dnder Commission to fur-
ther develop a comprehensive concept for the employment of foreigners, which were agreed
in 1977, foresaw Germany employing foreign workers long-term. At the same time, how-
ever, their readiness to return to their homelands was to be financially promoted.

The legal status of foreigners in Germany can differ greatly. There is a limited resi-
dence permit for the first entry into the country, an unlimited permit if the foreigner has
had a limited one for five years and an unrestricted work permit is on hand. The right of
residence in Germany, and thus the right of continual abode here, is granted if a residence
permit has been held for eight years and the foreigner has a secured claim to a pension.
Foreign students are as a rule given a residence permit since the purpose and time-limit
of their stay in Germany is fixed from the start. For non-Germans who are allowed to stay
in Germany under international law or for humanitarian or political reasons, there is a
so-called residence authorization. Which heading residence comes under is not at the
discretion of the authorities, but is determined by the purpose of the stay.
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Like most of its western European neighbours, the Federal Republic of Germany in
recent decades has in fact long developed into a multi-cultural emigrant society due to the
immigration and permanent settlement of migrant workers, refugees, and their families.
But the politicians have so far not taken that into account in legal terms. This is the other
aspect of the public debate in Germany on the political and legal design of immigration.
The consequences of adjusting the legal situation to the actual conditions would touch
upon the self-perception of the state and society. It would require a law on immigration
and amendment of the valid Nationality Act of 1913. The law still rules that only the
children of German citizens are automatically also German nationals. Children born in
Germany of foreign parents remain foreigners — unless they apply for and are granted
German citizenship.

According to the German news agency, dpa, the liberal Free Democratic Party (FDP),
the junior partners in the Federal Government coalition, and sections of Chancellor Helmut
Kohl's Christian Democratic Union (CDU) call for a model in which such children should
obtain German citizenship by virtue of their birth here. If that resulted in them having
dual nationalities, they would have to decide upon reaching majority at age 18 which
nationality they wanted to retain. But Federal Interior Minister Manfred Kanther and
the Christian Social Union (CSU), the CDU’s Bavarian sister-party, are holding firmly to
the goal of a “children’s nationality.” This was laid down in the three parties’ agreement
on joint policies prior to them forming a coalition government again after winning the
1994 Federal election. It foresees a “children’s nationality” being granted to young for-
eigners upon application by their parents, which would give the youngsters a German
identity card, but not a German passport nor a residence permit. They would obtain Ger-
man citizenship only if they renounced their foreign nationality before their 19th birth-
day.

If nothing changes in the demographic situation described at the beginning of this
article and annual immigration remains at its current level, estimates put the proportion
of the foreign population in Germany in 2015 at 19 percent, and in 2030 at 25 percent.

This raises the question of whether, against the background of an absence of inter-
nal borders within the EU, it would not be better if this political sector were regulated at
EU level within the framework of a European law on immigration. For the time being,
however, every EU member country is insisting upon retaining its own jurisdiction in
handling policy on foreigners, such as the citizenship issue.

Germany has for some years had an Aliens Act which, compared to the previous
legal situation, has simplified acquirement of German citizenship. In order to facilitate
naturalization for young immigrants age 16 to 23 who have spent at least eight years in
Germany, including six years at school here, and for foreigners who have lived in Ger-
many for at least 15 years, they have been accorded a legal right to naturalization. Be-
sides naturalization by right, the competent authorities have discretionary power to grant
it to foreigners who have lived in Germany for at least 10 years. In principle, naturaliza-
tion in Germany means giving up the previous nationality. But in practice, in exercising
their discretion on naturalization, the German authorities accept dual nationality in ev-
ery third case. True, when measured against the number of foreigners in Germany, the
naturalization rate is relatively low, although it has risen since 1991. The number of
naturalizations increased from 34,913 in 1985 to 313,606 in 1995. However, the increase
was due mainly to naturalization by right of ethnic German resettlers. The Federal
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Government's Commissioner for foreigners believes that in practice the requirement to
give up their previous nationality presents the biggest obstacle to the naturalization of
foreigners living in Germany.

The debate on foreigner policy in Germany’s political parties has many facets. There
are votes for the passing of an immigration law in all party factions in the Bundestag,
without that having taken place to date. While the majority of the CDU-CSU faction
insist that Germany is not an immigration country, their FDP coalition partner and also
the Opposition Social Democratic Party (SPD) are now calling for a law to manage immi-
gration and the setting of annual immigration quotas. The SPD, FDP, and the Alliance90/
Greens faction argue that foreign children born in Germany should automatically acquire
German citizenship (ius soli). Besides that, they add, immigrants should have a right to
naturalization after eight years residence in Germany. The Alliance90/Greens faction also
demand far-reaching legal parity of nationals of non-EU countries and EU citizens after a
residence of five years, and fundamental acceptance of multi-citizenship.

A dense network of public and private institutions and initiatives that stand up for
the interests of foreigners has existed in Germany for many years. Examples are the
advisory centres of the Catholic and Protestant churches, and the ProAsyl working group
for refugees. Almost every federal state and many big cities have a Commissioner for
foreigners. These are charged with advising and assisting non-Germans in word and deed,
and also with promoting tolerance towards the immigrants by the Germans. The Federal
Government’'s Commissioner for Matters Relating to Aliens supports the Government in
its efforts on policy on foreigners and at the same time is to provide ideas for the further
development of the integration policy.

The Centre for Turkish Studies, founded in Essen, North Rhine-Westphalia, in 1985,
focuses on research on the political and economic factors represented by the Turkish mi-
nority in Germany, with the aim of helping to intensify German-Turkish relations. The
centre, led by Professor Faruk Sen, is promoted by an association, federal and state min-
istries, and the city and University of Essen. In the autumn of 1997, the State Centre for
Immigration in Solingen began work under the leadership of Dr. Lale Akgiin. The centre
is to function as a transfer interface between the academic and scientific worlds, politi-
cians and practitioners on immigration and integration issues. The North Rhine-
Westphalian State Government's Declaration of Intent said the centre should give “new
impulses for local people and immigrants to live alongside each other in equality and
peace.”

Crime

Crime by non-Germans is one of the most sensitive areas of policy on foreigners. No
other topic appears to be more suited to promote and strengthen existing prejudices against
foreigners. The crime rate among them is in fact declining. The proportion of non-German
crime suspects in 1993 was 33.6 percent, but dropped to 28.3 percent in 1996. But Bundestag
Deputy Speaker Burkhard Hirsch (FDP) points out: “We should take account of the fact
that the crime statistics also include offences by foreigners that Germans cannot commit,
such as those against the laws on passports and residence permits.”

Statistically however, compared with the rest of the population, foreigners are in-
deed disproportionately represented not only in crime as a whole, but also in some serious
offence categories. The latter include dealing in drugs, extorting “protection” money, theft,
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and robbery. A cause of the “immigrant crime” is certainly the now very noticeable pros-
perity gap between the western European countries and those of the former East Bloc.

Professor Christian Pfeiffer, Director of the Criminological Research Institute of Lower
Saxony, and one of the most noted crime researchers in Germany, points out in explaining
the immigrants’ social situation:

Foreigners have a high proportion of young men, live more frequently in big cities,
are much more often jobless and socially non-integrated, and in the light of such
general conditions commit more crimes. The foreigners’ high crime rate has nothing
to do with what passport they have, but simply with their social marginalization. If,
for example, we compare them with Germans in a similar situation, such as the newly-
arrived resettlers of recent years, there is no difference in criminal behaviour. ...The
ups and downs of the relative crime figures of Germans and foreigners depend upon
the success of integrating the respective wave of immigration. ...”

Young immigrants who turn to crime belong as a rule to the so-called “underclass.”
They have often a low perception of their own value and no positive concept for them-
selves. This encourages criminal behaviour. In contrast, integrated foreigners who have
lived in Germany for many years show up in the crime figures no more frequently than do
Germans. Thus, the proportion of “classic guest workers” (such as Italians, Greeks, and
Turks), to the total of non-German crime suspects dropped markedly from 32.6 percent in
1984 to 18 percent in 1992, although the overall number of foreign workers in Germany
rose during this period.

But the proportion of asylum-seekers to the total number of foreign suspects during
the same period increased from 7.7 percent to 33.9 percent. It must be noted here, how-
ever, that almost 30 percent of the non-German suspects was investigated merely because
of alleged offences against the Aliens Act and/or the law covering applications for asylum.
In addition, the figures tell us nothing about proven guilt or innocence. Only every fourth
foreign suspect ends up being convicted, while every third German accused is found guilty.

The politicians attempted in part to meet the growing perceived needs of many Ger-
mans for more security by resorting to radical measures to combat crime by foreigners.
Thus, the Bundestag in June 1997 passed a law under which foreigners can be deported
for simple breach of the peace, such as taking part in a non-approved demonstration,
without them having been tried and convicted of the offence with which they are accused.
The same applies to foreigners who have been convicted of a premeditated crime for which
they have been sentenced to at least three years in prison. The EU is currently also strength-
ening its fight against internationally organized crime with specific measures. In the long
term, the EU can only be successful by harmonizing its member countries’ interior and
judicial policies.

The police chief of Hanover, Hans-Dieter Klosa, has launched an advertising cam-
paign to recruit foreigners as police officers. Klosa points out that they would eliminate
the many language barriers between the police and foreign criminals. Police investiga-
tions could obtain certain information much earlier and act accordingly. Finally, Klosa
says, it also makes sense if understanding for the culture and mentalities of ethnic mi-
norities can be promoted among German police officers. He sees queries about his initia-
tive from colleagues in other big cities as confirming that he is right.
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Xenophobia

At the beginning of the 1990s, a number of factors triggered among sections of the
German population insecurity, fears, and also aggression against innocent people. The
factors were strong immigration pressure, rising unemployment — now affecting 4.5 mil-
lion people — economic uncertainties and the process of radical change, endangerment of
social security, disenchantment with politics, loss of value orientations and family bonds,
and the collapse of the political, economic, and social systems in the new eastern German
federal states. Attacks on foreigners made clear that xenophobia had grown not only in
juvenile sub-cultures. The German churches in July 1997 issued a joint statement on the
challenges of migration and the flight of refugees that said in part:

An important cause of xenophobic defensive attitudes is to be found precisely in the
continuing disorientation of the [German] population in the face of the social prob-
lems of migration, integration, and minorities. Another cause is that no adequate
consequences have been drawn from the obvious fact that the Federal Republic has
for more than a decade become a new type of immigration country — not within the
legal meaning, but in the social and cultural sense.

Following the attacks on foreigners, it was very heartening for many foreigners liv-
ing in Germany to see that millions of Germans took to the streets to protest against the
outrages. Many social activities at various levels have developed in recent years in reac-
tion to the increase in racially-motivated violence against immigrants and members of
other minorities. The activities include the anti-discrimination work of initiatives, the
continuation of the trade unions’ anti-racial educational work of many years, protest dem-
onstrations, and miles-long chains of people holding candles. There are also Round Tables,
Refugee Days, and Intercultural Weeks, statements by social associations and political
parties, and measures to combat violence in which government and non-governmental
organizations (NGOs) work closely together. The various activities focus on offering pro-
tection, advice, and help to the people affected by discrimination and violence, initiating
discussion processes, and sending public signals against xenophobia.

The Government supports these measures by funding anti-racism projects. For ex-
ample, the Action Programme Against Aggression and Violence brought previously vio-
lence-prone groups into specific youth work projects. Besides that, the German authori-
ties take rigorous action against right-wing extremism. Public prosecutors, internal secu-
rity services, and the police have been well-equipped to deal with it by the setting up in
recent years of special departments and staff reinforcement. Numerous right-wing ex-
tremist groups which systematically incited xenophobia have been banned during the last
few years. In Germany, incitement of racial hatred, denying that the Nazi Holocaust took
place, and disseminating right-wing extremist propaganda materials or using the sym-
bols of anti-Constitutional organizations are forbidden and punishable by years in prison.
While in 1993 the number of racially-motivated crimes against foreigners in Germany
totaled 6,721, it dropped in 1996 to 2,232. Following minor state election successes at the
end of the 1980s and beginning of the 1990s, extreme right-wing political parties such as
the Republikaner, the National Democratic Party (NPD), or the Deutsche Volksunion
(DVU) have in the meantime become insignificant again and are hardly represented in
state parliaments. They have never gained a single seat in the Bundestag in Bonn.
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One thing, however, must not be forgotten in this connection. All that parliaments
and governments can do is produce regulations of the formal, legal, and administra-
tive kind. Real integration can be achieved only from person to person, in the estab-
lishment of personal links, in mutual understanding, in direct contact. (Liselotte
Funcke, former Federal Government Commissioner for the Integration of Foreign

Workers and their Families)

Useful Addresses

Aktion Courage e.V. — SOS Rassismus
Postfach 2644
D-53016 Bonn

Tel.: +49/228/ 21 30 61 Fax: +49/228/ 26 29 78
Beauftragte der Bundesregierung fur die Belange der
Auslander

Postfach 14 02 80

D-53107 Bonn

Tel.: +49/228/ 5 27- 29 73/-29 74  Fax: +49/228/ 5 27 27 60
Bundeszentrale fir politische Bildung

Berliner Freiheit 7
D-53111 Bonn

Tel.: +49/228/ 5 15- 0 Fax: +49/228/ 51 51 13
Hauptstelle der RAA

(Arbeitstellen zur Forderung ausléandischer Kinder und
Jugendlicher)
Tiegelstr. 27

D-45141 Essen

Tel.: +49/201/ 8323- 301 Fax: +49/201/ 8328- 333
Haus der Kulturen der Welt
John-Foster-Dulles-Allee 10
D-10557 Berlin

Tel.: +49/30/ 397 87 3-0 Fax: +49/30/ 3 94 86 79

iaf e.V. (Verband binationaler Familien und Partnerschaften)
Kasseler Str. 1a

D-60486 Frankfurt/Main

Tel.: +49/69/ 7 07 50 -87 oder -88 Fax: +49/69/ 7 07 50 92

Industrie- und Handeslkammer zu Kéln
Unter Sachsenhausen 10-26
D-50667 Kdln

Tel.: +49/221/ 16 40-0 Fax: +49/221/ 16 40- 1 29
Informations-, Dokumentations- und Aktionszentrum gegen
Auslénderfeindlichkeit fir eine multikulturelle Zukunft (IDA)
Friedrichstr. 61 a
D-40217 Dusseldorf
Tel.: +49/211/ 37 10 26 Fax: +49/211/ 38 21 88
Institut der deutschen Wirtschaft e.V. (IW)
Gustav-Heinemann-Ufer 84-88

D-50968 Kdln

Tel.: +49/221/ 37 08 01 Fax: +49/221/ 3 70 81 92
Institut fur Migrationsforschung und Interkulturelle Studien

(IMIS)

Universitat Osnabrick
Neuer Graben 19/21
D-49069 Osnabriick
Tel.: +49/541/ 9 69 43 84 Fax: +49/541/ 9 69 42 80
Kriminologisches Forschungsinstitut

Niedersachsen e.V. (KFN)
Lutzerodestr. 9

D-30161 Hannover

Tel.: +49/511/ 3 48 36- 0 Fax: +49/511/ 3 48 36 10
Landeszentrum fur Zuwanderung NRW

BroRRhauser Str. 27
D-42697 Solingen
Tel.: +49/212/ 6 04 71 Fax: +49/212/ 6 04 60
“Mach’ meinen Kumpel nicht an!” e.V.

c/o “junges forum,” Festspielhaus
Otto-Burrmeister-Str. 1
D-45657 Recklinghausen
Tel.: +49/2361/ 1 55 21 Fax: +49/2361/ 91 84 85
ProAsyl — Bundesweite Arbeitsgemeinschaft fur Fluchtlinge
Neue Schlesingergasse 22
D-60311 Frankfurt/Main
Tel.: +49/69/ 23 06 88 Fax: +49/69/ 23 06 50
Statistisches Bundesamt

- Pressestelle -
Gustav-Stresemann-Ring 11
D-65189 Wiesbaden

Tel.: +49/611/ 75 34 44 Fax: +49/611/ 72 11 58
Verband Turkischer Unternehmer und Industrieller in
Europa (ATIAD) Dusseldorf

Wiesenstr. 70

D-40549 Dusseldorf

Tel.: +49/211/50 21 21

Zentrum fur Turkeistudien
Institut an der Universitat
GH Essen

Prof. Dr. Faruk Sen
Overbergstr. 27

D-45141 Essen

Tel.: +49/201/ 31 10 41 Fax: +49/201/ 31 10 43
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RESOURCE 16
Internet Addresses for Obtaining Resources

Translates documents
http://babelfish.altavista.digital.com/cgi-bin/translate?

Speeches of President of Federal Republic of Germany
http://www.bundespraesident.de

German Information Center
http://www.germany-info.org

General information on Germany
http://www.inter-nationes.de

House of the Wannsee Conference
http://wanseeedu@compuserve.com

Armonk Institute — American Jewish organization focusing on Germany'’s role in
contemporary Europe

http://www.armonkinstitute.org

Source of interdisciplinary units on human nature
http://fred.net/nhhs/html/beast.htm

Accesses sources dealing with world-wide genocide
http://www.igc.apc.org/iearn/hgp

The Making of a Skinhead — personal story of a former Skinhead
http://www.wiesenthal.com/tj/index.html

Website for Anti-Defamation League
http://www.adl.org

National organization examining racism, prejudice, and anti-Semitism
http://www.facing.org

United States Holocaust Museum
http://www.ushmm.org

Monitors “hate speech” across the Internet

http://www.hatewatch.org (WARNING: this site contains actual messages. If stu-
dents use this, they should be warned about content.)
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RESOURCE 17
German Citizenship and Naturalization

Source: copyright German Information Center
950 Third Avenue
New York, NY 10022-2781
Phone: (212) 888-9840
Web site: http://www.germany-info.org/facts/cit.htm
October 1998
Reprinting permitted

Under current German law, nationality is determined by the nationality of the par-
ents, not by the place of birth. This principle is called ius sanguinis, the law of parentage.
lus soli, the law of the birthplace, is the legal principle that determines citizenship by
place of birth; it determines nationality in the United States of America and [some] other
countries. Following a long debate over reforming Germany’s naturalization laws, the
governing SPD-Green coalition has proposed a series of changes that will give many chil-
dren born in Germany to foreign parents a claim to German citizenship.

Citizenship and Naturalization at Present
What determines German citizenship?

A child born in wedlock is a German citizen if one parent is a German citizen. Fol-
lowing liberalization of the law in 1993, the same is true for children born out of wedlock.
This is true whether the child is born in Germany or in another country. Inheriting the
German nationality of one’s parents ( ius sanguinis) is the only way to become a German
citizen automatically or by right. However, the German government intends to restrict
the application of the ius sanguinis principle for Germans who live permanently in other
countries. It is not German government policy to grant German citizenship to every per-
son of German descent or to encourage them to claim it.

Foreign-born immigrants and their German-born children may apply for German
citizenship if they fulfill a number of specific criteria. These include a lengthy stay in
Germany and renunciation of their original citizenship.

History of the ius sanguinis

The concept of citizenship and nationality dates from the French Revolution of 1789
and was first set down in the French Code Civile of 1791. The principle of nationality by
descent was first introduced in a German state, Bavaria, in 1818 and became the law of
the German Reich in 1871. The present nationality law came into force in 1914. It has
been amended a number of times since, without, however, changing the ius sanguinis
principle.
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International comparison

The traditional European concept of determining citizenship by descent is the most
widely applied one internationally. It governs the nationality laws of all northern, cen-
tral, and eastern European countries, of Islamic countries, and of Japan.

The principle of determining nationality by the place of birth, the ius soli or law of
the birthplace, has its historic roots above all in the United States, Canada, and Austra-
lia, countries colonized by immigrants of different European nationalities who wanted
their children to become Americans, Canadians, or Australians. Britain and France, which
after World War 11 took in large numbers of European and non-European residents of
former colonies, added the ius soli principle to their nationality laws.

The “right of return” for “ethnic Germans” and victims of Nazi persecution

Ethnic Germans are, in most instances, the descendants of German farmers and
craftspeople who settled in Russia, Romania, and other parts of Eastern Europe in the
18th century. Many were resettled within their countries by Stalin after Hitler attacked
the Soviet Union in World War 11. After the war, some fled to West Germany, but the Cold
War prevented the majority from leaving. These ethnic Germans enjoy the “right of re-
turn” under Article 116, paragraph 1 of Germany’s constitution and may take up resi-
dence in Germany.

Article 116, paragraph 2 extends the right to German citizenship to those deprived
of it on political, racial, or religious grounds between 1933 and 1945.

Becoming German: the naturalization process

Germany has a resident foreign population of about 7 million out of a total popula-
tion of 80 million. Although foreign-born children do not enjoy the benefit of the ius soli,
naturalization has always been possible and has become less restrictive in recent years.
Restrictions were eased in 1991 and again in 1993 with the intention of facilitating the
integration of long-term foreign residents and their children. Under current law, a for-
eigner between the ages of 16 and 23 has a claim to naturalization if he/she

= has resided legally in Germany for eight years

= has attended a school in Germany for six years

e gives up his/her previous citizenship, and

= has not been convicted of a major felony.

A foreigner who has resided legally in Germany for 15 years has a claim to natural-
ization if he/she

= gives up his/her previous citizenship

< has not been convicted of a major felony, and

= is able to support himself/herself and his/her family. (If the individual becomes

dependent upon public assistance for reasons for which he/she is not responsible,
this condition is waived.)

Spouses and underage children can be naturalized together with the original appli-
cant without having to fulfill the 15-year residency requirement.
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Planned Changes in Naturalization Law

Germany is currently home to 7.4 million foreigners, and the question of how they
can best be integrated within German society is the focus of a long-running public debate.
Two central questions in that debate are whether the requirements for naturalization
should be made less stringent and whether Germany should recognize dual citizenship.
The SPD-Green government that took office in October 1998 intends to introduce legisla-
tion to revise Germany’s naturalization laws. In the coalition agreement outlining their
agenda for the 1998-2002 legislative term, the Social Democrats and Greens back the
following changes:

= Children born in Germany to foreign parents would automatically receive Ger-

man citizenship if at least one parent had been born in Germany or had arrived
legally in the country before the age of 14.

= The residency requirement for individuals seeking German citizenship would be

cut from 15 to 8 years.

= Minors with foreign citizenship would be able to apply for German citizenship if

at least one parent with an open-ended residence permit had lived in Germany
for five years or longer.

= Foreigners married to Germans would be eligible for citizenship after three years’

legal residence in Germany, providing he or she had been married to the German
partner for at least two years.

= Foreigners acquiring German citizenship by birth or by naturalization would not

be required to renouncing their foreign citizenship — i.e., dual citizenship would
be allowed.
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The Nature of Constitutions:
Germany and the United States

Background

The American Constitution of 1787 is a reflection of classical Liberalism, drawing
heavily on the thinking of such political philosophers as David Hume, John Locke, and
Montesquieu. Largely as a result of their influence the American Constitution provides
for a national government limited in the powers granted it and constrained by a system of
separation of powers (three branches of government with the offices in each branch occu-
pied by different, separately selected individuals) and checks and balances (each branch
having a certain check on the others). A Bill of Rights containing most of the classical
rights promoted by “liberal” (“liberal” is in quotations here and below in order to distin-
guish its classical meaning from its use today in the United States to indicate “left wing”)
thinkers was not contained in the original Constitution. It was added in the form of the
first ten amendments two years after the Constitution went into effect and provides for
the protection of private property and a variety of civil liberties.

With the passage of a new constitution in 1949, called the Basic Law because it was
intended to be “temporary” until Germany was re-united, the Federal Republic became
the fifth political system or regime in Germany since Otto von Bismarck united the rela-
tively independent German states in 1871. These five political systems were

< Bismarck's Germany — 1871 to 1918

e the democratic Weimar Republic — 1919 to 1933

= the Third Reich — 1933 to 1945

< the Allied occupation — 1945 to 1949 (legally to 1955), and

e the Federal Republic — 1949 to the present.

Some observers argue that the unification of Germany in 1990 ushered in a “new” Federal
Republic (see Lesson V1), but this claim is controversial.

The Basic Law reflects three philosophical traditions. First, it contains the classical
“liberal” freedoms in the first eighteen articles that make up the German Bill of Rights. It
also contains articles providing for a considerable degree of separation of powers and
checks and balances. (It should be noted, however, that no parliamentary democracy —
which includes most democracies in the world — has these features to the extent we have
them in our American presidential democracy.) Secondly, the Basic Law reflects the so-
cialist tradition. This can be seen, for example, in the provisions concerning the welfare
state, obligations of owning property, public ownership of property, and uniform or equiva-
lent living conditions throughout the country. Thirdly, the Basic Law reflects a Christian
tradition, seen in provisions concerning social morality, religious education, institutional
prerogatives of the established churches, and rights associated with marriage and the
family. Donald Kommers, who has written extensively on German constitutional law,
notes that “[p]hilosophically and politically these traditions diverge significantly from one
another, yet they converge around a common core of belief about the role of the state, the
nature of constitutionalism, and the dignity of the human person [sic].”
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In accordance with the tradition of civil law or code law in continental European
countries, and in contrast to the British and American common law tradition, the Basic
Law is long and detailed — quite different from the brief U.S. Constitution. The Basic
Law has 146 articles in comparison to the 7 original articles and 27 amendments in the
American Constitution. It has been amended 43 times since 1949, while the American
constitution has been amended only 17 times since the first 10 amendments were added
in 1791. Some of the German amending laws have changed old articles in multiple ways
or have added new articles so that the total number of changes is much larger than 43.

As these numbers suggest, it is much easier to change the Basic Law than the Con-
stitution. All that is required is a two-thirds majority vote in the Bundestag (the popularly
elected national parliament) and Bundesrat (a second legislative chamber in which the
governments [cabinets] of the Lander are represented by a small delegation headed by a
specially appointed Land minister). In the United States, amending the Constitution re-
quires not only a two-thirds vote in the House and Senate, but also majority approval by
the state legislatures in three-fourths of the states. It can be argued, of course, that the
Supreme Court is an instrument of continuing constitutional change in the United States,
since its decisions serve in some ways as a substitute for formal constitutional amend-
ments. But this is true also, if to a lesser extent, of the Federal Constitutional Court in
Germany.

Similarities and Differences in Basic Rights

Like the American Bill of Rights, the Basic Law protects classical human rights such
as the freedom of speech, press, assembly, and religion. In some respects, however, the
Basic Law goes further by covering certain rights that are not mentioned in the American
Constitution and by being more specific about others. For example, the first twenty ar-
ticles provide for protection of human dignity, equality of men and women, freedom of
artistic expression, freedom of research and teaching, the right to exercise conscientious
objection to the military draft in return for alternative service, and protection against
discrimination based on race, birth, language, etc. Marriage and the family are protected,
provisions for public and private education are mentioned, and an article on asylum is
included. (The very liberal provisions of this article were recently revised to make Ger-
many less of a magnate for asylum seekers.) In addition to guarantees of religious free-
dom, the Basic Law calls for a “socially conscious” welfare state, although the definition of
such a state is left open. A new article added in 1994 provides for protection of the envi-
ronment. Attempts after unification in 1990 to add new provisions concerning certain
social rights and “state goals” such as the right to employment, the right to housing, and
the right to education and training were not successful.

Federalism

Germany, like the United States, Switzerland, Austria, and Belgium, is a federa-
tion. During the era of the Holy Roman Empire (which lasted many centuries until it was
finally dissolved in 1806 as a result of pressures from Napoleon) there were hundreds of
kingdoms, principalities, dukedoms, bishoprics, and city states making up the territory of
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the Empire. After Napoleon was defeated in 1815 and the Congress of Vienna was held, a
German confederation of 39 states was formed. In 1871, Germany was united under Bis-
marck as a modern state for the first time; however, unlike France and Britain, the Bis-
marck Reich respected German history in its organization as a federation of 25 states.
After World War | and the formation of the democratic Weimar Republic, Germany re-
mained a federation of 17 states. When Hitler became Chancellor, he abolished the fed-
eral system and created a highly centralized, unitary state. A dozen states re-emerged
after World War Il in the western occupation zones, but only three of these — Bavaria,
Hamburg, and Bremen — had existed before Hitler. The other German states consisted of
territories consolidated and rearranged by the allies. As indicated above, many city states
existed in the Holy Roman Empire, and two of these, Hamburg and Bremen, have sur-
vived. (We have no city states in the United States, of course, although Washington, D. C.,
would be one if it were to achieve statehood.)

After the War, the newly created and three older Lander came into existence before
the Federal Republic was created as a federal nation-state. But unlike in the United States,
there was no legal controversy in Germany over the role of the states as opposed to the
“people” in creating the federation. Representatives from the Lander met in 1948 at
Herrenchiemsee, a lake in Bavaria, to draft the new constitution and form the parliamen-
tary council which in 1949 negotiated with the Allies over the final text of the constitu-
tion. The Basic Law or constitution was then approved by the parliaments of the Lander
(except Bavaria) rather than by popular referendum. Thus the Federal Republic is clearly
the creation of the German Lander. This was reflected in the Preamble of the original
Basic Law, which stated that the German people in the Lander were creating the new
constitution and acting also on behalf of those Germans in the East who were not allowed
to participate. All Germans were then asked to strive for unification in freedom. (At first,
the East German constitution also appealed for unity under its system, but this goal was
later dropped when the Communist regime tried to draw a sharp distinction between East
and West Germans). After unification in October 1990, the Preamble was changed. It now
states, like the American Constitution, that “the people” have adopted the Basic Law and
that the Germans in the current sixteen states have achieved “the unity and freedom of
Germany.” It should be noted, however, that neither in Germany nor the United States
did “the people” vote directly for their constitutions.

Many of the articles of the Basic Law are related in a direct or indirect manner to
federalism, and most amendments have concerned some aspect of federalism. In the first
paragraph of Article 20, the Federal Republic is described as a “democratic and socially
conscious [sozialer] federal state.” Federalism, though not defined by the Basic Law, is
even protected by a “perpetuity clause” that forbids changes in “the division of the federa-
tion into Lander” or changes which affect their fundamental participation in the legisla-
tive process.

Until about the time of the New Deal in the 1930s, American federalism was de-
scribed as “dual federalism.” This meant that the national government had certain tasks
to perform with its own revenues and bureaucratic personnel, and the states had their
separate functions that they carried out with their own resources and personnel. Begin-
ning more or less with Franklin D. Roosevelt's administration and continuing to the present
time, the federal government has taken a more activist role in many areas of government
and implemented policies that called for a sharing of resources and responsibilities in
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dealing with numerous problems. This came to be known as “cooperative federalism.”
Though it has gone through numerous changes and challenges through the years, it is still
a characteristic of American federalism to a considerable extent.

Federalism in Germany is also often described as “dual federalism,” but in this case
the concept refers to legislation being passed mostly at the national level and administra-
tion taking place mostly at the state level. Some observers, especially foreigners, believe
this means that Germany is really a kind of decentralized unitary state rather than a
federation. This is not quite accurate, because there are a number of subjects that are the
legislative responsibility of the states — e.g., local governments, police, cultural affairs
including education at all levels, planning, and economic development policies of various
kinds. Administration of federal laws by the states is also done within a system of consid-
erable autonomy, which is to say that there is relatively little federal interference.

Of great importance in understanding German federalism is recognizing the role of
the second legislative chamber at the national level, the Bundesrat. This chamber is not
elected by the people. Rather, it represents the state governments roughly in proportion
to the size of their populations. Approval by the Bundesrat is required for about 60 per-
cent of the bills passed by the popularly elected parliament, the Bundestag. The legisla-
tive process will be discussed in more detail below.

Parties and Elections in Germany
Parties and the Constitution

The authors of the Basic Law were people who had participated in politics in a vari-
ety of ways during the Weimar Republic, the German democratic system that followed
World War | but was replaced in 1933 by Adolf Hitler and his dictatorship of one party
under one leader. The founding fathers were determined to write a constitution that would
protect the new democratic Germany from some of the forces that had undermined the
Weimar Republic.

A number of their ideas are contained in the Basic Law’s Article 21, which deals with
political parties. Unlike most older constitutions including the American one, the Basic
Law explicitly mentions political parties. Article 21 says that parties have the right to
participate freely in the political process. It requires that they exercise intraparty democ-
racy and account for the sources of their funds. Another provision in the same Article
permits the Federal Constitutional Court to outlaw political parties that try to undermine
the free democratic order of the country.

Of particular interest today is the constitutional provision in Article 21 that the
political parties “must publicly account for the sources and use of their funds and for their
assets.” As a result of this provision, the Bundestag passed a “Party Law” in 1967 that has
been revised on several occasions. This law has provided not only for accounting proce-
dures for sources of funds and assets, but also for an elaborate and very generous (and
therefore controversial) system of public financing for the German parties and their elec-
tion expenditures. As in all other European countries, German parties also receive free
television and radio time. In general one could argue that if the United States represents
one end of a continuum featuring candidate-oriented elections managed by the candidate
and financed largely with private and even personal funds, Germany represents the other
end with party-oriented, party-managed, privately and publicly financed campaigns.
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Political parties

With the occupation and division of the country into four zones in 1945, selected
political parties were allowed to form. These were the Christian Democratic Union (CDU)
and, in Bavaria, the Christian Social Union (CSU); the Social Democratic Party of Ger-
many (SPD); the Free Democratic Party (FDP); and the Communist Party of Germany
(KPD).

In the Soviet Zone, the SPD was forced in 1946 to merge with the KPD, thus forming
the Socialist Unity Party (SED). The East German Communist regime continued the pre-
tense of permitting other parties to exist, but these “block parties” had to recognize and
support the leading role of the SED. Thus East Germany was really a one-party state.
Following the collapse of the Berlin Wall and German unification in 1990, the West Ger-
man parties became the dominant parties in the East as well. However, the former Com-
munist SED re-emerged as a reformed Party of Democratic Socialism (PDS) under new
leadership, and it has been able to secure a strong foothold in the East, ranging from 15 to
25 percent of the total vote. It draws support from many former East German officials
such as public employees, military officers, and police, and from people who feel they have
suffered from the effects of unification such as unemployment. The PDS has minimal
support in West Germany, and its future in the united Germany over the long run is
uncertain. However, it did receive slightly more than 5 percent of the total vote in the
1998 parliamentary elections — almost 22 percent in the East and about 1 percent in the
West.

Early on in West Germany, several small parties contested elections especially at
the state and local levels. With the establishment of the Federal Republic in 1949, how-
ever, significant changes in the traditional German multiparty system soon occurred.
Under Article 21 of the Basic Law, the Federal Constitutional Court outlawed an extreme
right party in 1952 and the extreme left Communist KPD in 1956, even though both
extremes had been discredited anyway among all but a few German voters. In 1968, the
Communists reappeared under a new name, German Communist Party (DKP). This still
exists today as a small group of true believers who were not capable of assimilating with
the new PDS.

The German party system came to be characterized as a 2% party system. This was
in part because of the new electoral system which requires that parties, in order to gain
parliamentary seats, must either receive at least five percent of the votes or win a plural-
ity in a single-member district. It was probably even more due to a decline in extremist
political ideas and movements. The two large parties were the SPD and the coalition
consisting of the CDU and CSU, which together formed one party group in the national
parliament. The FDP was the small “¥2 party” in between that at different times joined
government-forming coalitions with both the Christian Democrats and the Social Demo-
crats. Because the FDP was generally needed by one or the other of the large parties to
form a coalition government with a parliamentary majority, it could “tip the scales” as
Zunglein an der Waage. From the 1950s to the federal election of March 1983, the CDU/
CSU, SPD, and FDP completely dominated the national party scene with more than 90
percent of the vote.

The CDU and the SPD became the two largest parties in part because of their grow-
ing efforts to become pragmatic “catch-all parties” (Volksparteien) that could appeal to a
broad cross-section of the voters. The CDU moved first in this direction by appealing to



164 LI UniT Ill: INTRODUCTION

Protestants as well as to its Catholic base, by promoting traditional family and religious
values, by supporting a free-market economy within the framework of a generous welfare
state (a feature that distinguishes it from the Republican Party in the U.S.), and by taking
a staunchly pro-Western, pro-European integration, and anti-Communist stance. It re-
ceived its strongest support from the more religious voters, both Catholic and Protestant,
in the West and South of Germany especially in small towns, with the CSU getting a
majority of the votes in conservative, Catholic Bavaria. Both the CDU and CSU can be
seen as moderate-to-conservative parties, but the CSU is somewhat more conservative on
many issues than the CDU.

At first the SPD was for more socialism and less capitalism; for more neutrality in
foreign affairs in order to encourage the Soviets to let Germany reunify; for more separa-
tion of church and state. It was more working class and more Protestant in its voter
support. It has generally been strongest in the mostly Protestant northern half of Ger-
many, especially in the cities. After 1959, the SPD began to copy the CDU by moving in
the direction of a broadly based catch-all party. It remained a strong supporter of the
welfare state, but it was no longer hostile to capitalism; it decided to support strong ties to
the West including German membership in NATO; and it reached out to the less conser-
vative Catholic and middle-class voters. It became and remains today the moderate-to-
left alternative to the Christian Democratic CDU and CSU. After unification in 1990, it
had high hopes of gaining a majority of the voters in former East Germany, which is
overwhelmingly working class and, at least nominally, Protestant. The SPD was strong in
that part of Germany before Hitler, but since 1990 the party’s support there has been
disappointing. The SPD found itself caught between the PDS, the party of the “real” so-
cialists which appeals to the disappointed portion of the population following unification,
and the CDU, which appeals to those who see free enterprise and unification in a more
favorable light. However, by the end of the 1990s there was growing evidence that support
for the CDU was declining rather precipitously. This was confirmed in the elections of
1998, when the CDU lost badly to the SPD, especially in the East.

Like the SPD, the FDP has roots that go back to the second half of the nineteenth
century. It is a “classical liberal” party — that is, a party that focuses on free enterprise
and human rights such as freedom of speech, press, assembly, religion, etc. The FDP is a
centrist party leaning to the right in supporting the free enterprise system and pro-West-
ern foreign and defense policies and to the left in advocating the protection of civil liber-
ties and separation of church and state. Thus it is more like the American Republicans in
terms of its economic and foreign policy orientation and more like the Democrats in its
focus on civil liberties and religious separation. It appeals largely to Protestant middle-
class voters in western Germany. It has very little support in the East.

Following the turmoil associated with the student movement in the late 1960s and
early 1970s, there were strong signs of a return to ideology and militancy in German
politics. This was expressed in a variety of ways, including the formation of a number of
radical student groups that were largely anti-American (due to, for example, the Vietnam
war, “aggressive” American Cold War policies, U.S. dominance of NATO, and racial and
social conflict in the U.S.), pro-Third World, vehemently anti-establishment, anti-capital-
ist, and even pro-Communist in some cases. A small group of radicals known as the “Baader-
Meinhoff” gang (later called the Red Army Faction, or RAF, which announced its dissolu-
tion in late winter of 1998) even became so extreme that they engaged in terrorist activi-
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ties, including the kidnaping and murder of government and industry officials. Their ac-
tivities and the sometimes violent behavior of some of the student rebels led to the “radi-
cal or extremist decree” of 1972 authorizing the exclusion of radical group members or
adherents from any kind of public service. These included appointments to teaching posts,
judgeships, and the traditional bureaucracy — the traditional career goals for a majority
of students. Since membership in or adherence to radical groups had to be documented,
widespread surveillance of student activities took place. This, in turn, led to great contro-
versy, including charges of police-state behavior on the part of the authorities. Some of
the states began to reduce their surveillance and enforcement of the decree in the 1980s,
and student radicalism began also to subside during that decade. However, the contro-
versy over this issue and the constitutional issues raised by it did not cease until the
collapse of the East German regime in 1989 and 1990.

Another result of the student turmoil of the 1960s and 70s was increased tensions
and conflict inside the left-of-center SPD and the emergence of the strongly environmen-
talist, feminist, and pacifist Greens in the late 1970s. With the collapse in September
1982 of the SPD-FDP, Social-Liberal government coalition under Chancellor Helmut
Schmidt and the formation of the CDU/CSU-FDP coalition government under Chancellor
Helmut Kohl, a two-block system emerged with the CDU/CSU and FDP generally to the
right of center and the SPD and Greens to the left.

Beginning in 1989, a new party on the far right, the Republicans, joined with older,
small right-wing parties, only to be more or less replaced in 1998 by the German Peoples’
Union (DVU). Since 1990, some former Communists especially in the East have formed
the PDS, taking up a position on the far left of the party spectrum. There have been some
voices advocating the banning of far left and far right parties on the grounds that their
goals are to undermine the basic democratic order; however, such voices have been ig-
nored for a variety of reasons including the belief that German democracy is certainly
strong enough to withstand such challenges they pose and that they should be fought at
the polls rather than in the courts.

Due to a general decline of votes for the CDU/CSU, SPD, and, especially, the FDP
since 1980, and the rise of the Greens, PDS, Republicans, and now DVU to relatively
small but still noteworthy levels of electoral support, the German party system has un-
dergone considerable change. By the mid 1990s, doubts were being expressed whether the
traditional party coalitions of CDU/CSU-FDP, SPD-FDP, or a combination of SPD and
Greens (which since the early 1980s formed coalition governments in several states) could
create a stable majority government in Bonn. Thus a “street light coalition” consisting of
the “red” SPD, the “yellow” FDP, and the Greens, or a grand coalition consisting of the
CDU/CSU and SPD (which existed in Bonn in the years 1966—-1969), might be required to
form a government. The Republicans on the far right, who have never gained the required
five percent of the national vote but have received up to ten percent of the vote in a few
south German state elections, are not considered an acceptable partner by the other par-
ties, including the Christian Democrats. The far-left, former Communists in the PDS are
not acceptable to the national leadership of the SPD and Greens, although the PDS has
held seats in the Bundestag since 1990 and is giving parliamentary support to a minority
SPD government in one of the eastern states. There is a small minority of politicians in
the SPD and Greens, however, who see the PDS as a potential partner in Bonn. This has
led to serious conflicts within the SPD and Greens over what should be their relationships
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to the PDS. However, this issue became less pressing after the 1998 elections, when it
became clear that an SPD-Green coalition government could be formed.

In summary, it is clear today that the old 2¥ party system is history and a more
complicated multi-party system has taken its place. One can argue that there is now a
two-block system, with the CDU/CSU, FDP, and Republicans on the right and the SPD,
Greens, and PDS on the left. However, the two parties on the opposite ends of the spec-
trum, the Republicans and the PDS, are not considered to be acceptable coalition part-
ners. Whether the CDU/CSU and FDP on the right and the SPD and Greens on the left
will be able in the future to form a stable right or left majority for governing purposes
remains to be seen. If not, we may witness the return of a grand coalition of CDU/CSU and
SPD. While many voters would like to see a grand coalition (just as many Americans want
Republicans and Democrats to “stop bickering” and work together), the problem would
then be that of no strong opposition party to check and control the majority and the gov-
ernment it supports.

The German electoral system

Though not a part of the Basic Law, the electoral system of Germany is both very
important for the way the political party system functions and very interesting for Ameri-
cans and other foreign observers.

In the United States and other former British colonies, the electoral system is based
on the British “first-past-the-post” system. We call it the “single-member-district” or “ma-
jority” system, sometimes also the “majority-take-all” system. That means that in our
country, with some exceptions at the local level, the territory of the towns, cities, and
states is divided into districts of various sizes in which only one of the candidates can win.
For U.S. Senators and state-wide elected officials such as governors, the entire state be-
comes the electoral district. The states and the District of Columbia make up 51 electoral
districts for Presidential candidates. But again, it is “winner take all” in each state. If
there are three major presidential candidates, as in 1992 and 1996, the candidate with the
most votes, not necessarily an absolute majority, wins all of the electoral college votes in
that state.

In Germany after World War |, a system of pure proportional representation (PR)
was introduced. PR means that the percentage of votes received by each party equals or
comes close to the percentage of seats it gets in the parliament. It took only about 60,000
votes in the entire country for a party to win a seat. While this was a very “democratic”
and “fair” system, many informed observers of German politics believe that it contributed
significantly to the fragmentation of political parties and to the rise of extremist parties,
such as the Nazis and Communists. The dozens of parties that emerged in the Weimar
Republic due to PR made the formation of a stable majority government very difficult,
while making it easier for the extremist parties to gain a foothold and then undermine the
democratic system itself.

Today the German electoral system is a fascinating combination of PR and single-
member districts that has also been adopted in part by other countries such as Russia and
New Zealand. It is a “personalized PR system” in which the voter casts two votes. The first
vote is cast for candidates running in a single-member district where, as in the United
States, only one candidate can win. The second vote is the more important of the two.
With it the voter selects a political party — i.e., selects a list of party candidates chosen by
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party committees in the voter’s state. The total number of seats in the Bundestag won by
a particular party is determined by a special formula based on the total number of “second
votes” cast in the entire country for that party. These seats are then distributed among
the states in proportion to the party’s share of the state’s allocated seats. (The number of
seats in the Bundestag allocated to a state is based on the proportion of its population to
the national population.) For example, if a state is allocated 40 seats and a party wins
around 50 percent of the vote in that state, the party receives about 20 seats of that state’s
seats.

To qualify for seats, however, a party must either win at least five percent of the
national vote or win three direct single-member seats. While this famous “five percent
clause” has prevented tiny splinter parties from fragmenting the party system, critics
complain that it favors the older, established parties at the expense of new parties. In
fact, however, the clause has not prevented several new parties from entering many local
government councils and state parliaments, and it did not prevent the Greens, who emerged
around 1980, from entering the Bundestag in 1983.

Regarding the first vote that is cast for candidates running in a single-member dis-
trict where only one candidate can win, half of the seats in the Bundestag are gained in
this manner. The other half are won by candidates on the party lists via the PR process
described above. The seats won in the single-member districts are subtracted from the
total seats won by each party in each state, and the remaining seats are filled by candi-
dates taken from the party lists. Former Chancellor Kohl's Christian Democrats, which in
the elections of 1990 and 1994 won most of the single-member district seats, received
fewer party-list seats, while the major opposition party, the Social Democrats, won fewer
seats directly and more from the party lists. The small parties such as the FDP and Greens,
which receive more than five percent of the national vote but not enough to win in a
single-member district, get all of their seats from the party lists — i.e., from the PR fea-
ture of the electoral system. If a party fails to win at least five percent of the total national
vote, it may also qualify for receiving party-list seats by winning a plurality in at least
three single-member districts. This happened for the first time in the elections of 1994,
when the communist PDS party in eastern Germany won four direct seats. In 1998 they
again won four direct seats, but they also qualified for the PR feature of the electoral
system by receiving five percent of the total national vote.

Government Institutions
The Basic Law and the parliamentary system

The Basic Law, or constitution, of 1949 is regarded today as a model of democratic
government and has been examined carefully and copied to some extent by a number of
European and other countries that have made or are making the transition from a dicta-
torship of the Right (e.g., Spain in the mid 1970s) or the Left (e.g., former Soviet satellites
in Eastern Europe in the 1990s). The Basic Law provides for legislative, executive, and
judicial branches just as the American Constitution does; however, the German institu-
tions are very different from ours in some ways. Germany, like most other democracies,
has what is called a parliamentary system, whereas we have a presidential system. In our
system, each branch is separate from the others, and each checks and balances the others.
In a parliamentary system, the judicial branch is separate and independent from the
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other two branches, but the executive and legislative branches are not so separate. In-
deed, the legislature (parliament) selects the head of government (in Britian, the prime
minister; in Germany and Austria, the chancellor). The head of government is different
from the head of state (in Britain, the monarch; in Germany, the president), who is se-
lected not by the people but by an assembly made up of legislators from the Bundestag
and the state parliaments. The German president has mostly ceremonial duties, while
the chancellor and his cabinet ministers make up the actual “government.”

Parliament and the legislative process

The German parliament is said to consist of two chambers, the Bundestag (Federal
Assembly) elected by the people, and the Bundesrat (Federal Council), which consists of
unelected members sent by the state governments. As we shall see, however, the Bundesrat
is not really a house of parliament. It is a part of the legislative branch in that it deals
with the passage of many laws, but it is also part of the executive branch in so far as it
represents the elected governments of the states — i.e., the state prime ministers (“minis-
ter presidents”) and their cabinets. It is sometimes referred to as “the state chamber.”

Before unification, the Bundestag had 496 members, not including the nonvoting
members from West Berlin, which legally was under Allied occupation and not a part of
West Germany. Since unification, the Bundestag has been officially enlarged to 656 mem-
bers. According to reform plans, it will have 598 members after the 2002 elections. In
accordance with the complicated electoral system, half of the members are elected in single-
member districts and half enter the parliament via party lists. As discussed above, the
total number of seats received by each party is based on the proportion of votes received
nation-wide, that is, the percentage of seats equals (more or less) the percentage of votes.
Only parties that receive five percent or more of the vote are represented in the distribu-
tion of seats; however, any seats captured in single-member districts can be retained, and,
if a party wins in three or more single-member districts, it participates in the proportional
distribution of party-list seats just as if it had won five percent of the total vote. So far only
the communist PDS party has gained party-list seats by winning enough single-member
district seats to make up for its receiving less than five percent of the total vote. Thus in
the 1994 national elections, the PDS was able to take advantage of the proportional distri-
bution of seats by winning a plurality in four districts in East Berlin.

A major difference between the American presidential system and a parliamentary
system such as the one found in Germany, most other European countries, or Canada, is
the differing role of the parliament in supporting the government (or, as we would say, the
Administration). The general rule in a parliamentary system is that the government is
formed by a parliamentary majority consisting of one or more parties. In Great Britain,
which has two major parties in addition to a few smaller ones as a result of its “first-past-
the-post” or single-member district electoral system, one of the two large parties almost
always has a majority of seats in the House of Commons. On the European continent, in
contrast, almost all governments are coalition governments consisting of two or more
parties that together have a majority in parliament. This, of course, is because most Euro-
pean countries have a proportional representation electoral system and therefore a multi-
party system in which a single party rarely gains an absolute majority of the seats in
parliament.
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As noted in the discussion above, German national governments are always coali-
tion governments. For example, Chancellor Helmut Kohl has managed to stay in office
since October 1982 because his party, the CDU, together with its Bavarian sister party,
the CSU, and their smaller coalition partner, the FDP, have retained a majority of seats
during that entire period of time. Thus Chancellor Kohl, just like any British or Canadian
prime minister, stays in office only so long as he has majority support in parliament and
remains leader of his party. The chancellor can be removed from office in between elec-
tions by a vote of no-confidence by a parliamentary majority, but only if that majority can
support a new chancellor at the same time. The Germans call this a “constructive vote of
no-confidence.” Thus Helmut Kohl became Chancellor in October 1982 because the FDP
deserted its coalition partner, the SPD, and joined with the CDU/CSU in forming a new
majority and thus a new government by voting for Kohl to replace the former SPD Chan-
cellor, Helmut Schmidt.

The Bundesrat, as we have seen, is not an elected body comparable to the American
Senate (which was selected by state legislatures until 1916!), but rather a unique body
that represents state governments in the national legislative process. A comparable Ameri-
can system would be each American governor having a secretary in the national cabinet
who would represent the governor’s administration in Washington vis-a-vis the House of
Representatives and the President. Each state in Germany has a cabinet minister in the
Bundesrat who serves as a kind of state ambassador in the national capital, where each
state has a mission. The Bundesrat cabinet minister also has a number of high-level civil
servants from the state who serve on Bundesrat committees and negotiate policies behind
the scenes for their minister. They usually sit with the minister in the Bundesrat when it
is in session, but only the minister votes.

Depending on the size of its population, each state has from three to six votes in the
Bundesrat, which are cast as a bloc by the state cabinet minister or the state prime min-
ister. The majority of the 69 votes in the Bundesrat does not have to correspond to the
same majority in the Bundestag. Indeed, for much of the Kohl era, the SPD has done
better than the CDU and FDP in state elections; therefore, it has more state prime minis-
ters and parliamentary majorities in the sixteen states than the CDU and FDP, and, as a
result, has more votes in the Bundesrat. This means that the Germans, like the Ameri-
cans, can have divided government. As in the United States, this is a two-edged sword. On
the one hand, it means that in order to function well, the political system requires a
certain amount of cooperation, because the parties must reach a compromise if the
Bundestag and Bundesrat are both going to pass a bill. On the other hand, it can mean
that the majority in the Bundesrat can block many of the most important bills passed by
the government-controlled Bundestag and thus engage in the politics of gridlock. Thus the
Bundesrat can exercise a check on the government and its majority in the Bundestag that
is without parallel in other European parliamentary systems.

As in the United States, where a conference committee usually irons out differences
between the House and Senate, a mediation committee composed of members of the
Bundestag and Bundesrat is usually able to reach some kind of compromise when the two
bodies have voted in opposite ways. Unlike in the United States, however, the two bodies
in Germany do not have to approve all legislation: the Bundesrat votes only on constitu-
tional amendments and on those bills that affect the states directly or indirectly, which is
about 60 percent of all legislation.
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The chancellor

As we have seen above, the chancellor is the head of government elected by the
majority party or parties in the Bundestag. He or she must be elected at the beginning of
each Bundestag term following a general election. He/she can be removed involuntarily
between elections only by the “constructive vote of no-confidence” described above. The
constructive vote of no-confidence was another innovative provision of the Basic Law of
1949 that gave more stability to the German parliamentary system. Thus, a constitu-
tional barrier was constructed against negative majorities, such as the Nazis and Commu-
nists at the end of the Weimar Republic who together could bring down governments but
not form one themselves.

The president

The president of Germany is the ceremonial head of state, like the constitutional
monarch in Britain, Spain, the Netherlands, and Sweden. He or she serves a five-year
term and may be re-elected only once. The president is not elected by the people, but by a
Federal Assembly consisting of the members of the Bundestag and an equal number of
state legislators. The president makes a number of routine appointments including fed-
eral judges, higher civil servants, and military officers, and can issue pardons. But his/her
most important domestic duties are to propose a candidate for chancellor (normally this is
the leader of the largest party or party coalition), appoint federal ministers on the recom-
mendation of the chancellor, and decide whether under certain circumstances to dissolve
the Bundestag and call for new elections. The president also serves as a moral spokesman
for the country — for example, President Richard von Weizsacker gave a speech in the
Bundestag on the 50th anniversary of the beginning of World War Il in which he ex-
pressed deep regret for the War and, in particular, for the atrocities and violations of
human rights committed by the Nazi state. The president’s important international du-
ties consist of representing Germany by making official visits abroad.

In the Weimar Republic, the democratic political system that emerged after WWI
and which was overthrown by Hitler in 1933, the president was elected by the people and
had considerable power including appointing chancellors and exercising emergency rule.
It was out of frustration with the ability of the parliament to form a majority government
that President Hindenburg appointed Hitler, who was never formally elected to office.
Hindenburg and many others thought Hitler would not last long in office, but Hindenburg
died shortly after he appointed Hitler, and Hitler soon outlawed the non-Nazi parties.

It was because of such bad experience with an elected president that the founders of
the Basic Law made the president of the Federal Republic a largely ceremonial head of
state. In carrying out his duties today, the president, like other ceremonial heads of state,
is expected to remain “above politics” and not become involved in controversy. Neverthe-
less, some presidents, such as the current president, Roman Herzog, and his predecessor,
Richard von Weizsacker, have exercised considerable moral authority through their
speeches and behavior.

The federal courts

In the United States, we have Federal District and Circuit Courts and the Supreme
Court, plus some special federal courts such as the Military Court of Justice. Each state
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also has a court system. In Germany, almost all of the federal courts are appeals courts to
which decisions of state-level courts can be appealed. There are different kinds of courts,
depending on the kinds of law involved. There are separate federal courts for social wel-
fare questions, labor questions, questions of administrative law, and criminal and civil
law issues. The court that is best known is the Federal Constitutional Court (the equiva-
lent of our Supreme Court), which deals only with constitutional issues that are generally
sent to it directly rather than through the appeals process, as in the United States. The
Federal Constitutional Court is divided into two parts, called Senates, which deal with
different sets of questions. Half of the judges are selected by the Bundestag, and half by
the Bundesrat for nonrenewable terms of twelve years. This serves to grant the judges
independence from the government.

The Federal Constitutional Court, like the American Supreme Court, has the right
of judicial review, that is, the right to declare acts of the executive and legislative branches
unconstitutional. As in the United States, this function can become very controversial,
and the Federal Constitutional Court is often criticized for many of its most important
decisions. Unlike the U.S. Federal Courts, which can hear only real “cases and controver-
sies,” the Federal Constitutional Court can issue “advisory” rulings involving legislation
that has not yet been implemented. In spite of the controversy that surrounds the Court,
it enjoys great prestige and public approval.

Conclusion

It is clear that the German and American constitutions are very different in many
respects. The American Constitution is derived from one philosophical tradition, classical
“liberalism,” while the German Basic Law is based on three traditions: classical liberal-
ism, socialism, and Christian, especially Catholic, social doctrine. The American Consti-
tution provides for a presidential system with a pronounced separation of powers and
checks and balances, while the Basic Law is the foundation of a parliamentary democracy
with separation of powers found primarily between the Bundestag and Bundesrat, espe-
cially when there is divided government. The Bundesrat is an institution unique to Ger-
many in that it is a non-elected body consisting of appointed delegates that represent the
respective state governments. Like the Supreme Court in the United States, the Federal
Constitutional Court is also an example of separation of powers and a powerful instru-
ment of checks and balances.

Like the American Bill of Rights, the Basic Law protects classical human rights; but
certain other rights not specifically covered in the American Bill are also mentioned. Also
in contrast to the American Constitution, the Basic Law calls for a “socially conscious”
welfare state and for the protection of the environment.

The German Basic Law was the first to mention the role of political parties. The
parties are regulated by a Party Law, passed in 1967 and revised many times since, that
regulates the internal order of the parties, insists on procedures that guarantee a consid-
erable degree of intraparty democracy, and provides for an elaborate system of public
financing of parties and elections. The Basic Law also makes it possible for the federal
government —i.e., the cabinet — to bring a party before the Federal Constitutional Court
and ask that it be outlawed on the grounds that its goals include the undermining of the
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free democratic order. An extreme right party was banned under this provision in 1952,
and the Communist Party was outlawed in 1956; however, a renamed Communist Party
was allowed to return in 1968, and a reformed version of the old East German SED now
operates as the PDS.

Arthur B. Gunlicks

The German States

University of Richmond

State (Land) Population No. of seats in Capital city
the Bundesrat
Baden-Wurttemberg 10,300,000 6 Stuttgart
Bavaria 11,900,000 6 Munich
Berlin* 3,400,000 4
Brandenburg 2,600,000 4 Potsdam
Bremen* 700,000 3
Hamburg* 1,700,000 3
Hesse 6,000,000 5 Wiesbaden
Mecklenburg-West Pomerania 1,800,000 3 Schwerin
Lower Saxony 7,700,000 6 Hanover
North-Rhine Westphalia 17,800,000 6 Dusseldorf
Rhineland-Palatinate 3,900,000 4 Mainz
Saarland 1,100,000 3 Saarbricken
Saxony 4,600,000 4 Dresden
Saxony-Anhalt 2,800,000 4 Magdeburg
Schleswig-Holstein 2,700,000 4 Kiel
Thuringia 2,500,000 4 Erfurt
Federal Republic of Germany 81,400,000 69 Bonn/Berlin**

*City-states

**Berlin is now the official capital, but the government and parliament will remain in Bonn until
construction of new facilities is completed after the year 2000. Some ministries will remain in Bonn
even after 2000.

This text can be found on the Armonk Institute’s Web site at
armonkinstitute.org/gunlickslesson05.htm
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The Nature of Constitutions:
Germany and the United States

Lessons in Unit 111
Lesson 1: Comparing the Basic Law and the Constitution
Lesson 2: Comparing the Language of the German and U.S. Preambles
Lesson 3: The Court's Role in Interpreting Laws

Overview

The lessons in this Unit compare and contrast two constitutional documents, the
Federal Republic of Germany’s Basic Law (1949/90) and the United States Constitution
(1789). They also emphasize the historical reasons for the differences between these two
documents. The lessons are designed to provide the students with an understanding of
the principles and concepts common to all representative governments. They fit nicely
into the comparative government units of high school government courses. Included are
exercises designed to meet specific SOL in History/Social Science and English.

Lesson 1. Comparing the Basic Law and the Constitution

Preview of Main Points

These activities address the differences and similarities between the German Basic
Law and the U.S. Constitution. This analysis is based on the principle that the words do
matter. The issue of how these documents have changed or stayed the same is critical,
given the 150-year time span from the ratification of the Constitution to the post-World
War 1l drafting of the Basic Law. Students will see that regardless of how different our
governments may seem on the surface, certain key principles and components serve as
the foundation for most modern constitutional democracies.

Key Concepts
= Constitutional government
= Basic freedoms
= Constitution making
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Related Concepts

= Civil rights

= Civil liberties

= Statutory law

= Amendments

e Preambles

= The legislative process

Objectives

During this lesson, the students will

= compare and contrast the primary
components of the U.S. Constitution
and the German Basic Law

= identify German legislative and
amendment processes and evaluate
their function relative to the Ameri-
can model

= compare and contrast civil liberties as
expressed in the 18th-century U.S.
Constitution and the 20th-century Ba-
sic Law

explain the philosophies of govern-
ment represented by the two contrast-
ing preambles.

Focus Questions

1.

How do experiences had and the re-
sulting lessons learned by our parents
and grandparents affect the choices
and decisions we make today?

How do family and community docu-
ments help communicate important
experiences to younger generations?
How did Germany, as a result of his-
torical experiences, change the basic
functions of government to meet the
new challenges facing the German
people in the 20th century?

Teaching Suggestions

It is recommended that information from
Units I, I, and V be introduced so that the stu-
dents can place in historical context the origi-

RELATIONSHIP TO THE VIRGINIA STANDARDS
OF LEARNING

History and Social Science

71 The student will compare the Charters of the Virginia
Company of London, the Virginia Declaration of Rights, the
Virginia Statute of Religious Freedom, the Declaration of
Independence, the Articles of Confederation, and the
Constitutions of the United States and Virginia, as
amended, with emphasis on their treatment of
a. fundamental political principles including

constitutionalism and limited government, rule of law,
democracy and republicanism, sovereignty, consent
of the governed, separation of powers, checks and
balances, and federalism; and

b.  fundamental liberties, rights, and values including
religion, speech, press, assembly and petition, due
process, equality under the law, individual worth and
dignity, majority rule and minority rights, etc.

72 The student will compare the national, state, and local
governments, with emphasis on
a. their structures, functions, and powers;

b. the election and appointment of officials;

c. the division and sharing of powers among levels of
government;

d. the separation and sharing of powers within levels of
government; and

e. the process of amending the United States and
Virginia Constitutions.

7.8 The student will compare the American political and
economic system to systems of other nations, including
Japan, China, and leading Western European nations, in
terms of
a. governmental structures and powers;

b.  the degree of governmental control over the
economy; and

c.  entrepreneurship, productivity, and standards of
living.

9.10  The student will analyze major historical events of the 20th
century, in terms of
a. causes and effects of World War | and World War II;
b. the Russian Revolution;

c. therise, aggression, and human costs of totalitarian
regimes in the Soviet Union, Germany, Italy, and
Japan,;

d. the political, social, and economic impact of
worldwide depression in the 1930's;

e. the Nazi Holocaust and other examples of genocide;

f. new technologies, including atomic power, and their
influence on the patterns of conflict;

g. economic and military power shifts since 1945,
including the rise of Germany and Japan as economic
powers;

h.  revolutionary movements in Asia and their leaders,
including Mao Zedong and Ho Chi Minh;

i.  how African and Asian countries achieved
independence from European colonial rule, including
India under Gandhi and Kenya under Kenyatta and
how they have fared under self-rule;

j. regional and political conflicts including Korea and
Vietnam; and

k. the beginning and end of the Cold War and the
collapse of the Soviet Union.

114 The student will analyze the events and ideas of the
Constitutional Era, with emphasis on
a. new constitutions in Virginia and other states, the

Virginia Statute of Religious Freedom, the Virginia
Declaration of Rights, and the Articles of

continued overleaf
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History

11.12

12.1

12.2

12.3

12.5

12.14

English

and Social Science continued
Confederation;

b. issues and policies affecting relations among
existing and future states, including the Northwest
Ordinance;

c. the Constitutional Convention, including the
leadership of James Madison and George
Washington;

d. the struggle for ratification of the Constitution,
including the Federalist Papers and the arguments
of the Anti-Federalists; and

e. the addition of the Bill of Rights to the Constitution.

The student will analyze and explain United States

foreign policy since World War I, with emphasis on

a. the origins and both foreign and domestic
consequences of the Cold War;

b.  communist containment policies in Europe, Latin
America, and Asia;

c. the strategic and economic factors in Middle East
policy;

d. relations with South Africa and other African
nations;

e. the collapse of communism and the end of the Cold
War; and

f. new challenges to America’s leadership role in the
world.

The student will compare the United States constitutional

system in 1789 with forms of democracy that developed

in ancient Greece and Rome, in England, and in the

American colonies and states in the 18th century.

The student will identify examples of fundamental

American political principles contained in the Virginia

Constitution, the Declaration of Independence, the United

States Constitution, and the Federalist Papers, and will

compare them to principles of government and law

developed by leading European political thinkers such as

Locke, Hobbes, Montesquieu, Rousseau, and

Blackstone.

The student will analyze the amendments to the United

States Constitution in terms of the conflicts they

addressed and the reasons for their adoption.

The student will identify and explain fundamental

concepts of democracy, with emphasis placed on

equality of all citizens under the law, the fundamental
worth and dignity of the individual, majority rule and
minority rights, the necessity of compromise, individual
freedom, and the rule of law.

The student will compare the United States political and

economic systems with those of major democratic and

authoritarian nations, in terms of

a. the structures and powers of political institutions;

b.  the rights and powers of the governed including
grass roots citizen movements;

c. economic goals and institutions and the role of
government in the economy;

d. the relationships between economic freedom and
political freedom; and

e. the allocation of resources and its impact on
productivity.

nal drafting of the Basic Law in 1949 and the
significant changes generated by reunification
in 1990. This lesson is a concept-based package
of activities that should work well as a substan-
tial review of the chapter(s) relating to the Con-
stitution in most Government textbooks. In ad-
dition, teachers should feel free to adjust each
exercise to fit the various needs of their students
and class situations. The activities lend them-
selves to careful examination of the two docu-
ments and the use of group discussion at vari-
ous stages. Opportunities to integrate more for-
mal written components are evident in each.

Beginning the Lesson

Ask the students to identify experiences
had and the resulting lessons learned by their
parents and grandparents that affect the stu-
dents’ choices and decisions today. Ask them to
identify what family documents communicate
these experiences to the younger generations.
Discuss what the students identify. Explain that
historical experiences in the United States and
Germany directly shaped the constitutional
choices and decisions of both countries.

Review with the students the events sur-
rounding the creation of the U.S. Constitution
(refer to U.S. History or Government textbooks),
and supplement their knowledge of the equiva-
lent German process with information gleaned
from other Units in this resource guide.

Remind the students of the basic structure
of the U.S. Constitution (preamble, articles with
sections and paragraphs/clauses, and amend-
ments). Inform the students that the German
Basic Law consists of major sections (starting
with the German version of a Bill of Rights) bro-
ken into a long list of articles (1-141). Advise
students that they can find the entire Basic Law
on the Internet at:

http://www.bundesregierung.de/english/01/newsf.html

Developing the Lesson

Ask the students to read the preambles of the German Basic Law and the U.S. Con-
stitution (see Resource 1). Conduct a class discussion that compares and contrasts the two
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preambles (see Activity 1).
. 11.3  The student will read and analyze relationships among
Group the StUdentS into small groups, and American literature, history, and culture.

ask each group to examine the U.S. Bill of Rights 114 The student will read a variety of print material.
11.8  The student will write, revise, and edit personal and

and Articles 1-19 in the German Basic Law (See business correspondence to a standard acceptable in the
Unit 11, Resource 13). Compare and contrast the work place and higher education.
o 12.4  The student will read a variety of print material.
two documents (see Activity 2). 12.7  The student will develop expository and technical
Ask the students to imagine that they are witings.

members of an American advertising team, and
ask them to use this perspective to write a busi-
ness memorandum about the limitations on free speech in Germany (see Activity 3). This
activity integrates the content about the Basic Law with the English SOL for writing. Itis
an optional, supplemental activity.

Ask the students to read Articles 76—78 of the Basic Law (see Resource 2). Ask them
to compare and contrast how the United States and Germany pass legislation. Which
legislative system is best? (see Activity 4)

Ask the students to read Article V of the U.S. Constitution and Article 79 of the
German Basic Law (see Resource 3). Ask them to compare, contrast, and evaluate the two
amending processes (see Activity 5).

Concluding the Lesson

Conduct a review of the major similarities and differences between the U.S. Consti-
tution and the German Basic Law. Ask the students to explain the reasons for the simi-
larities and differences. Focus on the German Basic Law. How did the basic functions of
government change to meet the new challenges facing Germany after World War 1l and
again after reunification?

Activity 1
Conduct a discussion that compares and contrasts the preambles of the U.S. Consti-
tution and German Basic Law (see Resource 1), highlighting the key components. Use the
following questions:
= What tasks does each preamble provide for the government?
< What is the equivalent of “We the people...” in the German Basic Law? (“The
Germans in the Lander of ...”) What issue does this sentence address? (The sov-
ereign status of the states and the nature of their strength within the federal
republics)
< What issues are addressed in the Basic Law’s preamble but not in the Constitu-
tion? (The issues of responsibility, world peace, and European union or partner-
ship) Why are these issues addressed here but not in the Constitution?
Ask the students to write a working hypothesis as to why the 20th-century German
preamble is different from the 18th-century American preamble, taking into account the
historical events leading up to these two documents.
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Activity 2

Group the students into small groups of three to four students each. Assign each
group one of the amendments in the U.S. Bill of Rights. Ask each group to compose a list
of the specific, discrete rights guaranteed by the amendment (e.g., First Amendment: free
exercise of religion, no establishment of religion, freedom of speech, freedom of press,
right to assemble peaceably, right to petition). As a class, make a master list of all these
rights.

Assign the same groups two or more articles from the Basic Law’s statement of Basic
Rights (see Unit I1, Resource 13). Ask each group to compose a list of the specific, discrete
rights guaranteed by the articles. As a class, make a master list of all these rights.

Now create three lists: 1) rights dealt with in both documents, 2) rights dealt with in
the Basic Law only, 3) rights dealt with in the Constitution only. Ask the students to look
at the second and third lists and generate a working hypothesis explaining the differences
(broad or specific) between the two lists. Consider the historical time frame of each docu-
ments and the goals of the people drafting each.

Ask the students to look at the first list. Ask them to speculate about why both
documents contain these common rights.

Activity 3

This activity reinforces English SOL 11.8 and 12.7. Ask small groups of students to
examine how Articles 1-19 of the Basic Law (see Unit Il, Resource 13) might affect the
workplace. Specifically, have them consider Article 5 of the Basic Law. After they have
formulated their responses, conduct a discussion with the whole class.

Ask the students to complete a business memorandum writing assignment based on
the following situation: “You are the director of a creative team in an American advertis-
ing company. Your company has been given a large contract to develop a series of print
and television ads for a chocolate company in Bonn, Germany. Write a memorandum to
the other team members explaining the limitations and freedoms of expression as de-
scribed in the Basic Law.” The form and style of a memorandum may need to be taught.

Determine the follow-up lesson necessary to support the students in completing the
writing assignment. Have students research examples of freedom of expression in Ger-
many. They may need additional instruction, such as analyzing American and German
advertisements, in order to edit and revise their memoranda to acceptable levels.

Assess the memoranda, using the following rubric:

Memo: Analytic Rubric
Standard: Effective communication of specific information in a memo
Scoring Guide: Each category rated 1 (lowest) to 3 (highest)

Purpose and Content

3 stated purpose clearly and recognized exceptions and limitations in freedom of
speech

2 stated purpose in a confusing manner yet acknowledged paradox

1 did not state purpose and failed to see that there are limits
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Tone

3 used appropriate tone appropriate for audience (polite and businesslike) and chose
technically correct words

2 used somewhat inappropriate tone for audience (impolite, too personal, too emo-
tional) and chose very limited words

1 used completely inappropriate tone and words for audience

Language Control

3 made no errors in usage or mechanics

2 made several minor errors in usage or mechanics

1 made frequent and/or major errors in usage or mechanics

Format

3 used correct memo format

2 made some mistakes in memo format

1 used confusing, cluttered, or incorrect format

Activity 4

Review the standard graphic representation of “How a Bill Becomes a Law” in your
textbook. Ask small groups of students to create a similar graphic representation of the
legislative process as outlined in Articles 76—78 of the Basic Law (see Resource 2). Have
the class identify critical differences in the two approaches for passing legislation.

Conduct a class discussion in which the students evaluate the two systems. Under
which system is it easier to pass legislation? Which system offers the best potential for
solving a country’s problems? Which system best ensures that multiple viewpoints are
heard? Make sure the students consider the role political parties play in each system and
the impact of divided government in the U.S. and coalition governments (all but one since
1949) in Germany.

Ask the students to write a position paper on which legislative system is best.

Activity 5

Review the procedures for constitutional amendments in the U.S. Constitution —
Article V (see Resource 3). Ask the students to read the amendment process for the Ger-
man Basic Law found in Article 79 (see Resource 3). Ask them to identify the differences
between the two processes. Highlight the following:

1. In the U.S. procedure, a completely separate step exists for the states to take,
with a higher proportion (three-fourths) required for approval.

2. The Basic Law states the process as a legal one in which the existing text is
merely edited, whereas the U.S. model, in fact and tradition, leaves the existing
text alone and gives the changes separate, distinct status as added “amendments.”

Ask the students to evaluate the two amendment processes. Which one makes amend-

ments easier to add? Should adding amendments be easy? The Basic Law has been amended
dozens of times in a 50-year period, while the American Constitution has been amended
only 27 times. What are the consequences of the relative ease in amending the Basic Law
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and the difficulty in amending the Constitution? Help the students to realize that with
the Basic Law, changes become technical editing and the document takes on more of the
characteristics of just another law, even given the super-majorities needed to ratify those
changes. However, the German model does allow greater flexibility in dealing with issues
like the Cold War and the reunification process of 1990. The reverence for the U.S. Consti-
tution has encouraged other means for change such as Supreme Court decisions and leg-
islative efforts to develop and/or change laws.

Lesson 2: Comparing the Language of the German and U.S.
Preambles

Preview of Main Points

This lesson integrates English skills with the study of American government. Al-
though the plans and activities described are intended for use in conjunction with the
other lessons of Unit 111, teachers may use each as a stand-alone lesson for instruction
based on the English Standards of Learning. By using elements of the United States
Constitution and the German Basic Law, the students acquire skills for understanding
the relationship of style and meaning in writing.

Key concepts
- Style
= Point of view
e Main idea

Related concepts

= Diction
= Syntax
Objectives

During this lesson, the students will
= analyze the syntax used in each preamble
= describe the relationship between style and meaning.

Focus Question
How does style affect meaning?
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Teaching Suggestions
. L - RELATIONSHIP TO THE VIRGINIA STANDARDS
This lesson uses individual writing, small OF LEARNING

group discussion, and manipulation as a means English
of determining the relationship between the 11.3  The student will read and analyze relationships among
A American literature, history, and culture.

style and meaning of the two preambles. Stu- f.  Describe how use of context and language structures

: conveys an author’s point of view in contemporary
dents are aSkEd to draW on prlor knOWIGdge to and historical essays, speeches, and critical reviews.
identify basic sentence elements and to apply 114 The student will read a variety of print material.
that knOWIEdge to rEStrUCtunng the sentences. The Grade 12 SOL overview states: “To the extent feasible,
Th rough the exercises and discussion, the stu- selections will include those which relate to other subjects,

. . . such as the study of American and Virginia government.”

dents will be prepared to write an explanation

of the relationship between style and meaning.

Beginning the Lesson

Initiate a discussion to define the term preamble, and assess the students’ prior
knowledge of the preamble of the U.S. Constitution. Suggest to the students that a pre-
amble often sets the tone and establishes the intent of the entire document. Explain that
this lesson is designed to help them examine the importance of word choices and sentence
structures in conveying a writer's meaning.

Developing the Lesson

Ask the individual students and then small groups of students to paraphrase the
two preambles (see Resource 1). Use the ensuing discussion to determine the extent to
which the students understand the relationship between language and meaning (see Ac-
tivity 1).

Ask the small groups of students to rearrange the words in each preamble to change
its meaning without changing the vocabulary (see Activity 2).

Concluding the Lesson

Conduct a class discussion on style and its effect on meaning as presented in this
lesson.

Activity 1

Distribute copies of the U.S. and German preambles (see Resource 1). Ask the stu-
dents to individually draft paraphrases of the preambles of both documents. Then ask
groups of three students each to compare their paraphrases. Tell the groups that the
discussion of the paraphrased versions should focus on clarifying their understanding of
each passage. Following the discussion of literal content, have the students answer the
following questions in their group discussions:

= What is the subject of each sentence? What words modify each subject?

= What are the verbs in each sentence? How are the verbs used?

= How do the sentence structures differ?

= What differences do you find in the writing?
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Have the groups share their ideas in a class discussion. Ask the whole group to
discuss the question: What may have influenced the different styles of the two preambles?
In prompting this discussion, focus on the historical context of each document, eliciting
from the students their general knowledge of the events preceding the writing of the U.S.
Constitution and assisting the students with knowledge of the events leading to the Basic
Law.

Activity 2

Distribute phrase strips with portions of the first sentence of each preamble on sepa-
rate strips (see Resource 4). Direct small groups to rearrange the given parts of each
sentence to create a change in idea without changing any vocabulary. Encourage the stu-
dents to experiment with movement of the parts. The small groups should discuss the
rearrangement in terms of how it changes the meaning, its effect on the reader, and what
it suggests about the writer.

Ask each group to display its new version to the class and explain the effects of the
rearrangement.

Lesson 3: The Court’s Role in Interpreting Laws

Preview of Main Points

This lesson provides an additional opportunity for the students to compare and con-
trast the Basic Law of Germany and the Constitution of the United States. Emphasis will
be placed on two ways in which these documents were written to be flexible enough to
meet the changes and demands of each country over time. The students will see that the
Basic Law and the Constitution are “living documents” in that the framers of each pro-
vided for the future in several ways: one way involves the amendment process, and the
other way involves the responsibility of the Federal Court System.

Key Concepts

« Judicial review

< Constitutional law
= Censorship

« Civil liberties

< Precedents

Related Concepts

= Landmark case
= Personal freedom (individual rights)
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Objectives
, . . RELATIONSHIP TO THE VIRGINIA STANDARDS
During this lesson, the students will OF LEARNING
= define judicial review History and Social Science

- identify the constitutional questions in 11.5 Thg student yvill aqalyze and gxplain events of the Early
National Period, with emphasis on

SpECIfIC court cases a. organization of the national government under the
- new Constitution;
< analyze the ImpaCt of federal court de- b.  major domestic and foreign affairs issues facing the
cisions on society first presidents and Congress;
- lain th hv G d c. the development of political parties;
explain € reasons why Germans an d. the impact of Supreme Court decisions affecting
Americans interpret their basic laws interpretation of the Constitution, including Marbury
. v. Madison and McCulloch v. Maryland;
diffe rently- e. foreign relations and conflicts, including the War of

1812 and the Monroe Doctrine;
f. the Louisiana Purchase and the acquisition of

Florida; and
H g. economic development, trade, tariffs, taxation, and
Focus QueStlon trends in the national debt.

How does the American court system dif- 12.4  The student will summarize landmark Supreme Court
.. interpretations of the United States Constitution and its

fer from the German court SyStem in in- amendments, with emphasis on basic freedoms, due

terp reting the laws of their respective coun- process, equallprotection of thg Iavy, and government

. powers, and will analyze the historical trends and
tries? contemporary patterns of United States Supreme Court
decisions.

12.5  The student will identify and explain fundamental
concepts of democracy, with emphasis placed on

: : equality of all citizens under the law, the fundamental
TeaChmg SqueStlonS worth and dignity of the individual, majority rule and

Thisis a reading and application lesson in minority rights, the necessity of compromise, individual
) ; _ ) ) freedom, and the rule of law.

which cooperative learning plays a major role in
the discussion stage. The students are asked to
read, discuss, and interpret several court cases. It is suggested that they read silently and
work in small groups. However, if the class is small, the students might participate in a
group reading before any discussion. The students must be able to make comparisons
between the German court system and its interpretation of laws and the American court
system and its interpretation of laws. Each exercise is a test of the student’s ability to
interpret the cases.

Beginning the Lesson

Provide the students with definitions of the terms judicial review and constitutional
law. (Judicial review is the right of the Supreme Court to declare acts of the executive and
legislative branches unconstitutional. Constitutional law is formulated by judges who
interpret and apply the Constitution to specific cases. The decisions of these judges add
substance to the general framework of the government established by the Constitution.)

Provide the students with copies of the Basic Law and the Constitution (see Re-
sources 1-3 in this Unit and Resource 13 in Unit 11). Have the students look at the physi-
cal difference in the documents. Point out the difference in length, and allow time for
them to locate the number of amendments for each document. Where available, have the
students watch videos that describe the key principles of the documents.
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Developing the Lessons

Ask the students to read the Supreme Court case “Marbury vs. Madison” (see Re-
source 5) and answer the questions for analysis (see Activity 1). Then ask the students to
research and report on how the German system provides for judicial review.

Divide the students into four groups and ask each group to read a different court
case, two cases from the United States and two from Germany (see Resources 6, 7, 8, and
9). Ask the groups to summarize and report on the cases. Conduct a class discussion on
the influence of American and German history and culture on the court decisions (see
Activity 2).

Concluding the Lesson

Group the students into small groups of three to five students each to discuss the
phrase “abridging the freedom of speech.” Have the students in each group compare 18th
century forms of speech with current forms. Conduct a class discussion about government
regulation of free speech. Ask the students to prepare persuasive speeches on cyber com-
munications (see Activity 3).

Activity 1

Ask the students to read the court case of “Marbury v. Madison” (see Resource 5).
Explain that it is a landmark case and help the students understand the term landmark.
Ask the students to answer the following questions for analysis:

1. What legal principle gave Marbury a right to some remedy under law?

2. Why was Marshall hesitant to serve as cabinet officer with a writ?

3. Why is Marbury v. Madison of particular importance to the role of the court?

4. In what way does Marbury v. Madison enhance the system of checks and bal-

ances?

Discuss the students’ answers with the whole class, making sure the class under-
stands the principle of judicial review.

Ask the students to speculate on ways in which the German system developed the
principle of judicial review. Ask the students to research the topic of judicial review in the
German court system by using the Internet, library resources, and information from the
German Embassy. Once research has been completed, allow time for brief presentations
of information to the class. Have each student write a one-page summary explaining the
application of judicial review in both United States courts and German courts.

Activity 2

This activity provides an opportunity for the students to compare a German court
case to an American court case. The students will read and discuss four different court
cases, two from German courts and two from American courts.

Divide the class into four groups. Ask each group to read one of the following court
cases:

= “German Court Rules That Providing Internet Link to Outlawed Site Not a Crime”

(see Resource 6)
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= “The Deckert Case: No Tolerance for Holocaust Denial” (see Resource 7)

< “Judge Rules That Encryption Software is Speech” (see Resource 8)

< “Adderley v. Florida: Freedom of Speech, Rights of the Accused” (see Resource 9)
Have each group write a summary of its court case that answers the following questions:

1. What are the complaints in the case?

2. What is the constitutional question in the case?

3. Is there a court ruling in the case? If so, what is the court ruling on the com-

plaint?

Conduct a class discussion on each case. Start by asking each group to report on its
case. Then ask the students to speculate on the reasons for the decisions and express their
opinions of the decisions.

Ask small groups of students to complete a chart that organizes the information
from each case. The category headings for the chart might be: Name of Case, Constitu-
tional Issue or Question, Arguments for Each Side, Court Decision (if there is one), and
Reasons for Court Decision.

Discuss with the class what differences or similarities in history and culture af-
fected the rulings in each case and how.

Activity 3

Group the students into small groups of three to four students each. Ask each group
to discuss the phrase of the first amendment to the U.S. Constitution: “Congress shall
make no law abridging the freedom of speech...” What did the writers mean? What types
of speech would have occurred in the 18th Century? Ask them to list the types of speech
that occur today that were not known in the 18th Century.

Conduct a whole class discussion on this issue. Is it possible to write a more specific
amendment to encompass the current forms of speech? Is that a good idea? If so, what
might that amendment say?

Ask the students to read Article 5 of the Basic Law (see Unit Il, Resource 13). Dis-
cuss the following questions: How is this article different from Article 1 of the Bill of
Rights? What 1949 forms of expression are included? Does the article anticipate forms of
speech that are current? What parts do so? Conclude the discussion by focusing on the
issue of government regulation of information or communication. What forms of informa-
tion should a government regulate?

Ask the students to prepare five- to ten-minute persuasive speeches on the question:
Should governments regulate cyber communication? Assess their speeches, using the fol-
lowing rubric:

Oral Presentation: Primary Trait Rubric
Standard: Delivery of an interesting, focused, and audience-appropriate oral presen-
tation

Criteria:
Defends a position
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Develops a logical, clear, and convincing argument

Uses details, illustrations, statistics, comparisons, and analogies to support po-
sition

Uses visuals effectively

Displays effective speaking techniques

Scoring Guide: 4 (highest) to 1 (lowest)
4 Effective: Presentation is well developed, unified, and focused. Presenter deliv-

ers presentation with enthusiasm, a thorough understanding of the topic, and a
good sense of audience. Presenter demonstrates skillful use of language and speech
techniques. Speech techniques include eye contact, timing, clarity, and voice pro-
jection. Visuals add relevance to the spoken information and are creative and
well prepared. Presenter uses time effectively.

Competent: Presentation is complete, organized, and focused, and individual parts
are integrated. Information is delivered in a knowledgeable manner. Presenter
demonstrates adequate use of language and speech techniques, but may not be
comfortable in front of the audience. Evidence of that may be pacing or other
nervous movement, speaking too fast or too softly, or avoiding eye contact with
the audience. Visuals are appropriate, but may lack clarity or creativity.

Limited: Presentation may be clear and easy to understand but lack focus. Mate-
rial is not well developed. Presenter demonstrates inept use of language and
speech techniques. He/she may read from notes or scripts rather than use notes
for reminders. Visuals, if included, do not enhance the communication of ideas.

Minimal: Presentation is incomplete, undeveloped, or unclear. Presenter may
demonstrate no awareness of language or speech techniques. He/she reads from
scripts or notes showing little or no preparation. Visuals, if included, show little
relationship to the topic or little care in preparation. Presenter conveys little
awareness of audience. Presenter makes poor use of time to present the topic.
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RESOURCE 1
Preamble of the German Basic Law
Preamble of the United States Constitution

Sources: Basic Law:
The Press and Information Office of the Federal Republic of Germany
English translation revised by the Federal Ministers of the Interior, Justice and
Finance, July 1991
Reprinting permitted

U.S. Constitution:
Web Site: http://www.constitutionfacts.com/cons.shtml
Reprinting permitted

Basic Law ( Grundgesetz ) for the Federal Republic of Germany

(Promulgated by the Parliamentary Council on May 23, 1949, as Amended by the
Unification Treaty of August 31, 1990, and Federal Statute of September 23, 1990)

Conscious of their responsibility before God and Men, animated by the resolve to
serve world peace as an equal partner in a united Europe, the German people have adopted,
by virtue of their constituent power, this Basic Law.

The Germans in the Lander of Baden-Wrttemberg, Bavaria, Berlin, Brandenburg,
Bremen, Hamburg, Hesse, Lower Saxony, Mecklenburg-Western Pomerania, North-Rhine-
Weststphalia, Rhineland-Palatinate, Saarland, Saxony, Saxony-Anhalt, Schleswig-Hol-
stein, and Thuringia have achieved the unity and freedom of Germany in free self-deter-
mination. This Basic Law is thus valid for the entire German People.

Constitution of the United States (1787)

We the people of the United States, in Order to form a more perfect Union, establish
Justice, insure domestic Tranquillity, provide for the common defence, promote the gen-
eral Welfare, and secure the Blessings of Liberty to ourselves and our Posterity, do ordain
and establish this Constitution for the United States of America.
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RESOURCE 2
German Basic Law — Articles 76—78

Source: The Press and Information Office of the Federal Republic of Germany
English translation revised by the Federal Ministers of the Interior, Justice and
Finance, July 1991
Reprinting permitted

Article 76 (Bills; amended 15 November 1968 and 12 May 1969).

(1) Bills are introduced in the Bundestag by the Federal Government, by members of the
Bundestag or by the Bundesrat.

(2) Bills of the Federal Government shall be submitted first to the Bundesrat. The Bundesrat
is entitled to state its position on these bills within six weeks.

(3) Bills of the Bundesrat shall be submitted to the Bundestag by the Federal Government
within three months. In doing so the Federal Government shall state its own views.

Article 77 (Legislative procedure; amended 15 November 1968).

(1) Federal laws are adopted by the Bundestag. Upon their adoption, they shall, without
delay, be transmitted to the Bundesrat by the President of the Bundestag.

(2) The Bundesrat may, within three weeks of the receipt of the adopted bill, demand that
a committee for joint consideration of bills, composed of members of the Bundestag and
the Bundesrat, be convened. The composition and the procedure of this committee are
regulated by rules of procedure adopted by the Bundestag and requiring the consent of the
Bundesrat. The members of the Bundesrat on this committee are not bound by instruc-
tions. Where the consent of the Bundesrat is required for a law, the demand for convening
this committee may also be made by the Bundestag or the Federal Government. Should
the committee propose any amendment to the adopted bill, the Bundestag must again
vote on the bill.

(3) Insofar as the consent of the Bundesrat is not required for a law, the Bundesrat may,
if the proceedings under paragraph 2 are completed, enter a protest within two weeks
against a law adopted by the Bundestag. This period begins, in the case of paragraph 2,
last sentence, on the receipt of the bill as re-adopted by the Bundestag, in all other cases
on the receipt of a communication from the chairman of the committee provided for in
paragraph (2) of this Article to the effect that the committee’s proceedings have been
concluded.

(4) If the protest is adopted by a majority of the votes of the Bundesrat, it can be rejected
by a decision of the majority of the members of the Bundestag. If the Bundesrat adopted
the protest by a majority of at least two-thirds of its votes, the rejection by the Bundestag
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requires a majority of two-thirds, including at least the majority of the members of the
Bundestag.

Article 78 (Passage of federal statutes).

A bill adopted by the Bundestag is deemed to have been passed if the Bundesrat consents
to it, does not make a demand pursuant to Article 77, paragraph 2, does not enter a
protest within the time limited by Article 77 paragraph 3, or withdraws such protest, or if
the protest is overridden by the Bundestag.

RESOURCE 3
German Basic Law — Article 79
United States Constitution — Article V

Sources: Basic Law:
The Press and Information Office of the Federal Republic of Germany
English translation revised by the Federal Ministers of the Interior, Justice and
Finance, July 1991
Reprinting permitted

U.S. Constitution:
Web Site: http://www.constitutionfacts.com/cons.shtml
Reprinting permitted

Article 79 (Amendment of the Basic Law; amended March 27, 1954).

(1) The Basic law can be amended only by a law which expressly amends or supplements
the text thereof. With respect to international treaties the subject of which is a peace
settlement, the preparation of a peace settlement or the abolition of an occupation regime,
or which are designed to serve the defense of the Federal Republic, it shall be sufficient,
for the purpose of a clarifying interpretation to the effect that the provisions of the Basic
Law are not contrary to the conclusion and entry into force of such treaties, to effect a
supplementation of the Basic Law confined to this clarifying interpretation.

(2) Such a law requires the affirmative vote of two-thirds of the members of the Bundestag
and two-thirds of the votes of the Bundesrat.

(3) An amendment of this Basic Law affecting the division of the Federation into Lander,
the participation in principle of the Lander in legislation, or the basic principles laid down
in Articles 1 and 20, is inadmissible.
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Article V

The Congress, whenever two-thirds of both Houses shall deem it necessary, shall propose
Amendments to this Constitution, or, on the Application of the Legislatures of two-thirds
of the several States, shall call a Convention for proposing Amendments, which, in either
Case, shall be valid to all Intents and Purposes, as Part of this Constitution, when ratified
by the Legislatures of three-fourths of the several States, or by Conventions in three-
fourths thereof, as the one or the other Mode of Ratification may be proposed by the Con-
gress; Provided that no Amendment which may be made prior to the Year One thousand
eight hundred and eight shall in any Manner affect the first and fourth Clauses in the
Ninth Section of the first Article; and that no State, without its Consent, shall be deprived
of its equal Suffrage in the Senate.

RESOURCE 4
Phrase Strips

Write each phrase shown below onto a separate strip of cardboard or poster board or on a
large note card for rearrangement by students.

Preamble of the German Basic Law
conscious of their responsibility before God and Men
animated by the resolve to serve world peace
as an equal partner in a United Europe
the German people
have adopted
by virtue of their constituent power
this Basic Law

Preamble of the United States Constitution
we the people of the United States
in Order to form a more Perfect Union
establish Justice
insure domestic Tranquility
provide for the common Defense
promote the general Welfare
and
secure the Blessing of Liberty to ourselves and our Posterity
do ordain and establish this Constitution for the United Sates of America
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RESOURCE 5
Marbury v. Madison (1803)

The Facts of the Case

The election of 1800 transferred power from the Federalist Party to the Republican
Party. In the closing days of President John Adams’ administration, the Federalists cre-
ated many new offices, appointing Federalists to fill them. One of these last-minute ap-
pointments was William Marbury, who was appointed as a justice of the peace for the
District of Columbia. His commission papers had been signed and sealed, but they were
not delivered before the change in the Administration occurred.

After taking office, President Thomas Jefferson asked his new secretary of state,
James Madison, not to deliver Marbury’s commission papers. Marbury then applied to
the Supreme Court for a writ of mandamus (an order from a court that some action be
performed) commanding that Madison deliver the commission. Such writs had been au-
thorized by the Judiciary Act of 1789.

The Constitutional Questions

Was Marbury entitled to his appointment? If so, was Marbury entitled to some rem-
edy under the law? Was the Supreme Court the place for Marbury to get the relief he
requested?

The Decision of the Supreme Court

Chief Justice John Marshall decided the first question by holding that an appoint-
ment is effective once a commission has been signed and the United States seal affixed.
Therefore, Marbury had been legally appointed, and Madison’s refusal to deliver the com-
mission violated Marbury’s right to the appointment. A long-established legal principle
states that where a right exists, a corresponding remedy for any violation of that right
must exist as well. Accordingly, in response to the second question, Marshall held that
Marbury was entitled to some remedy under United States law. The final question dealt
with whether the proper remedy for Marbury was to apply for a writ against Madison and
whether the Supreme Court was empowered to issue such a writ.

Considering the constitutional principle of separation of powers, Marshall reasoned
that there is a difference between a cabinet secretary acting according to the President’s
orders and acting as directed by law. The former would improperly involve the Court in a
political area. The latter, however, involves legal questions that are properly part of the
Court’s business. Since Marbury had no other course of legal action open to him, and since
Madison could properly be served with a writ to comply with the law, Marshall ruled that
Marbury did indeed have a right to this specific remedy under United States law.

Finally, Marshall examined whether the Supreme Court had the power to issue the
writ, saying that if the Supreme Court was not authorized to issue a writ of mandamus, it
must be because the law is unconstitutional. According to Article 111 of the Constitution,
the Supreme Court has the duty to hear certain cases directly (original jurisdiction). In all
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other instances, it hears cases only on appeal (appellate jurisdiction). The Court had not
been given the authority of original jurisdiction necessary to issue a writ of mandamus by
the Constitution, and Marshall held that the Constitution gives Congress no power to add
new instances of original jurisdiction.

Nonetheless, Congress had in fact passed such a law. Should the Court enforce it?
Marshall said that it should not because the law was unconstitutional and, therefore,
void.

The sole remaining issue to decide was who was responsible for determining that a
law is unconstitutional. In Marshall’s opinion, it was emphatically the province and duty
of the judicial department to say what the law is. “If two laws conflict with each other, the
courts must decide on the operation of each.” Thus Marshall declared the Supreme Court
to be the final judge of constitutionality.

RESOURCE 6
German Court Rules That Providing Internet
Link to Outlawed Site Not a Crime

In the fall of 1996, Angela Marquardt, a 24-year-old left-wing university student and
former deputy leader of Germany’s reform communist Party for Democratic Socialism
(PDS), was charged with the crime of continuing to provide on her Internet home page an
electronic link to a site that featured a left-wing newspaper called Radikal.

Police had ordered German Internet providers to block access to the Dutch Web site,
XS4All, which showed the newspaper, because one could find instructions there for sabo-
taging train lines and other guerrilla acts.

In the trial, Ms. Marquardt maintained that she was innocent of any wrongdoing.
She pointed out that people could read the German underground publication on many
different Internet sites and that her link to the Dutch site was only one of many ways to
access Radikal. She also said that she had provided the link before the magazine had
published the objectionable instructions and that she should not in any way be held re-
sponsible for the contents of the publication.

Lawmakers and law enforcement officers in Germany, more than in other Western
democracies, had been increasingly anxious to control the almost uncontrollable arena of
cyberspace. They had been trying to block access to other Internet distributors of material
they deemed to be violent, obscene, or in any way a danger to society.

The case was heard in a Berlin court in June of 1997. The court ruled that Ms.
Marquardt could not be held responsible for the contents of the magazine, that the maga-
zine was accessible by Germans in many other ways, and that she could not be punished
for merely maintaining the link on her home page. The court also stated that it would be
difficult, if not impossible, to expect users to make constant checks for illegal information
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on Internet pages made accessible by hyperlinks, and, furthermore, that there was no
legal basis for doing this.

This decision is an additional instance of the trend toward viewing the liability for
harmful and/or illegal Internet material as resting with the authors or producers of the
material itself, not with the network operators who provide access to the Internet, nor
even with others who provide links to the material.

Other cases of strict controls on freedom of expression over the Internet are now
being overturned, as shown by a ruling in the U.S. that overturns the Communications
and Decency Act. This act sought to ban pornography and other material considered inde-
cent by the bill’'s authors.

RESOURCE 7
The Deckert Case: No Tolerance for Holocaust
Denial

Source: Law-Related Internet Project Saarbricken (English Service)
Web site: http://www.jura.uni-sb.de/Entscheidungen/abstracts/deckert.html
Reprinted by permission

In this decision, the Federal Supreme Court of Justice clearly enunciated its position
that denial of the fact of the Holocaust is a serious crime and should be handled as such in
view of its serious implications. The defendant Deckert is a right extremist who was charged
with incitement to riot and promoting racial hatred. The Landesgericht in Mannheim had
sentenced the defendant to one year of probation for expressing his belief that the Nazis
did not commit mass murder of the Jews in the gas chambers, but this was a mitigated
sentence as [because] the court saw his as an honest expression of a political opinion in
the effort to protect Germany from what he saw as unjust recriminations.

The Federal Supreme Court refused to allow such reasoning to stand. The crime of
Holocaust denial is a serious one in Germany due to its history, and the mass murder of
the Jews in gas chambers is a historical fact. Thus, there should be no mitigating results
for those who refuse to open their eyes to the truth, even if they do so out of political
conviction. Political conviction (as opposed to acts committed in one’s personal interest)
should not be treated as a mitigating factor in determining guilt in criminal cases. This
holds true especially when a breach of the peace is likely, or when human dignity is in
danger of being injured. There is no constitutional right or principle which allows for the
justification or even mitigation of a criminal act through the devaluating characterization
of a particular group. Finally, the Landesgericht was in error by even considering a sen-
tence mitigation in a case dealing with criminal penalties geared at maintaining the pub-
lic order.
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RESOURCE 8
Judge Rules That Encryption Software Is
Speech

Daniel Bernstein, a mathematician at the University of Illinois—Chicago, sued the
Justice Department in 1995 after he was prevented from freely publishing and exporting
his encryption computer program. He was told that because the government of the U.S.
classifies encryption software as a weapon, along with bombs and jet fighters, he would
have to register as an international weapons dealer if he wanted to publish his software or
present it at conferences where foreigners might be present. The reason for this classifica-
tion is that such encryption software can be used to conceal illegal activities.

Bernstein maintained in his suit that the government controls were an unconstitu-
tional prior restraint of his freedom of speech, which is guaranteed under the First Amend-
ment to the Constitution. The Justice Department responded that computer software is
not speech and also that the courts have no jurisdiction over national security policy.

The judge in the preliminary hearing ruled that software encryption code is speech
and is therefore protected under the First Amendment. In her decision, she wrote that
“this court can find no meaningful difference between a computer language and German
or French.” She added that the suit was about free speech and its protection, not about
national security issues.

In its final decision, rendered in August, 1997, the court rejected the government’s
distinction between electronic and paper publication of encryption code as “untenable,”
and also struck down a federal encryption licensing program that, the court found, pro-
vided inadequate safeguards against prior restraint on free speech. One reporter observed
that “The decision knocks out a major part of the Clinton Administration’s effort to force
companies to design government surveillance into computers, telephones, and consumer
electronics.”

Following this, the Justice Department appealed the decision.
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RESOURCE 9
Adderley v. Florida: Freedom of Speech,
Rights of the Accused (1966)

Source: The OYEZ Project of Northwestern University
Web site: http://oyez.nwu.edu/cases/cases.cgi?’command=show&case_id=6&page=abstract

The Facts of the Case

Harriet Louise Adderley and a group of approximately 200 others assembled in a
nonpublic jail driveway to protest the arrests of fellow students and to demonstrate against
the state and local policies of racial segregation which included segregation in jails. Adderley
and 31 others were convicted in a Florida court on a charge of “trespass with a malicious
and mischievous intent” for their refusal to leave the driveway when requested to do so.

The Constitutional Question

Were the petitioners denied their rights of free speech, assembly, petition, due pro-
cess of law, and equal protection of the laws as guaranteed by the First and Fourteenth
Amendments?

The Conclusion

The Court found that there were no constitutional violations in this case. The lan-
guage of the Florida statute was clearly defined and applied, argued Justice Black, which
prevented it from imposing broad infringements on speech and expression rights. Fur-
thermore, since the sheriff acted to maintain access to the jailhouse and not because he
“objected to what was being sung...or disagreed with the objectives of the protest,” there
were no First Amendment violations. Black concluded that the state does have the power
to control its own property for lawful, nondiscriminatory purposes.
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Germany, Europe, and
the United States after 1949

The New Federal Republic of Germany

With the passage in May 1949 of a new constitution, called the Basic Law because it
was intended to be “temporary” until Germany was re-united (see Lesson I11), the West-
ern Allies allowed their three occupation zones to form the territory of the new Federal
Republic of Germany. The first election campaign for the popularly elected parliament
(Bundestag) could then begin (state and local elections had been held earlier), and the
national election took place in August 1949.

Most observers expected the Social Democrats (SPD) to win. The SPD had been the
major party of the left in both the Bismarck Reich, or Imperial Germany, and the Weimar
Republic, during which it had been severely challenged and weakened by the pro-Soviet
Communist Party (KPD). It had been a bitter opponent of the Nazi movement and the
only party that had had the courage in 1933 to vote in the parliament against special
powers for Hitler. Following this, Hitler, using these very powers, had had the SPD along
with other parties outlawed.

The party’s postwar leader, Kurt Schumacher, had lost an arm in World War | and
had spent several years in prison under the Nazis. He enjoyed great moral authority after
the War, but he was in poor health and, as it turned out, made critical errors in some of his
political judgments. Along with many others on the left of the political spectrum, he con-
cluded that capitalism had been discredited because it was seen to have been transformed
rather easily into fascism in several European countries between the two World Wars. He
also assumed that his party would have to take a nationalist stance against the Western
Allies as well as the Soviets in order to promote reunification and attract sufficient voters
to gain power. He was proved wrong on both counts.

The other major party was the Christian Democratic Union (CDU), led by Konrad
Adenauer. Adenauer had been the mayor of Cologne before he was removed from office by
the Nazis in 1933, after which he withdrew to the country and from politics. After the
War, the British occupation authorities placed him back in the Cologne lord mayor’s of-
fice, but they became dissatisfied and removed him from this position. Nevertheless, he
remained the leader of the CDU in the British zone and soon became leader of the party in
all three western zones. The CDU, in contrast to the pre-1933 Catholic “Center Party,”
combined mostly Catholic but also Protestant supporters in a “Christian” organization
that was staunchly pro-West, anti-communist, and generally pro-capitalist but still com-
mitted to selected welfare state measures in accordance with German Catholic social doc-
trine.

There were several other political parties that participated in the elections, includ-
ing the Communists (KPD), but, of course, no party that could be described as Nazi or
Neo-Nazi was allowed to form. The results of the election gave the CDU and its sister
party in Bavaria, the Christian Social (not “Socialist”!) Union (CSU), a plurality of 31
percent and the SPD a little more than 29 percent. This was a bitter disappointment for
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the SPD and Schumacher, who, given the party’s traditional working class support and
democratic credentials, had assumed they would lead the first government. Instead, Konrad
Adenauer was able to form a majority coalition of parties in the Bundestag behind the
CDU/CSU, and he became the first Chancellor of the Federal Republic of Germany (FRG)
in September 1949 with a margin of one vote.

Germany, Europe, the U.S., and Economic Developments

It was probably a critical turning point in postwar German history that Adenauer
became the first Chancellor of the Federal Republic. In the first place, he accepted the
basic principles of the free market, appointing Ludwig Erhard, a free market economist
and the father of the postwar “economic miracle” (Wirtschaftswunder), as his minister of
economics. But above all, Adenauer wanted economic, political, and military integration
with the West, including rapprochement with the French, whatever implications this policy
might have for relations with the Soviet Union and reunification. In return, he hoped for
treatment by the Western Allies as an equal partner. (This goal was largely but not en-
tirely achieved in 1955, when the Federal Republic was granted sovereignty over its own
affairs; however, it was not fully achieved until reunification in 1990.)

Soon after becoming Chancellor, Adenauer met with the Allied High Commission-
ers, who had replaced the military governors of the three occupation zones, and in Novem-
ber 1949, the Petersburg Agreement was signed. Under this agreement, the continuing
démontage of the German industrial plant, especially in the French zone, was scaled down,
among other things. Adenauer also agreed to join the Organization for European Eco-
nomic Cooperation (OEEC), established in 1948 to help administer the Marshall Plan
(and changed in 1960 to the Organization for Economic Cooperation and Development
[OECD]), and the General Agreement on Tariffs and Trade (GATT). In 1951, Germany
also became a full member of the Council of Europe in Strasbourg, which had been estab-
lished in 1949 as an organization designed to bring about cooperation among democratic
European countries on a wide variety of issues, excluding defense and military questions.
(This council should not be confused with the Common Market [EEC], mentioned in the
next paragraph.)

In the meantime, French Foreign Minister Robert Schuman had accepted Jean
Monnet's plan for close cooperation among Western European states, and especially be-
tween Germany and France, in the areas of coal and steel production. In 1951, Schuman
proposed a European Coal and Steel Community (ECSC) with supranational institutions,
such as a High Commission composed of civil servants from the various states, a Council
of Ministers as a decision-making body, a European Court, and a Parliamentary Assem-
bly with advisory powers only and composed of delegates appointed by the parliaments of
the member states. Adenauer accepted the Schuman plan with enthusiasm, and the ECSC
Treaty went into effect in 1952. The ECSC consisted of six member states: France, Ger-
many, Italy, and the three Benelux countries. Great Britain refused to join because the
British objected then, as now, to the supranational features of the Treaty. The ECSC
proved to be very successful, however, and it was followed in 1957 by the Treaty of Rome
which established the European Economic Community (EEC or Common Market) and in
1958 by the Atomic Energy Community (Euratom) in 1958 with the same six core Euro-
pean member states.
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The institutions of the EEC, the ECSA, and Euratom, were merged in 1967 into the
European Community (EC). The British finally joined the EC in 1973, after two vetoes in
1963 and 1967 by the French President, Charles de Gaulle. He opposed British member-
ship for several reasons, one of which was his suspicion that the British would be a kind of
American Trojan Horse. Denmark and Ireland also joined the EC with the British, so that
the membership was expanded to nine states. In 1981, Greece was allowed to join, even
though that country was hardly qualified on economic grounds. Greece had emerged from
a military dictatorship lasting from 1969 until 1974, and “the Nine” wanted to anchor the
country in a democratic framework of European states that would help ensure the stabil-
ity of its new democratic system. Similar arguments were then applied to Spain and Por-
tugal, both of which had been transformed in the tumultuous 1970s, with considerable
help from Germany, from dictatorships to struggling democracies. When these two coun-
tries followed Greece and joined the EC in 1986, the community was then obliged to open
its markets and offer crucial economic aid to three relatively poor southern European
states. Their political and economic development since then has demonstrated the wis-
dom of the EC decisions.

In 1986, the Single European Act (SEA) was signed, and by 1987 it was ratified by
all of the EC member states’ parliaments. This treaty was designed to bring about the
true “single market” that the original Common Market (EEC) had established only imper-
fectly. The treaty called for the implementation of almost 300 measures designed to re-
move all remaining non-tariff barriers to trade and commerce within the EC, thus assur-
ing the free movement of goods, services, persons, and capital. The SEA went into effect in
January 1993.

In the meantime the “Europe of the Twelve” gained considerably in world influence
and prestige. Numerous other European countries, including Cyprus, Malta, Turkey, and
the former Eastern European Soviet satellite states, expressed interest in joining the EC.
East Germany became part of the EC when it joined the Federal Republic in October
1990.

As a result of the Maastricht Conference in 1991, the EC eventually became the
European Union (EU). The Maastricht Treaty went into effect in November 1993, later
than planned because of ratification problems in Denmark, France, and Germany. Den-
mark first narrowly rejected and then narrowly approved by referendum a somewhat
revised treaty. France in a referendum barely approved the treaty, while in Germany the
treaty was challenged legally but then approved by the Federal Constitutional Court. The
EU consists of “three pillars”:

= areformed and strengthened EC (which includes a common currency, the “euro,”

after 1999)

e a Common Foreign and Security Policy (CFSP)

= Home and Justice Affairs.

In 1995, three new states, Austria, Finland, and Sweden, joined the EU. In each of
these countries, the application for admission to the EU was approved in a popular refer-
endum during the summer of 1994. Norway also applied and was accepted for member-
ship, but, as in 1972, the referendum on joining was rejected. Thus the EU now has fifteen
members.

Poland, Estonia, the Czech Republic, Hungary, Slovenia, and Cyprus have been in-
vited by the EU to enter negotiations for membership in 2002. Turkey together with other
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European states in Central Europe will try to join in the future, thus raising questions
about the capacity of the EU to absorb so many states without changing rather dramati-
cally some of the institutions that might not be able to function very well with so many
members.

Throughout this period, the United States has been and continues to be a strong
supporter of European integration, even though there have been and are tensions be-
tween the U.S. and the EEC/EC/EU regarding various trade issues. In the early 1960s,
there was the famous “chicken war,” which erupted when the EEC tried to limit the im-
port of cheap American chickens. In the years since then, there have been numerous con-
flicts over other issues, such as soybeans, grains, hormones in beef products, and so forth.
There have also been serious disagreements over agricultural subsidies. While farmers in
both the United States and the EU are heavily subsidized, the European farmers receive
a significantly larger proportion of their income from support programs than is generally
the case in the United States. This has led to charges of unfair trade practices, since
American products cannot always compete in the European market against those of heavily
subsidized European farmers. Subsidies in Europe also encourage overproduction of vari-
ous products (“wine lakes,” “milk lakes,” “butter mountains,” etc.) and the sale of Euro-
pean products (e.g., wheat) to foreign markets below cost, which, of course, infuriates
American producers and encourages the American government to retaliate in kind.

In recent years, the controversial issues involved in numerous matters have been
the subjects of various negotiations. These matters include

e agricultural subsidies

= Dbeef hormones

= American “cultural imperialism” (e.g., movies and television programs), and

= the European Airbus (manufactured by a consortium of German, French, Brit-

ish, and Spanish firms versus America’s Boeing and McDonald-Douglas).
In general, although these issues have been settled by compromises that are more or less
satisfactory to the parties, tensions remain. Today major disagreement exists between
the U.S. and the EU over

= the Helms-Burton Act (which threatens various sanctions against foreign firms

and their managers if they operate and profit from properties in Cuba confis-
cated from American owners) and

= the D’Amato-Kennedy Act (which threatens sanctions against countries that trade

with Iran).
The Europeans see these Acts as attempts to apply American policy to foreigners and thus
to interfere in their affairs.

The United States has always supported German efforts to become such an integral
part of a European economic and political framework that its neighbors will never again
fear its dominance. Examples of these efforts are

= economic integration under the Common Market and the SEA

= the common currency that will be introduced in 1999

« the Common Foreign and Security Policy (still more of a goal than a fact), and

= other actions taken by the EU that involve a sharing of sovereignty.

Ironically, however, some critics have suggested that Germany is merely planning now to
dominate Europe through the far more sophisticated and subtle means of manipulating
EU institutions for its own advantage. One example they sometimes cite is the new Euro-
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pean Central Bank, which is based on the German model of the Bundesbank (very similar
to the American Federal Reserve), which will be located in Frankfurt after January 1999.
It therefore seems to many Germans that whatever they do, some people will always
guestion their motives and imagine some kind of conspiracy against the rest of Europe.

Foreign Policy and Military Cooperation with the United States
and Europe

Military cooperation was another concern of great importance to Adenauer. The So-
viet Union was perceived as a major threat to Western Europe. An East German military
“police” force was organized as early as 1948; the West, however, was reluctant to give the
Federal Republic its own army. But when the Korean War began in June 1950 with a
North Korean invasion of South Korea, Churchill and others suggested that a European
Army that included German troops might be an alternative. In 1952, the French govern-
ment proposed a European Defense Community (EDC) with an army under suprana-
tional control in accordance with the principle behind the ECSC. The United States ap-
proved of German membership in both the EDC and NATO. Of course, the French as-
sumed they would provide the commander of the EDC troops. Adenauer agreed to accept
the French proposal, but in 1954, the French National Assembly rejected the EDC.

In 1952, Adenauer got the Allies to end their occupation of Germany. In the same
year, Stalin, probably because he feared German rearmament in a Western European
context, sent a note to the German government in which he offered reunification if Ger-
many would become neutral. Adenauer rejected the offer, because he feared Soviet influ-
ence and Communist subversion in a neutral Germany, and because he insisted that West
German integration in the West was his most important goal, even if it had to be pur-
chased at the price of reunification.

Shortly after the French parliament’s rejection of the EDC, Germany was admitted
to NATO, which had been formed in 1949 following the 1948 Communist coup in Czecho-
slovakia and the 1948-49 Berlin Airlift. Germany was also admitted to the Western Euro-
pean Union (WEU), a strictly European defense force formed in 1954. It remained more of
a paper tiger until the 1980s and is still today very much in the shadow of NATO in spite
of hopes that it might become the military arm of the European Union.

In 1955 at the Geneva Conference with the Western Allies and the Soviet Union, it
was agreed that the Allies and Soviets would withdraw from occupied Austria, which
would then become neutral like Switzerland. Germany was again offered unity if it, too,
would become neutral. Adenauer continued to refuse to give up his Western ties for a
neutral Germany suspended between East and West. On the other hand, he accepted an
invitation to visit Moscow, where it was decided that the Soviet Union and the Federal
Republic would establish diplomatic relations and that the Soviets would release 10,000
German POWs, the last remaining German soldier prisoners captured during the War.
Adenauer insisted that the Federal Republic actually represented all Germans in spite of
the existence of the German Democratic Republic, which the Soviets had created shortly
after the establishment of the Federal Republic in 1949. The Soviets, of course, ignored
this claim.

At first, the United States was the only NATO Alliance member with nuclear weap-
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ons, but the British and French followed in the 1950s and 1960s. Neither then nor today
have the Germans ever given serious consideration to possessing their own nuclear weap-
ons. Of course, only the Americans had the capability of seriously deterring the Soviets
from a frontal attack against Western Europe. The American doctrine of “massive retali-
ation,” which meant that the United States would — or at least might — retaliate against
such a Soviet attack on Europe by a massive nuclear strike that would probably destroy
the Soviet Union and its satellites, was supported by Adenauer and his government as the
best way to deter any Soviet aggression.

In 1956, East-West tensions grew dramatically when the Soviets and most of its
East European allies, including East Germany, invaded Hungary and put down the Hun-
garian Revolution. In spite of Secretary of State John Foster Dulles’s rhetorical advocacy
of a “roll back” of the Iron Curtain, the West did not offer the Hungarians any material
support. Relations were also severely strained in 1958 when the Soviet leader, Nikita
Khrushchev, sent an ultimatum to the West demanding that West Berlin be given to East
Germany and that the Allies leave the city. He then issued a draft peace treaty with
Germany that would grant East Germany international recognition. He threatened that
he would sign it unilaterally if the West rejected it. Adenauer was concerned about West-
ern resolve, but Khrushchev withdrew his ultimatum during his visit to the United States
in 1959.

When the new Kennedy Administration came into office, a new nuclear doctrine of
“flexible response” was enunciated. This meant that the American reaction would depend
on Soviet actions. If, for example, the Soviets launched only a limited attack with limited
objectives, the United States might defend the territory with conventional weapons and/
or retaliate with a limited nuclear response. This alarmed Adenauer, because he saw it as
a weakening of the deterrent effect and possibly even as encouragement for small-scale
Soviet attacks with the goal, for example, of capturing West Berlin or Hamburg. In this
case, he feared the U.S. in fact would not be willing to trade Chicago for Hamburg in case
the Soviets retaliated against a limited American nuclear attack. The flexible response
doctrine also meant a greater focus on conventional forces for NATO, which were more
expensive than nuclear weapons and, in the minds of some experts, much less of a deter-
rent.

When the Berlin Wall was erected in August 1961, Adenauer and the Germans were
not in any position to act militarily. As it turned out, there was not much that the Ameri-
cans or NATO could do, either. Some voices insisted that the United States tear down the
Wall virtually as it was being built, since it violated agreements among the Allies to treat
the city as one. But besides loud protests and the sending of some tanks into East Berlin
near the Wall to demonstrate the Allies’ right to go anywhere in the city without restric-
tions, the West was not willing to risk a military conflict over Berlin. Adenauer and Kennedy
met in Washington in November 1961, but it was apparent that their meeting did not go
well.

During the Cuban Missile Crisis in October 1962, there was some concern in Ger-
many that Berlin might become a pawn in a tradeoff of some kind, but these fears proved
unfounded, and the Germans gave enthusiastic support to Kennedy’s resolution of that
conflict. Indeed, when Kennedy visited Berlin in June 1963, he received perhaps the most
enthusiastic reception of his career, in part, no doubt, because of his famous statement
that he, too, was a Berliner.
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In spite of, but also because of Berlin and Cuba, Kennedy wanted to open a dialogue
with the Soviets and its leader, Khrushchev, in order to arrive at a nuclear testing agree-
ment and to promote detente between East and West. Adenauer was highly suspicious of
this policy, because he feared it would lead to agreements at the cost of Germany’s na-
tional interests. As a result, Adenauer took steps to strengthen his already good relation-
ship with French President Charles de Gaulle. A Franco-German Treaty was signed in
1963 which provided for closer French-German cooperation in a number of areas, includ-
ing large-scale youth exchanges, and led to numerous French-German city and town part-
nerships. De Gaulle disagreed with American policy in many areas, rejecting the doctrine
of flexible response and the dominance of the United States in European military affairs.
In the mid-1960s, he even withdrew France from the NATO integrated command struc-
tures and ordered all non-French NATO troops out of France, although France remained
a member of the Alliance per se.

By the time Adenauer left office in 1963 (a month before Kennedy was assassinated),
a dispute was growing in Germany between those who wanted closer ties to France and de
Gaulle and those (called the “Atlanticists”) who insisted on close ties with the United
States. This dispute divided the government of Adenauer’s successor, Ludwig Erhard,
and continued until de Gaulle’s resignation from office in 1969. In the meantime, how-
ever, the pro-Atlantic forces grew, and with the formation of the Grand Coalition of CDU/
CSU and SPD in 1966 that replaced the ineffective Erhard government, detente won the
upper hand. Under Erhard, Germany had already given up the so-called Hallstein Doc-
trine, according to which the Federal Republic would break off diplomatic relations with
any country except the USSR that recognized East Germany. With Willy Brandt, the
leader of the SPD, as the foreign minister of the Grand Coalition government, Germany
entered diplomatic relations with Eastern European countries and made overtures to the
East Germans and Soviets. Tensions developed between the German government and de
Gaulle after 1966, an example of which was Germany'’s support for Britian’s membership
in the EC and de Gaulle’s second veto of Britian's entry in 1967.

When the SPD and FDP formed a new government following the elections of 1969
that placed the CDU/CSU in opposition for the first time, the Germans began a policy of
detente known as Ostpolitik, or policy towards the East, that went beyond anything at-
tempted before by either the Germans or the Americans. By the early 1970s, the Germans
had concluded treaties with

= Poland, virtually recognizing the existing borders and the loss of one-fourth of

pre-War Germany

= the Soviet Union, accepting the status quo in divided Europe

= the Four World War Il Allies, concerning Berlin, and

= East Germany, according to which the Federal Republic and the German Demo-

cratic Republic joined the UN and established with each other “permanent repre-
sentative missions” rather than embassies.
In other words, Chancellor Brandt was acknowledging that there were two German states
in one German nation, that the eastern territories had been lost as a result of the War,
and that one had to recognize this reality. Opponents argued that Brandt's Ostpolitik
amounted to giving away all of Germany’s lost territories for little in return.

While it can be argued that Ostpolitik contributed to an easing of tensions that helped

bring about eventual reunification, a stronger case can probably be made that it was
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really designed to recognize the division of Germany and make that division more accept-
able for those most affected, such as the East Germans and families that remained di-
vided. As a result of Brandt's efforts and those of his successor, Chancellor Helmut Schmidt,
a number of very restrictive and repressive policies were eased or eliminated by the East
German authorities: the possibilities of limited travel by East Germans and, especially,
by Westerners to East Germany were broadened. But the Wall and the fortified borders
remained in place, even if some of the automatic shooting devices were removed, and the
improvements in relations between the two Germanys made people on both sides of the
border more resigned to the status quo.

The 1972 Bundestag elections were fought largely on the issue of Ostpolitik. Though
the SPD under Brandt's leadership and their coalition partner, the FDP, won a resound-
ing victory, Brandt resigned in 1974 as a result of growing economic problems, rumors of
sexual escapades, and, especially, the discovery of an East German spy in his inner circle
of advisers. He was replaced by Helmut Schmidt, a less visionary and more pragmatic
leader than Brandt, and one who quickly developed the reputation as a highly competent
manager of German economic and military affairs.

Schmidt got along well with U.S. President Gerald Ford, but he had problems with
Jimmy Carter. Schmidt was recognized for his competence in economic affairs, and he
became increasingly critical of the Carter Administration’s economic policies. Carter, in
return, thought that Schmidt sometimes acted like a schoolmaster with his allies, which
did not help relieve tensions with them. In 1978, Schmidt and French President Giscard
d’Estaing initiated the European Monetary System (EMS) with an Exchange Rate Mecha-
nism (ERM) that was designed to secure the stability of currencies of EC member states
and, among other things, protect them from American inflationary tendencies.

The Carter Administration urged the replacement of regular nuclear warheads with
so-called “clean” neutron bombs that would kill enemy troops with radiation more than
blast effects and therefore leave more buildings and infrastructure intact. Schmidt used
up a great deal of political capital in his own party in accepting this proposal only to see it
withdrawn abruptly a few years after it was first suggested. This did not help relations
between Schmidt and Carter.

When the Soviets invaded Afghanistan in 1979 to put down an Islamic anti-Soviet
government, the Carter Administration reacted strongly, including boycotting the 1980
Moscow Olympics. Like most of its European allies, the U.S. was joined by Germany in
the boycott and in the criticism of the Soviet invasion. On the other hand, the Germans
argued that the Afghanistan issue could be separated from issues of Ostpolitik and gen-
eral detente between East and West. The Americans disagreed, and tensions mounted
between the U.S. and the Soviets, which the Germans saw as threatening their decade-
long policy of improving political and economic relations with the Soviets and their East-
ern European satellites.

A good example of the tension that developed between the U.S. and its Western
Allies was the policy enunciated by the new Reagan Administration in 1981 that opposed
the construction of gas pipelines from the Soviet Union to Western European countries.
The Reagan Administration argued that these pipelines would make the Europeans de-
pendent on Soviet supplies of energy and thus threaten the security of the NATO Allies. It
ordered American firms and their European branches not to participate in the project,
which had already been negotiated. The Europeans were incensed by this policy, seeing it
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as an unacceptable interference in their internal affairs and an illegal attempt to force
European companies to abide by American laws. After much controversy, the Americans
gave in, but at the cost of considerable irritation between the two sides.

In the meantime, the Soviets were preparing to modernize and upgrade their inter-
mediate range nuclear missiles pointed toward Western Europe. These were so-called SS
20 missiles that were mobile, more accurate, and armed with three warheads. Many ex-
perts believed they were designed to divide Europe from the U.S., because they could not
reach the U.S. They said that this might tempt the U.S. to accept a nuclear threat or
attack against Western Europe in order to save American cities from the threat of an
attack from Soviet strategic missiles. Schmidt insisted that NATO had to answer the
Soviet threat with new missiles in Western Europe aimed at the Soviet Union. In January
1979, the U.S., UK, France, and Germany met and declared their support not only for the
Strategic Arms Limitation Treaty (SALT), but also for NATO intermediate nuclear mis-
siles in Europe. In December of 1979, NATO announced its twin-track decision, according
to which NATO would negotiate an intermediate missile agreement with the Soviets while
rearming at the same time.

During this time, Schmidt was losing control over his own party, which had become
even pacifist and increasingly opposed to any new nuclear weapons in Europe. This oppo-
sition was expressed openly in party meetings as well as in defections of SPD members
and supporters to the new Green movement, which was militantly pro-environment, anti-
nuclear-power, anti-nuclear-weapons, and pacifist. This nuclear weapons issue, together
with a declining economy, which seemed to challenge Schmidt's reputation for compe-
tence in that field, placed him increasingly on the defensive. In September 1982, his coa-
lition partner, the FDP, decided to withdraw its support, and in a “constructive vote of no-
confidence” joined with the opposition CDU/CSU in voting for a new coalition government
under the leader of the CDU, Helmut Kohl.

Helmut Kohl, Europe, and the United States

When Helmut Kohl became Chancellor in September 1982, he became the third con-
servative leader of a major Western country to assume office about that time. Margaret
Thatcher had become British Prime Minister in 1979, and Ronald Reagan entered office
in January 1981. Many observers expected Kohl to follow more or less the anti-union,
anti-welfare-state, militantly anti-Communist, and strongly pro-free-enterprise rhetoric
and policy initiatives of Thatcher and Reagan. While Kohl and his party, the CDU/CSU,
and his coalition partner, the FDP, sympathized to some extent with the efforts of Thatcher
and Reagan to cut back on the welfare state, reduce government spending in general, and
stand up to Soviet intimidation by their SS 20 missiles aimed at Europe, he was not
willing or able, due to domestic pressures, to follow them entirely.

The most controversial subject at the time Kohl came into office was the two-track
NATO decision regarding the Soviet SS 20 missiles. Even though negotiations between
NATO and the Soviets continued, they did not resolve the issues, and it became clear that
NATO missiles would be deployed in response, mostly in Germany. The domestic opposi-
tion to these missiles was severe on the grounds that they were a provocation and made
Germany potentially a major nuclear target. Demonstrations against them put consider-
able pressure on the Kohl government. Kohl's relations with the SPD, which had rejected
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former Chancellor Schmidt's arguments for the missiles and left him virtually isolated in
his own party, also became more strained. But Kohl remained steadfast, and by late 1983
the first missiles were deployed.

Once this happened, the demonstrations decreased, to the surprise of many, and
many opponents seemed reluctantly to accept the missiles or became resigned to their
introduction. When Mikhail Gorbachev assumed the leadership of the Communist Party
of the Soviet Union in March 1985, relations between East and West began to change
dramatically, and in December 1987, President Reagan and Gorbachev signed an agree-
ment that eliminated the medium range missiles in Europe that had caused so much
tension between NATO and the Soviet Union and so much internal opposition within
Germany.

After that agreement, however, another controversy arose regarding the moderniza-
tion of NATO short-range missiles that were aimed at East Germany. Of course the Sovi-
ets also had short-range missiles aimed at the Federal Republic, so both German govern-
ments were interested in the elimination of these so-called battlefield nuclear weapons.
As one conservative German politician noted: “The shorter the range, the deader the Ger-
mans.” This controversy was not really resolved until the opening of the Berlin Wall in
1989.

Even though Kohl backed the NATO double-track decision with the support of his
party and his coalition partner, the FDP, he also continued the Ostpolitik of former chan-
cellors Brandt and Schmidt and their SPD/FDP coalition governments. The Germans tried
to improve relations with the countries of Eastern Europe, and they continued to deal
with the East German government in an effort to relieve tensions between the two Ger-
man states. Some large loans to the East Germans were granted, and the East German
leader, Erich Honecker, was invited to the Federal Republic in 1987 for a state visit. Both
Honecker and Kohl argued that in spite of the increased tensions in Europe brought about
by the missile conflicts and Reagan’s decision to engage in research and development of
an anti-ballistic missile defense system (“Starwars”), detente was essential for the two
Germanys. Nevertheless, Kohl and his government welcomed Reagan’s call in front of the
Berlin Wall in 1988 for Gorbachev “to tear down this Wall.”

Kohl also pursued economic policies that differed from the Thatcher and Reagan
models. While he and his government believed the very generous German welfare state
had become too expensive and that labor costs were making it increasingly difficult for
German products to compete in the world market, he and the CDU were not opposed in
principle to many aspects of the welfare state. Indeed, in spite of certain cuts, new pro-
grams were introduced under Kohl — e.g., even more generous family leave policies that
protected the jobs and benefits especially of women with small children, and a new social
insurance program for nursing home or at-home care for the aged. These and other ex-
amples can be seen not as “socialism,” but as policies conforming to Catholic social doc-
trine regarding state support for families.

In June 1989, President George Bush visited the Federal Republic, called for Ger-
man self-determination, and suggested that Germany would become America’s major part-
ner in Europe. This statement was not welcomed by Prime Minister Thatcher, but it did
recognize the growing German influence in world affairs and, especially, in the increas-
ingly important European Community. Shortly after Bush’s visit, Gorbachev visited Ger-
many and received an enthusiastic welcome. He was seen as a progressive, dynamic leader
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who was encouraging and allowing major changes in Eastern Europe as well as the Soviet
Union. His reform policies were much less appreciated by the East German government,
which had gone so far as to prohibit the distribution of certain Soviet publications that
were considered subversive by East German authorities.

By the late summer of 1989, thousands of East Germans were leaving the GDR by
traveling “on vacation” to Hungary. The Hungarian Communist regime had been taken
over by reformers who had decided to open their borders with Austria in spite of an agree-
ment with the GDR not to do so. This was the beginning of the end for the Communist
regime in East Germany, because once it became known that it was possible to escape
East Germany via Hungary, there was little the East Germans could do but prohibit its
citizens to travel even to other East European countries from which they could proceed to
Hungary. This would have produced an explosive situation in the GDR. However, before
the East Germans could devise a counter strategy, they lost control of the population —
just about the time of the fortieth anniversary of the GDR in October 1989. The Wall was
opened on November 9, 1989.

From the beginning of the disintegration of the Communist regimes in Eastern Eu-
rope — and especially in East Germany — the United States under President Bush made
clear its support for German reunification. This had been official Western policy and NATO
policy for decades, but once reunification appeared possible (which few people had be-
lieved would actually happen even well into the next century), the voices of unequivocal
support were few and far between. Prime Minister Thatcher expressed her reservations
rather openly, warning against taking precipitous action, and President Mitterrand of
France was also skeptical, even flying to Moscow to suggest Soviet-French cooperation in
checking reunification efforts. Soon, however, Mitterrand, like Gorbachev, accepted the
inevitability of German reunification, and Kohl was able during the first half of 1990 to
get the approval of the four Allies for reunification. Without Soviet approval, of course,
reunification could not have occurred, and even though Gorbachev seemed sympathetic, it
was doubtful that he would accept a united Germany's membership in NATO. But the
Americans and Germans pointed out that united Germany’s integration in NATO actu-
ally offered the Soviets more security than a Germany without moorings. Kohl and
Gorbachev met in the Caucasus in July 1990, and Kohl, to make Soviet acceptance easier,
offered several billion dollars to the Soviets for the withdrawal of their armed forces from
East Germany by 1994. The Soviets accepted, and the road to reunification was open.

Germany, Europe, and the United States after Reunification

Even before reunification, Kohl had been a strong supporter of the European Com-
munity and efforts to further European integration. He realized in 1990 that German
reunification would raise a number of concerns in neighboring countries, and in order to
demonstrate Germany’s good will, he urged that Germany become even more integrated
in Europe: “a European Germany, not a German Europe.” This was a French goal as well,
and it was to be accomplished at the meeting at Maastricht, Holland, in December 1991,
when a treaty was negotiated that would bring about an “ever closer union” and create the
European Union.

As noted above, the Maastricht Treaty that went into effect in November 1993 con-
sists of three “pillars”: a reformed and strengthened EC; a Common Foreign and Security
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Policy (CFSP); and Home Affairs and Justice. The idea behind these pillars is to create
through a wide variety of policies “an ever closer union” of member states. Whether the
ultimate goal should be a kind of confederation, federation, or something else remains
controversial. Some Europeans, especially some British observers, are vehemently op-
posed even to a confederation, let alone a federation, which they see as undermining the
sovereignty of the individual member states and turning their fate over to “Eurocrats” in
Brussels. Others argue that there is already a considerable amount of sharing of sover-
eignty in the EU — e.g., in trade; agricultural, social, and economic development; immi-
gration; and foreign policies, just for starters. A common currency, introduced in January
1999, is a major example of shared sovereignty. For these observers, the EU is already a
confederation on the way to becoming some kind of federation. Still others argue that the
EU is neither an alliance, a confederation, nor a federation, but rather a unique organiza-
tion that does not fit any of the conventional concepts of political cooperation among states.
In any case, it is clear that Helmut Kohl is one of the strongest supporters of European
integration and, at heart, a “federalist.” Whether he continues in office after the Septem-
ber 1998 elections or not, his legacies will be German reunification and promotion of Eu-
ropean integration. For that reason he has for some years been called “Mr. Europe.”

When the United States was looking for allies during the Persian Gulf crisis that led
to war with Irag, Germany was caught off balance. It had just gone through reunification
and was confronted by the very difficult psychological, political, and economic/financial
challenges resulting from the new conditions facing the country. Given the traumatic
events of World War Il and the deep opposition in Germany to any military operations
outside of German territory, the Kohl government had little choice but to offer only rela-
tively modest military support which, nevertheless, consisted of providing German bases,
some equipment, and some naval support units in the Mediterranean as well as fighter
aircraft to help protect Turkey. Like Japan, which also has historical and domestic politi-
cal reasons for not participating in combat operations, Germany did make a major finan-
cial contribution — about twelve billion dollars — to help finance the UN operations in
the Gulf. Given the huge costs associated with reunification, this was a considerable sac-
rifice.

There were many Germans, especially in the SPD and Greens, who argued that the
Basic Law (Constitution) prohibits so-called “out-of-area” actions, i.e., German military
involvement in areas outside of the boundaries of NATO countries. This became a bitterly
debated issue with Kohl and his government, among others, arguing that this was a mis-
interpretation of the Basic Law. The Federal Constitutional Court finally ruled in 1994
that German forces could be deployed “out-of-area” but only with parliamentary approval.
In spite of this decision, even German conservatives remain very reluctant to see German
forces participate in conflicts abroad. (Nevertheless, German troops are serving in a peace-
keeping role in Bosnia along with American and other European forces.)

As noted above, one of the pillars of the Maastricht Treaty is the Common Foreign
and Security Policy (CFSP). The EU member states do attempt to have common foreign
policies on many issues and generally vote together in the UN. Indeed, Germany would
like to become a permanent member of the Security Council along with Britain and France.
The fact is, however, that in real crisis situations, such as the Gulf Crisis in 1991, the
Yugoslavian conflict from 1991 to 1995, and the U.S.—Iraqgi standoff in 1997-98, the Ger-
mans and French and other European states took different positions. The apparent in-
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ability of EU states to agree in such situations makes the goal of a common foreign policy
on important issues unlikely in the near future.

Security policy is, of course, closely related to foreign policy. The Western European
Union (WEU), established in 1954 as a defensive alliance of strictly European countries,
consists today of ten of the fifteen EU member states. The traditionally neutral states,
Sweden, Denmark, Finland, Austria, and Ireland, are not members. Nevertheless, some
EU member states such as France see the WEU as an EU alternative to NATO that could
act without the United States in protecting European interests. In fact, however, the
WEU lacks the common command structures and crucial logistical and technological sup-
port units that would make it a true alternative to NATO. As a kind of substitute, the
Germans and French, together with a few other European countries, have formed a
“Eurocorps” that could theoretically serve as a rapid strike force for Europe.

At the end of the 1990s, agreement between Germany and the United States on most
foreign policy issues remains strong. There are some differences, however, and some rea-
sons for concern. The Germans, along with the rest of Europe, object strongly to what they
see as unilateral American efforts to force their compliance with American policies re-
garding Iran and Cuba. They agree that Iran is a problem country: in fact the EU in 1996
cut off diplomatic relations with Iran for more than a year due to a German court finding
that the Iranian secret service was behind the murder of several Iranian opposition fig-
ures in Berlin. But Germans resist the provisions of the D’Amato-Kennedy Act, which
calls for American sanctions against countries that have major business dealings with
Iran. They also reject the provisions of the Helms-Burton Act, which calls for sanctions
against foreign companies and individuals that have managed or invested in properties in
Cuba that were owned by Americans and expropriated by the Castro government. Addi-
tionally, they are very critical of the failure of the United States to pay its UN dues, which
is the result of the actions of the Senate Foreign Relations Committee under the Chair-
manship of Jesse Helms. Thus they object to instances of America’s tendency to conduct
its foreign policy without considering the views of its friends and allies.

Finally, the Germans in particular are concerned about what they see as a declining
interest in Europe by the U.S. Evidence of this decline includes the drop in the number of
students in American schools enrolling in German, Russian, and even French classes;
curricular changes in American colleges and universities that reject “Eurocentric” courses
such as “Introduction to Western Civilization” and courses that require reading books by
“dead European white males”; and an apparently generation-related change in American
politicians who increasingly seem far less interested in foreign policy in general and Euro-
pean affairs in particular. One German author has noted that not a single American
Congressperson visited Bonn or Berlin in 1995, and German journalists, scholars, and
[European] politicians are complaining that American politicians today seem to have little
interest in meeting and discussing common problems.

Summary and Conclusion

The first government of the Federal Republic of Germany, established in 1949, was
led by Chancellor Konrad Adenauer. Adenauer was also the leader of the Christian Demo-
cratic Union (CDU) which soon joined with its Bavarian “sister party,” the Christian So-
cial Union (CSU). That Adenauer and the CDU/CSU took command of the West German
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government had some very significant consequences. First, Adenauer had three foreign
policy goals: integration into Western Europe; close ties to France; and close ties to the
United States. He achieved all three, even at the cost of German reunification in neutral-
ity between East and West. The CDU/CSU also contributed greatly to domestic stability
by becoming a broadly based catch-all party that played down narrow ideological prin-
ciples that appealed only to a part of the population. Ideological parties were the norm in
Germany and Europe, and the success of the CDU/CSU as a pragmatic alternative soon
made it a model for the main opposition party, the Social Democrats (SPD), which also
became more of a catch-all party after a major meeting in 1959.

Since 1949, the United States, Germany, and Western Europe in general have devel-
oped close economic, military, diplomatic, and other ties that make it difficult to imagine
how we could get along without them. The “ever closer union” that is the goal of the
growing European Union will make it even more difficult for us to imagine going off in
separate directions. The “transatlantic agenda” therefore calls for regular meetings and a
variety of contacts between Americans and Europeans to promote common values and
goals in the world. Nevertheless, there appear to be some Americans, including politi-
cians, who have a very limited view or seem unaware of the importance of maintaining
close ties with Europe as partners engaged in mostly common purposes.

Those of us who teach young people about foreign countries, foreign cultures, and
foreign languages therefore must try to help our students become more aware of the rest
of the world and to discourage them from believing that the United States is the center of
the universe. In fact the United States is a kind of huge island with many of its citizens
harboring an island mentality — a mentality of isolationism. In a world characterized by
globalization and increasing interdependence, isolationism for the world’s only superpower
is not a viable option.

Arthur B. Gunlicks
University of Richmond
October 1998
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Germany, Europe, and
the United States after 1949

Lessons in Unit IV

Lesson 1: North Atlantic Treaty Organization
Lesson 2: Germany and the European Union

Overview

This Unit focuses on Germany’s role in the evolution of two organizations in Europe
from the end of World War Il until today. The first lesson explores the origins of NATO
and the Warsaw Pact in 1949 as responses to the growing tension between the United
States and the Soviet Union at the end of the war. The lesson shows in particular how the
emergence of NATO played an important role in forming a bond among Europe, Germany,
and the United States, and how more recently Germany has emerged as the acknowl-
edged economic leader of the 15-member European Union (EU).

The second lesson examines the origins of this economic union, the controversy sur-
rounding a single currency (the euro), and the shape of things to come. What will happen
to Germany'’s unique history and recently restored sense of national pride if their primary
identification is with the EU? How accepting will Europe be of German leadership?

Lesson 1: North Atlantic Treaty Organization (NATO)

Preview of Main Points

This lesson allows students to discuss the advantages and disadvantages of the cre-
ation of NATO and understand its mission. It focuses on the Allies’ perception that the
future of democracy in Europe was at stake, and it stresses the lengths to which they were
willing to go to preserve democratic institutions. It also gives attention to the reaction of
the Soviet Union and the formation of the Warsaw Pact, and it examines Germany’s cen-
tral role in the military and political affairs of Western and Central Europe.

Key Concepts

e Conflict and conflict management
= Security

= Multiple perspectives

= Intervention



212

(] UnNiT IV: LESSONS

RELATIONSHIP TO THE VIRGINIA STANDARDS
OF LEARNING

History and Social Science

9.10  The student will analyze major historical events of the
20th century, in terms of
e. the Nazi Holocaust and other examples of

genocide;

f. new technologies, including atomic power, and their
influence on the patterns of conflict.

104 The student will analyze how certain cultural
characteristics can link or divide regions, in terms of
language, ethnic heritage, religion, political philosophy,
social and economic systems, and shared history.

11.12  The student will analyze and explain United States
foreign policy since World War 11, with emphasis on
a. the origins and both foreign and domestic

consequences of the Cold War;

b.  communist containment policies in Europe, Latin
America, and Asia;

c. the strategic and economic factors in Middle East
policy;

d. relations with South Africa and other African
nations;

e. the collapse of communism and the end of the Cold
War; and

f. new challenges to America’s leadership role in the
world.

11.16 The student will interpret the significance of excerpts
from famous speeches and documents in United States
history, including “The Letter from Birmingham Jail,”
“Speak softly and carry a big stick...,” “The Gettysburg
Address,” and “The Virginia Statute of Religious
Freedom.”

11.17  The student will develop skills for historical analysis,
including the ability to
a. analyze documents, records, and data (such as

artifacts, diaries, letters, photographs, journals,
newspapers, historical accounts, etc.);

b. evaluate the authenticity, authority, and credibility of
SOurces;

c. formulate historical questions and defend findings
based on inquiry and interpretation;

d. develop perspectives of time and place, including
the construction of various time lines of events,
periods, and personalities in American history; and

e. communicate findings orally, in brief analytical
essays, and in a comprehensive paper.

12.14  The student will compare the United States political and
economic systems with those of major democratic and
authoritarian nations, in terms of
a. the structures and powers of political institutions;
b. the rights and powers of the governed including

grass roots citizen movements;

c. economic goals and institutions and the role of
government in the economy;

d. the relationships between economic freedom and
political freedom; and

e. the allocation of resources and its impact on
productivity.

12.16  The student will analyze the role of government in the
United States economy, with emphasis on
a. monetary and fiscal policies;

b. interstate commerce and international  trade

policies;

providing favorable conditions for markets;

providing public goods and services;

protecting the environment; and

promoting economic growth.

~®o o

continued overleaf

Related Concepts

- Containment
- Alliance
- Treaty

Objectives

During this lesson, students will

- identify and evaluate reasons for for-
eign intervention

- identify the major provisions of the
North Atlantic Treaty

- identify the countries who were/are
members of NATO and the Warsaw
Pact

- explain the reasons for the creation
of NATO and the Warsaw Pact.

- evaluate whether the creation of
NATO was helpful or harmful.

Focus Questions

1. Why do countries intervene in the af-
fairs of other countries?

2.  Was the formation of NATO helpful
or harmful?

Teaching Suggestions

This is an excellent opportunity for stu-
dents to engage in a class discussion on the
merits of NATO. Students should attempt to
look at the situation in Europe from at the end
of World War Il from the perspectives of the
United States and Western Europe as well as
that of the Soviet Union. Teachers should ask
students to examine the policy of containment
adopted by the United States. In addition, teach-
ers should examine the history of Russia in or-
der to help the students understand Stalin’s de-
termination to create a fortification against in-
vasion. The lesson includes a debate activity
that contains structures and procedures to get
all students involved. Teachers might also
choose to ask students to write a position paper
on the debate issue.
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Beginning the Lesson
History and Social Science continued

Brainstorm with the class the question of 12.17  The student will evaluate the effect of monetary and
H H H fiscal policies on personal economic well-being including
Whe_n' if ever, a Coun_try_ShOUId lr_lterfere in th_e employment opportunities, purchasing power, credit and
affairs of another. Distribute copies of the “Cri- interest rates, and opportunities for investment and
sis Cards” (see Resource 1 below), and develop Savngs.
criteria for when a country should intervene the English
. .. 9.2 The student will make planned oral presentations.
affairs of another (See ACt|V|ty 1)- 9.4 The student will read and analyze a variety of print
materials.

9.6 The student will develop narrative, literary, expository,
and technical writings to inform, explain, analyze, or

i entertain.
Developln_g the Less<_)r_1 . . . 9.7 The student will credit the sources of both quoted and
Review the political and military situation o5 $zraphr§sedidllea8- ectonic datah
. } e student will use electronic databases to access
of Europe in 1949. Ask students to read the con- information.
densed version of “The North Atlantic Treaty” 10.4  The student will read and interpret printed consumer
. ) materials.
(see Resource 2). Use a map to identify the mem- 10.7  The student will develop a variety of writings with an
bers of NATO. Discuss the major ideas found in emphasis on exposition.
) A 10.9  The student will use writing to interpret, analyze, and
the treaty, focusing on possible reasons for the evaluate ideas.
- - . 10.10 The student will collect, evaluate, and organize
tre_aty apd possml(_e So_V|et reaction. A§k_the class nformation.
to identify any criteria from the “Crisis Cards” 113 The student will read and analyze relationships among
. . . . American literature, history, and culture.
that apply to the situation in Europe in 1949. 114  The student will read a variety of print material.

Ask students to read: “The Warsaw Treaty 117 The student will write in a variety of forms with an
emphasis on persuasion.

Organlzatlon (See Resource 3)- Use a map to 119  The student will analyze, evaluate, synthesize, and
identify the members of the Warsaw Pact. Dis- organize information from a variety of sources into a
. documented paper dealing with a question, problem, or
cuss the reasons for the formation of the War- issue.
124 The student will read a variety of print material.
saw Pact. 12.7  The student will develop expository and technical
writings.

12.8  The student will write documented research papers.

Concluding the Lesson

Conduct an advocate decision-making de-
bate (see Activity 2) on the question: Was the creation of NATO helpful or harmful to
world peace and security?

Activity 1

Distribute copies of the “Crisis Cards” (Resource 1) to all students. For each crisis
described, ask each student to indicate without consulting with others whether or not he/
she thinks the United States should intervene militarily in the crisis. Discuss each crisis
situation with the class, asking them to explain the reasons for their decisions. As the
discussion moves forward, begin developing on the board a set of criteria for intervention,
drawing upon the better reasons students give for their decisions (e.g., national security,
human rights violations). By the end of the session, the class should have a list of 10 to 15
criteria for intervention.

Activity 2
Begin this advocate decision-making debate activity by clarifying the following de-
bate proposition: “The creation of NATO was more helpful than harmful for peace and
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security in Europe.” Then divide the class into three groups of equal size — advocates for
the proposition, advocates against the proposition, and decision-makers. Ask each stu-
dent who is an advocate, either for or against, to research two reasons in support of his/
her group’s position. Each reason should be supported with evidence. Ask each student
who is a decision-maker to prepare three questions to ask the advocates. When the pre-
liminary research is completed, ask all members of each group meet to share what they
have prepared. Each group should determine its four best reasons and pieces of evidence
or its five best questions.

After this preparation is complete, divide the class further into groups of three stu-
dents, each containing an advocate for, an advocate against, and a decision-maker. The
debate, moderated by the decision-maker, occurs in these small groups of three students
each. Each advocate is given no more than 10 minutes to present his or her case without
interruption by the opponent. The decision-maker should allow equal time for each advo-
cate to respond to the other. The decision-makers can ask their questions at any time
during the debate.

The activity ends with a full class discussion in which students identify the stron-
gest reasons and evidence in the debate.

Lesson 2: Germany and the European Union

Preview of Main Points

This lesson focuses on the evolution of Germany'’s role in the European Union. The
European Union was designed to promote economic cooperation in Europe in hopes of
reducing the risk of future ethnic and nationalistic turmoil in the process. The lesson
examines the origin and growth of European economic cooperation, the leadership within
the EU, how the EU affects the daily life of the people, the use of a single currency, and the
future of the Union. Since reunification, Germany and the other members of the EU have
confronted two main issues stemming from their membership in the Union — the single
currency and Germany’s role as the economic superpower of Europe.

Key Concepts
e Change
= Interdependence
= Economic growth and stability

Related Concepts
e Movement
< Nationalism
= Competition
= Gross domestic product
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Objectives

During this lesson, students will

« explain the fundamental purpose and
operation of the European Union

< analyze the relative strengths of the
various members of the European
Union

= identify and evaluate the challenges
facing the European Union.

Focus Questions

1. What is the European Union?
2. What are the prospects for the Euro-
pean Union?

Teaching Suggestions

This lesson provides an excellent opportu-
nity for students to get acquainted with the ba-
sic framework and purpose of the European
Union, identify its members, and define the chal-
lenges facing the organization. In order to aid
student understanding, teachers might compare
the effect of the European Union to the situa-
tion of Americans being able to move and trade
easily across state borders in the United States.
The lesson includes group work on the strengths
and weaknesses of the EU, as well as outside
research and an inquiry activity on the relative
strengths of the EU’s member nations.

Beginning the Lesson

Ask students to imagine each state in the
United States having its own unique currency.
How would these multiple currencies, each hav-
ing a different value in relation to the others,
affect a trip through all 50 states?

Introduce the students to the European
Union. Use a map of Europe to identify the 15
countries that are members. Ask the student
why they think such a union was formed. What
might be its strengths? What are potential prob-
lems created by its formation? What reservations
might countries have about joining?

RELATIONSHIP TO THE VIRGINIA STANDARDS
OF LEARNING

History and Social Science

9.10  The student will analyze major historical events of the
20th century, in terms of
e. the Nazi Holocaust and other examples of

genocide;

f. new technologies, including atomic power, and their
influence on the patterns of conflict.

104 The student will analyze how certain cultural
characteristics can link or divide regions, in terms of
language, ethnic heritage, religion, political philosophy,
social and economic systems, and shared history.

11.12  The student will analyze and explain United States
foreign policy since World War II, with emphasis on
a. the origins and both foreign and domestic

consequences of the Cold War;

b.  communist containment policies in Europe, Latin
America, and Asia;

c. the strategic and economic factors in Middle East
policy;

d. relations with South Africa and other African
nations;

e. the collapse of communism and the end of the Cold
War; and

f. new challenges to America’s leadership role in the
world.

11.16 The student will interpret the significance of excerpts
from famous speeches and documents in United States
history, including “The Letter from Birmingham Jail,”
“Speak softly and carry a big stick...,” “The Gettysburg
Address,” and “The Virginia Statute of Religious
Freedom.”

11.17  The student will develop skills for historical analysis,
including the ability to
a. analyze documents, records, and data (such as

artifacts, diaries, letters, photographs, journals,
newspapers, historical accounts, etc.);

b. evaluate the authenticity, authority, and credibility of
SOurces;

c. formulate historical questions and defend findings
based on inquiry and interpretation;

d. develop perspectives of time and place, including
the construction of various time lines of events,
periods, and personalities in American history; and

e. communicate findings orally, in brief analytical
essays, and in a comprehensive paper.

12.14  The student will compare the United States political and
economic systems with those of major democratic and
authoritarian nations, in terms of
a. the structures and powers of political institutions.
b. the rights and powers of the governed including

grass roots citizen movements;

c. economic goals and institutions and the role of
government in the economy;

d. the relationships between economic freedom and
political freedom; and

e. the allocation of resources and its impact on
productivity.

12.16  The student will analyze the role of government in the
United States economy, with emphasis on
a. monetary and fiscal policies;

b. interstate commerce and international trade

policies;

providing favorable conditions for markets;

providing public goods and services;

protecting the environment; and

promoting economic growth.

~®o o

continued overleaf
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Developing the Lesson
History and Social Science continued

12.17  The student will evaluate the effect of monetary and Divide the class into three or six small
fiscal policies on personal economic well-being including H H _
employment opportunities, purchasing power, credit and g_roups, dependlng OI:] the SIZ-G of the class. As
inte.rest rates, and opportunities for investment and sign one of the fO||0W|ng readlngs to each group:
savings. “The EU: At a Watershed in History” (Resource

English e stdontuil ke sarmed oal 4), “The EU: Economic Powerhouse” (Resource

9.2 The student will make planned oral presentations. “ i - »

9.4 The student will read and analyze a variety of print 5), and “The EU: The Shape of Thlngs to Come
materials. o A (Resource 6). Ask each group to prepare a sum-

9.6 The student will develop narrative, literary, expository, . . . .
and technical writings to inform, explain, analyze, or mary report of their article. The questions In
entertain. i H H i

9.7 The student will credit the sources of both quoted and ACtIVIty 1 prowde the basis for organizing the
paraphrased ideas. reports.

9.8 The student will use electronic databases to access
information.

10.4  The student will read and interpret printed consumer
materials. .

10.7  The student will develop a variety of writings with an Concludlng the Lesson
emphasis on exposition. i H _

10.9  The student will use writing to interpret, analyze, and Divide the ?'&SS into Sm(:}” groups to re
evaluate ideas. search the countries that comprise the EU. Have

10.10 Hf];rs;;t(:g:t will collect, evaluate, and organize each group research the population and gross

11.3  The student will read and analyze relationships among domestic product (GDP) of each Country, prepare
American literature, history, and culture. . . .

114 The student will read a variety of print material. a graph using the information they CO”eCt’ and

117 The student will write in a variety of forms with an present their graph and findings to the class.
emphasis on persuasion. .

119  The student will analyze, evaluate, synthesize, and ASk the class to draW some conclu3|ons from
organize informationfromayarietyofsgurcesintoa these presentations about the future of the EU
documented paper dealing with a question, problem, or .
issue. and take a position on the value of the EU from

124 The student wil read a variety of print material. the different perspectives of the different coun-

12.7  The student will develop expository and technical _ o
wiitings. tries (see Activity 2).

12.8  The student will write documented research papers.

Activity 1

Depending on the size of the class, group the students into three or six small groups.
Give each group one of the three readings and ask them to prepare a summary report of
the article. Below are listed the readings and a set of guideline questions to help the
students develop their summaries:

Groups One and Four: “The EU: At a Watershed in History” (Resource 4)

1. What organizations preceded the EU? Why were they created? What were the
results?

2. What are the main provisions of the Treaty of Union at Maastricht signed in
1993?

Groups Two and Five: “The EU: Economic Powerhouse” (Resource 5)

1. What was the reason for the creation of the EU?

2. How does the economic strength of the EU compare to other nations in the world?
3. What challenges face the EU?
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Groups Three and Six: “The EU: The Shape of Things to Come” (Resource 6)
1. What are the prospects for the growth of the EU? Why is this growth likely to
happen?
2. What concerns are raised by the growth?
Ask each group to make a brief report to the class. After each report, brainstorm a
list of the strengths and challenges created by a unified Europe.

Activity 2

This activity is designed to help students understand the proportions of the EU coun-
tries’ populations and GDPs. Divide the class into small groups. Have each group, using
the library and the Internet, find the populations, GDP, inflation rate, total debt, and
annual growth rate of each EU country. Ask the students in each group to prepare a pie
chart or bar graph representing the information they find. (Microsoft Excel is easy to use
in preparing graphs.) Based on this information, ask each group to list which countries
should have the most power in the EU and why. Discuss with the students the potential
problems of the EU created by the economic differences among the members. Ask each
student to select an EU country and write a position paper in which he/she challenges or
defends the country’s decision to join the EU.
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RESOURCE 1
Crisis Cards

A civil war has broken out
among three different fac-
tions in an eastern Euro-
pean county, formerly a
satellite of the Soviet
Union. A neighboring

The northeastern coast of country of common ethnic

Canada has been attacked
by a fleet of enemy ships.
The Canadian govern-
ment formally requests

and religious background
with one of the factions
supplies military weapons
to that faction, allowing

its forces to take land
away from the opposing
factions. Tales of torture
against civilians and other
atrocities committed pri-
marily by the dominant
faction have been con-

firmed by the U.N.

that you send U.S. troops
to help repel the invaders.

A socialist govern-
ment takes over a

Chinese commu-
nists infiltrate the
northern defenses
on India’s border.
India requests that
you send a small
force of military ad-
visers to help her
own forces fight off

the guerrillas.

The U.S. imports
more than half of its
oil from the Middle
East. One of the ma-
jor oil producers
there, Saudi
Arabia, is about to
hold elections, and
it is apparent that
the victors will be a
group that plans
huge increases in
the price of oil now
charged the U.S.

Latin American coun-
try and immediately
nationalizes (takes
out of private hands
and gives to the gov-
ernment to run) all
foreign banks and in-
dustries. Included are
18 large American
banks and the largest
U.S. mining company,
all of which request
U.S. armed interven-
tion to get back their
plants and other fa-
cilities.
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RESOURCE 2
The North Atlantic Treaty

(condensed version)

Source: Washington D.C., April 4, 1949
Reprinting permitted

The parties to this Treaty reaffirm their faith in the purposes and principles of the Char-
ter of the United Nations and their desire to live in peace with all peoples and all govern-
ments.

They are determined to safeguard the freedom, common heritage and civilization of their
peoples, founded on the principles of democracy, individual liberty and the rule of law.
They seek to promote stability and well being in the North Atlantic area. They are re-
solved to unite their efforts for collective defense and for the preservation of peace and
security. They therefore agree to this North Atlantic Treaty:

Article 1

International disputes should be resolved by a peaceful means in such a manner that
international peace and security and justice are not endangered. Treaty members must be
consistent with the purposes of the United Nations.

Article 2

Member nations are to promote conditions of stability and well-being. They are also to
encourage economic collaboration between any and all countries to prevent economic con-
flicts.

Article 3

Member nations are to maintain and develop their individual and collective capacity to
resist armed attack.

Article 4

The parties will consult together whenever, in the opinion of any of them, the territorial
integrity, political independence or security of any of the Parties is threatened.

Article 5

Member nations agree that an armed attack against one or more of them in Europe or
North America shall be considered an attack against them all and consequently they
agree that, if such an armed attack occurs, each of them, in exercise of the right of indi-
vidual or collective self-defense will assist the Nation or Nations so attacked by taking
forthwith, individually and in concert with the other Nations, such action as it deems
necessary, including the use of armed force, to restore and maintain the security of the
North Atlantic Area.
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Article 6
(Defines territories of Nations)

Article 9

Each Member nation is to be represented on an established council. A defense committee
shall recommend measures for the implementation of Article 3 and 5.

Article 10

New nations may be invited to join the Treaty by unanimous agreement of present mem-
ber nations.

Article 11

This Treaty shall be ratified and its provisions carried out by the Member Nations in
accordance with their respective constitutional processes. The Treaty will go into effect
when a majority of member nations have ratified the treaty.

Article 12
After the Treaty has been in effect for 10 years it may be revised.

Article 13

After the Treaty has been in effect for 20 years any nation may withdraw after a one year
notice.

RESOURCE 3

The Warsaw Treaty Organization and Eastern
Europe (excerpt)

By Jan Sjéblom

Source: Web address: http://www.valt.helsinki.fi/kvtok/1997/2661_3.htm#7758
Reprinted by permission

The Origins of the WTO and the Reasons for Establishing It

The Treaty of Friendship, Cooperation, and Mutual Assistance

The Warsaw Treaty was, as the name implies, signed in the capital of Poland on May
14, 1955, between representatives of the socialist republics of Poland, Bulgaria, Albania,
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East Germany, Hungary, Czechoslovakia, and the USSR. Of the East European People’s
Democracies, Yugoslavia was the sole non-signatory state, soon joined by Albania, who
formally withdrew from its obligations in 1968. Romania, on the other hand, never offi-
cially denounced the Treaty, but increasingly distanced itself from it beginning in the
early 1960s.

The treaty consisted of 11 articles whose purpose was to define the member-states’
relations to one another, to the United Nations, and to non-member states. The treaty was
to be based on a “principle of respect for independence and sovereignty of others and non-
interference in internal affairs.” According to the Soviet Premier Nikolai Bulganin, there
should prevail in the relationships of the signatories “the noble principles of socialist
internationalism, the noble idea of fraternal friendship between free and equal Nations”
(Remington, p. 14). The Treaty's embodiment of “socialist internationalism” on one hand,
and “equality”, “sovereignty,” and “independence” on the other, turned out not to be com-
patible with each other.

In the Warsaw Treaty, the eight signatory states agreed to settle henceforth all dis-
putes amongst themselves as well as with others through peaceful means. In the event of
any one of the partners being threatened with armed attack by outsiders, the members of
the Treaty were to immediately convene to consult so as to ensure joint defense.

In order to draw up the practical guidelines for this joint defense, a Joint Command
of the allied armies was to be established, as was a body named the Political Consultative
Committee, which in turn was to enjoy the highest decision-making authority in the newly
founded organization. The partners pledged their intent to participate in international
activities designed to safeguard peace but not to join any alliances in conflict with the
Treaty. The Treaty was to last 20 years and was to automatically continue for a further 10
years for those members who did not denounce it by May 1975. None except Albania did.
The Treaty was, however, to cease to exist the day the North Atlantic Treaty Organization
was dismantled or the day a collective European security system was agreed upon.

With these conditions and objectives established, “all European states” were invited
to join the Warsaw Treaty irrespective of their social or economic systems (see the “Treaty
of Friendship, Cooperation, and Mutual Assistance” in the Warsaw Treaty text). This
invitation has to be seen as a carrot for tempting those West European nations who had
doubts about the outspoken stand of NATO as being the champion of capitalism and bour-
geois-liberal democracy, to join instead a “truly neutral,” “all-comprising” security estab-
lishment. In the NATO Treaty text of 1948, the organization had specified a need for
consultations whenever “territorial integrity, political independence or security” was at
stake, which was fairly obviously put for pre-emptive NATO intervention in case of a
communist coup d’etat in a member country (see the NATO Treaty text). The Warsaw
Treaty had no such clauses requiring a specific ideological adherence from its members,
nor did it give any right to the members of the alliance to military intervention in the
affairs of partner states ....
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RESOURCE 4
The EU: At a Watershed in History

Source: Inside the European Union, Part One
Learning Enrichment, Inc.
Web site: www.learningenrichment.org
Copyright 1996
Reprinted by permission

We are asking the nations of Europe, between whom rivers of blood have flowed, to
forget the feuds of a thousand years.
— Winston Churchill, February 1948

Even if Britain's great statesman had said, “the feuds of two thousand years,” Euro-
peans in the late 1940s would have known what he meant. Their continent had a history
of invasions, battles, and wars stretching back to the days of the Roman Empire. Now, as
weary survivors of World War 11 (1939-1945), they were ready to forget their feuds. Post-
war leaders saw great hope for peace in the United Nations. A dozen nations formed the
North Atlantic Treaty Organization. And West Europeans looked with interest at a unique
proposal by a French statesman, Robert Schulman.

A brand-new idea

Schuman knew that many of Europe’s wars had been the result of competition over
key resources. The coal and steel industries of France and Germany were special target of
this rivalry. So Schuman argued: Rather than compete for such resources, why not have
both countries cooperate in their development?

Not only France and Germany, but four other nations [as well] bought the concept.
In 1952, Belgium, France, Italy, Luxembourg, the Netherlands, and West Germany formed
the European Coal and Steel Community (ECSC). To give it clout, the six governments
assigned decision-making powers to a new ECSC High Authority. The Authority would
supervise the development of coal, steel, and iron for purposes of trade.

“But will it work?”

The results were astonishing. Within five years, trade in coal and steel among the
six members of the ECSC increased by almost 130 percent. Moreover, the U.S. govern-
ment declared that in matters related to coal and steel, it would deal directly with the
ECSC rather than with its individual members. Such recognition by other countries re-
flected the group’s acceptance by the global community.

The success of the ECSC led its six members to apply the same formula to all other
economic resources. In 1958, under the Treaty of Rome, they launched the European Atomic
Energy Community (EURATOM) and the European Economic Community (EEC). Like
the ECSC, EURATOM and the EEC were institutions in which representatives of the six
nations worked out goals and policies.
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Success followed success. As border tariffs and other barriers to trade among the
nations fell, the value of that trade soared. Between 1958 and 1972, it jumped from $6.8
billion to $60 billion.

More than trade was expanding. The group’s organization and membership were
evolving, too. In 1967, the tasks of the ECSC, EURATOM, and EEC were merged, and the
group became known as the European Community (EC). In 1968, the EC announced that
all its internal trade tariffs had finally been dissolved. And in 1973, it admitted three
additional nations, which were followed by three more in the 1980s (see box).

Turning points THE ROAD TO UNION
The time seemed ripe for returning to a long-ne- 1952 The European Coal and Steel Community
s .. (ECSC) is formed by Belgium, France,
glected part of Schulman'’s original proposal. Schuman italy, Luxembourg, the Netherlands, and
had, in fact, seen economic unity as a steppingstone to a West Germany, who agree to pool their
L. . B coal and steel resources in a “common
politically united Europe. The idea was too bold for the market,” controlled by an independent

1950s — but not the 1980s. The EC’s members approved authority.

. j i 1958  The same six nations set up the European
the Single European Act (SEA), which authorized work Economic Community (EEC) and the Eu-
on a plan of union. In 1992, they signed the Treaty of ropeah Atomic Energy Commumly 10 &x

) i . i end the common market to all other eco-
Union at Maastricht in the Netherlands. And in 1993, nomic sectors beyond coal and steel.

e - 1967 The three organizations are now known

after ratification by all EC members, the European collectively as the European Community

Union (EU) was born. (EO).
1973  Denmark, Ireland, and the UK join the EC.

1981-1990

1 The EC expands as Greece (1981), Portu-
SO m eth I ng to po n d er gal (1986), and Spain (1986) sign on, and
as Eastand West Germany reunite (1990).

The EU, now 15 nations strong, represents a wa- 1993 The EC becomes the European Union

tershed in European history. Unlike the U.S.A., which (EU), a single market with plans for a
. . . . single currency (by 1999), a central bank,
_relles op <_';1 const_ltytlon, th_e EU rests on a treaty provid- and the formation of common policy in
ing for joint decision making. Three of the treaty’s pro- such areas as defense and security.
.. . s »” i . 1995  Austria, Finland, and Sweden join the EU.
visions are viewed as “pillars” of the EU: The first pro- Total membership to date: 15

vides for the free flow of people, goods, capital, and ser-
vices among member nations, which have agreed to form
numerous domestic policies in unity with one another.
The second calls for the development of joint policy making in foreign affairs. And the
third deals with shared policy making in such matters as international terrorism and
immigration.

With a gross domestic product topping $7 trillion, there’s no question about the EU’s
economic success. But can it reconcile its members’ hopes for peace-through-unity with
their desire to retain their unique national identities, too? And, even if it does succeed,
will political unity weaken Europe’s cultural diversity? Here are two sources to help you
begin exploring such questions:

Stevenson, Richard W. “The Idea of Europe ...” The New York Times. March 24,
1996. Section 4, Page E16.
Unsigned. “European Foreign Policy ...” The Economist. March 2, 1996. Page 46.
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RESOURCE 5
The EU: Economic Powerhouse

Source: Inside the European Union, Part Two
Learning Enrichment, Inc.
Web site: www.learningenrichment.org
Copyright 1996
Reprinted by permission

POSITION WANTED

Materials analyst. 5 years experience. Degrees in chemistry and computer program-
ming. Spanish-born. Fluent in English and German. Seeks work in European chemi-
cal firm.

The item above is fictional. But it closely resembles many “position-wanted” ads
appearing weekly in The European in the mid 1990s. Serving readers across Europe, the
newspaper's employment section reflects a basic fact about today’s global marketplace.
High-tech skills are hot, and the ability to speak and read more than one language boosts
the odds of getting a job with a multinational firm. No one is more aware of this than the
people who live in the European Union (EU).

A single market

In November 1993, a handful of West European nations gave life to their dream of
economic unity by ratifying the Treaty on European Union. By 1995, with 15 nations and
372 million people, the EU was churning out the biggest collective gross domestic product
(GDP) in the world and handling a healthy chunk of its trade, too.

The EU is a single market — much like the market created by the union of 50 states
in the U.S.A. Within the EU, consumers, investors, students, job seekers, goods, and ser-
vices move freely from one country to another: no visas necessary; no border taxes along
the way.

But that description doesn’t tell the full story. The EU’s governing bodies play an
active role in helping members address special economic concerns. Job training, for ex-
ample, is a key issue, given the EU'’s loss of industrial jobs to countries with lower wage
scales. Under its “Leonardo” program, the EU helps member nations train their students
for careers in such areas as information technology.

The rationale is simple: the more prepared people are for tomorrow’s workplace, the
better their chances to continue enjoying the benefits of EU membership. And those ben-
efits are many. Top scientists from each nation cooperate in fighting cancer. Poorer re-
gions within EU nations receive aid from the European Regional Development Fund.
Networks of new roads and railways — built with the aid of EU funds — strengthen links
among member nations. And people in every city and village thrive under the EU’s promo-
tion of high standards in matters ranging from environmental protection to safe work-
places.
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A single currency?

Some challenges facing the EU are tougher than others. Take the matter of currency
exchanges. Every world traveler knows the problem: Two tourists leave Country “A” think-
ing that one unit of “A’s” currency equals 10 units of Country “B’s”. They arrive in “B,”
only to discover that the ratio is now 1 to 5. Result? The money they set aside for the trip
will cover only half the cost of what they planned to see, buy, and do.

While the ratio in that example is exaggerated, the problem is not. Currency fluctua-
tions around the world nag traders and investors every day. They even make some busi-
nesses hesitate to locate in the EU, which embraces 15 currencies. To remedy the prob-
lem, the EU has a bold plan: It is inviting its 15 members to discard their national curren-
cies in favor of a single new unit, the “euro.” When the euro comes into circulation, it will
be issued by a central bank.

Switching to the euro will not be easy. Before making the switch, each nation must
fulfill at least these four conditions:

= Keep its annual budget deficit at or below three percent of its GDP

= Keep its total debt at or below 60 percent of its GDP

< Keep its inflation rate near that of such stable EU members as Germany

= Keep the exchange rate for its present currency steady for two years.

Something to ponder

Will the euro strengthen the EU? Or (if only a few nations qualify to use it), might
the euro divide the EU into “rich” nations vs. “poor” nations? Can the EU continue as a
global economic force in the 21st century? And would it function as well after admitting up
to a dozen more nations? Here are two sources to help you begin exploring such questions:

Barbash, Fred. “On Your Mark, Get Set ...” The Washington Post. November 26,
1995. Page HO2.

Callogaert, Michael. “A Perspective for U.S. Business in ... Europe.” Business Eco-
nomics, July 1995.
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RESOURCE 6
The EU: Shape of Things to Come

Source: Inside the European Union, Part Three
Learning Enrichment, Inc.
Web site: www.learningenrichment.org
Copyright 1996
Reprinted by permission

The Treaty on European Union is not the end of European integration, but merely an
intermediate stage along the road.
— Klaus-Dieter Borchardt, European Integration

When the treaty forming the European Union (EU) took effect in 1993, journalists
had trouble defining the new association. Since the EU can pass laws binding the citizens
of member nations, it is far more powerful than a trade organization. Yet it isn't quite an
international government, either. True, a nation must yield some of its sovereign rights
when joining the EU. But in practice, major decision are made jointly by all members.
What, then, is it? The answer is that the EU of the 1990s is one stage in the evolution of a
dream.

A continuing goal

In the short run, the six nations that formed the European Coal and Steel Commu-
nity (ECSC) in 1952 wanted to cooperate in reviving their economies after World War 11.
In the long run, Belgium, France, Italy, Luxembourg, the Netherlands, and West Ger-
many were dreaming of the political unification of Europe. Repugnance for war fueled
that dream. So did pragmatism: in the modern world, it makes more sense for nations to
cooperate than to compete.

The success of the ECSC paved the way for other market “communities” among the
six nations. It attracted new members and led to the formation of a unique system of
government (see box). Known in the 1970s as the European Community (EC), this group
of countries continued to focus on economic growth, but they kept the other part of their
dream alive, too.

A changing arena

When the ECSC was formed, Europe was politically divided. The communist East
was separated by concrete walls and walls of terror from the democratic West. When
those walls collapsed between 1989 and 1991, the vision of a unified Europe changed
dramatically. Suddenly, there was the possibility of admitting members from Central and
Eastern Europe. And a new question arose: how far east might a united Europe stretch?

From all signs, the EU, as the group is now called, will expand in several direction,
perhaps to include as many as 25 nations in the near future. Cyprus and Malta are lead-
ing candidates for admission. Poland, Hungary, and at least eight other nations are inter-
ested, too.
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Views of the future

Such expansion raises new concerns: as more diverse societies enter the EU’s ranks,
will differences in language and customs make it more difficult (or more exciting and
challenging) to forge a real unity of purpose among all members?

That's the big issue. And there will be others in the years to come. Since the 1950s,
for example, Europeans have debated this question: does political union require a strong
political federation? Jean Monnet, the French citizen who launched an “Action Committee
for the United States of Europe” in the 1950s, said Yes — and his followers still agree.
Other EU members resist the idea, saying that federalism is not appropriate for countries

with unique, centuries-old histories. EU policies, they
argue, should continue to be formed by the joint con-
sent of its members.

Something to ponder

Perhaps in the 21st century, the issue of feder-
alism will not be so important as the answer to a
simple question: within the world community of na-
tions and their peoples, what does the EU stand for?
Speaking for the EU’s Delegation to the United
States, Ambassador Hugo Paeman recently addressed
that question. Like the U.S.A., observed the Ambas-
sador, the EU is working “to promote security and
prosperity” throughout the world, “with respect for
democracy and human rights.” The world is looking
for leaders, observed the Ambassador. And together,
he emphasized, “the U.S. and the EU can make the
difference.”
As you watch the EU evolve, you might ponder
its impact. Is the EU a model for economic and politi-
cal relationships in the world of the future? Is work-
ing for consensus truly more important than compet-
ing for power? Here are two sources to help you begin
exploring such questions:
Drozdiak, William. “Regions on the Rise ...” The
Washington Post. October 22, 1995. Page
A22.

Unsigned. “The Helmut-and-Jacques Show.” The
Economist. April 6, 1996.

WORKING TO FULFILL THE DREAM

The EU's four key governing bodies are profiled
below. Others include the Court of Justice,
which interprets EU law, and the Court of
Auditors, which supervises EU
expenditures.

European Parliament
*  Has 626 members, directly chosen

during EU-wide election.

«  Cannot enact laws, as do national
legislatures, but has veto power in
certain policy areas and can amend or
reject EU budget.

o Currentterm: 1995-1999.

European Council
* Includes head of government (or head

of state) from each EU nation, and the
president of the European Commission.

+  Meets twice a year to decide EU
strategies.

Council of the European Union
+  Composed of ministers representing

the governments of member states,
who participate according to the topic
under discussion. (Agricultural
ministers would discuss farm prices,
for example.)

*  Enacts EU laws which have been
proposed by the European
Commission.

European Commission
*  Has 20 members — two each from

France, Germany, Italy, Spain, and the
UK — and one each from the other 10
EU members.

*  Proposes laws and ensures that EU
treaties and decisions are implemented.

o Currentterm: 1995-1999.
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Relations between East Germany and West
Germany from 1949 to Reunification and the
End of the Cold War

History of the German Democratic Republic (GDR)

At first, the Soviet Zone of Germany was governed by the Soviet Military Adminis-
tration, but the Soviet authorities had long-range plans for Germany that involved re-
educating the people and eventually winning them over to communism. German Commu-
nists who had spent the Nazi years in the Soviet Union were brought back, put in charge
of local governments, and given control over the press, radio, and book publishing. Their
instructions were to educate the people in anti-fascism and to gain their cooperation for
the Soviet occupiers.

On April 30, 1945, Walter Ulbricht returned from the USSR in a Soviet aircraft and
in June announced the reestablishment of the Communist Party of Germany (KPD). It
combined with the CDU, SPD, and Liberal Democrats to form an “Anti-fascist Democratic
Bloc,” which the KPD soon dominated. The Soviets had expected that the Communists’
long record of anti-fascism would make the KPD popular among workers, but the latter
clearly preferred the SPD. In April of 1946, this prompted the forcible uniting of the two
parties into a Socialist Unity Party (SED) with Ulbricht as General Secretary. The other
parties declined in significance until they became little more than a facade.

In 1948, work on a new constitution began, and on October 7, 1949, the GDR came
into being. Industry was nationalized and agriculture was collectivized, creating a state-
controlled economy. SED domination was tightened through a pervasive state police (Stasi),
which spied on the citizenry and stifled dissent in every form. Few people dared to speak
their minds openly, and reading materials were strictly controlled. Western travel was
severely restricted. Elections were not free and were rigged to insure that the SED would
always win. On May 26, 1952, the border between the two Germanys was sealed by barbed
wire, mine-fields, watchtowers, and free-fire zones. However, the border between East
and West Berlin remained open, since the city was legally still under joint Allied occupa-
tion.

The death in March 1953 of Soviet leader Joseph Stalin undermined the positions of
many orthodox Communist leaders in Eastern Europe and gave the peoples of Eastern
Europe hope that their regimes would be liberalized. These hopes were quickly dashed in
the GDR. Buckling under reparations to the USSR, higher production quotas, and the
lack of personal freedom, workers revolted on June 17, 1953. Soviet forces brutally put
down the insurrection. Until German reunification in 1990, this date was commemorated
in the Federal Republic of Germany (FRG) as the “Day of German Unity.” On January 29,
1956, the GDR joined hands militarily with the Soviet Union by creating a National People’s
Army (NVA) and joining a Communist military alliance called the Warsaw Pact.

On August 13, 1961, East German leaders, backed by the Soviets, authorized the
sudden construction of a wall between West and East Berlin, where hundreds of thou-
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sands of East Germans had continued to flee to the West. This wall sealed the last escape
route and forced East Germans to come to terms with their plight and their government;
there was no longer any alternative. This was the only instance in the history of the world
that a wall was erected to keep an entire people confined, rather than to keep enemies out.
The constant drain on manpower, particularly skilled persons, had been an important
economic reason for the wall. Despite the devastating blow it delivered to the interna-
tional prestige of this socialist state, which presented itself as the model for Germany’s
future, it led to greater prosperity in the GDR after 1961 and helped provide East Ger-
mans with the highest standard of living within the Soviet empire.

Ten years later the Soviet Union concluded that its interests required closer rela-
tions between the two Germanys. When Ulbricht opposed this, he was replaced in 1971 by
Erich Honecker. Honecker had opposed any form of “revisionism” and was totally loyal to
the Soviet Union. He strongly supported the erection of the Berlin Wall and was involved
in the decision to shoot to Kkill along the dividing line between East and West Germany.
About 350 persons were Killed trying to cross the border.

East-West Relations, 1949 to 1969

From the beginning, West Germany’s foreign policy was heavily influenced by the
fact that Germany had emerged from the Second World War as a divided nation in the
middle of Europe. The Cold War froze the division of Germany, but it also provided West
Germany with opportunities that its crafty first chancellor, Konrad Adenauer, knew how
to exploit for the benefit of his country and his party.

There were intense fears in Western Europe and North America that the Soviet
Union sought direct or indirect domination over all of Europe. This fear led to the estab-
lishment of the North Atlantic Treaty Organization (NATO) on April 4, 1949, several
months before the creation of the Federal Republic of Germany (FRG — West Germany).
When NATO planners began working on plans for defending Western Europe, it was
quickly apparent that the necessary forces could not be provided by the Western Allies
and smaller West European countries alone. A defense was conceivable only with the help
of Germany. In 1949, the U.S. General Staff drafted a plan for the inclusion of German
troops in NATO.

Adenauer listened very carefully to the message which was coming from Western
capital “No NATO without Germany; no Germany without NATO.” He reflected on his
country’s three principal goals and the best way they could be achieved. These goals were
as follows:

1) West Germans, viewing the painful plight of their countrymen in East Ger-

many, wanted protection from Soviet domination.

2) They wanted to continue the political and economic recovery out of the ashes of
disgrace, to regain their national sovereignty, to create jobs, to rebuild their cit-
ies, to share in international trade and thereby to acquire material prosperity,
and to be respected as equals in the Western world, whose values they shared.

3) Finally, they wanted their country to be reunified within the German borders of
1937.

The Chancellor decided to strike a bargain with the NATO countries. On November

11, 1949, he announced that “if a common Supreme Command could be created, the Fed-
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eral Republic would be willing at an appropriate time to integrate itself into a European
defense system.” He stated the issue very simply: “We are faced with a choice between
slavery and freedom. We choose freedom.” In the years to come, Adenauer was successful
in getting an important political advantage for each increase in German activity or re-
sponsibility in NATO. He set a course which was never fundamentally changed by his
successors in the Chancellor’s office.

There was, however, a problem with Adenauer’s bargain which the opposition Social
Democrats simply could not get out of their minds: how would this integration with the
West, and especially the military part of it, affect the goal of German reunification? This
was a goal which most Germans at that time wanted very much and which was an obliga-
tion placed on all West German governments by the framers of the Basic Law. Social
Democrats strongly sensed at the time that by seeking to achieve the objectives of security
and recovery through political, economic, and military integration with the West, the
FRG was greatly reducing the chances that the Soviet Union would permit the reunifica-
tion of Germany.

The SPD’s order of priorities was almost the complete reverse of Adenauer’s. Through-
out the 1950s, reunification was its top priority. It was not in principle opposed to recon-
ciliation and integration with the West, nor was it ever opposed to a military defense for
Germany. But it believed that the military and economic commitments the FRG had as-
sumed in order to achieve Adenauer’s goals would reduce or eliminate the chances that
the pieces of Germany would find their way back together again.

With the FRG integrated economically in Western Europe, with NATO and Soviet
troops facing each other along the Elbe River, and with each part of a divided Germany
serving as an essential element in the European balance of power, the Soviet Union would
be far less inclined to withdraw its troops from East Germany. This would especially be
the case if a reunified Germany were free to join NATO, as Adenauer always insisted it
should be. The SPD feared that the military balance in Europe would require a perpetu-
ally divided Germany. It therefore showed much greater willingness than the Adenauer
government to examine closely Soviet proposals for reunification and to assume that the
Soviets were acting at least partly in good faith.

An example was a series of notes the Soviet Union sent to the three Western Allies in
1952. The Soviets offered a unified Germany extending as far eastward as the Oder-Neisse
line, East Germany’s border with Poland. An all-German government could be formed,
and “democratic rights” would be guaranteed to all German people. Only organizations
opposed to democracy and to the maintenance of peace would be prohibited from operat-
ing within Germany. All occupation troops would be withdrawn from Germany within a
year’s time, and no foreign military bases would be permitted on German soil thereafter.
The Germans would be forbidden from entering any kind of coalition or military alliance
directed against any power, such as the Soviet Union, that had fought against Germany.
They would be permitted to maintain a limited number of their own military forces. Fi-
nally, a peace treaty would be signed with Germany.

Sensing danger, and after consulting with Adenauer, the three Western Allies re-
jected the offer on several grounds. One of the most important was the absence to any
reference to free elections in all parts of Germany. The Western allies and Adenauer in-
sisted that free elections precede the formation of an all-German government. The terms
democracy and democratic, which Soviet leaders understood differently than in the West,
were left undefined.
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Adenauer’s brusk rejection of the notes was in some respects a mistake since the
initiative had awakened in Germany high expectations and hopes among the SPD, some
respected journalists, and the general population. Many felt that a unique opportunity to
achieve German reunification had been neglected and missed. It helped deepen the gap
that divided the government from the parliamentary opposition. Even some Christian
Democrats thought their government should have probed this initiative. One lamented
that “the year 1952 will go down in history as the year of the historic division of Ger-
many.” For decades, the memories of this debate over the Soviet notes continued to resur-
face in controversies over the political costs of the FRG’s membership in NATO.

Adenauer continued to argue that his policy would not undermine the aim of Ger-
man reunification, which he, like the Social Democrats, wanted to see happen “in peace
and freedom.” He argued that in return for the FRG’s entering the Western Alliance, the
three Western powers had formally committed themselves to seek German reunification.
He also predicted that unrest in Eastern Europe would eventually be directed against the
Soviet Union’s tight and self-serving grip on its satellites.

He predicted that, in time, the balance of power would shift in favor of the West, and
this shift would make possible negotiations “on the basis of strength” with the Soviet
Union. He argued that the Soviets held the key to reunification and would ultimately see
themselves compelled to settle the German question on Western terms. This latter ele-
ment of Adenauer’s reunification policy was, as the SPD correctly foresaw, an illusion.
With the Soviet Union’s acquisition of nuclear weapons in the 1950s, there could be no
serious talk of rolling back what Churchill had aptly named the “lron Curtain” through
demonstrations of military strength.

Adenauer was right, though, in his assessment of what West Germans wanted most
and of the enormous advantages for his disgraced and impoverished country which West-
ern European unity, crowned by the creation of the Common Market (EC) in 1957, offered:
the FRG would be an equal member of such a community and would derive all the eco-
nomic benefits that the trade and pooling of raw materials would bring. The position of
the SPD, although it appeared to be grounded in the desire of many Germans for reunifi-
cation, actually caused an erosion of the party’s domestic political position within the
FRG. Social Democrats had to watch with dismay and bitterness how Adenauer’s Chris-
tian Democratic party grew progressively stronger while the SPD stagnated.

The domestic battle over the crucial foreign and security policy decisions made in
the 1950s was so intense and emotional that it is almost a wonder that the young democ-
racy survived it. The issues were serious ones related to the future of Germany and the
German nation. These bitter controversies of the 1950s never completely disappeared,
resurfacing periodically, even in the 1980s.

German rearmament was a truly explosive issue which dominated West German
politics until the FRG’s formal entry into NATO in 1955. From the point of view of the
Western Allies and the Adenauer government, the major problem was how to place inter-
national controls on West German troops. The FRG’s future allies, who had fought against
Germany only five years earlier, wanted security from West Germany, as well as security
for it.

Well aware of these fears, Adenauer stubbornly refused to consider establishing an
independent German national army. In an effort to solve this problem, the French pre-
sented the “Pleven Plan” in 1950, calling for the establishment of a European Defense
Community (EDC). West German military units would be completely fused with a larger
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European army, and no German generals would command German corps. The FRG would
technically not have NATO status, but it would be included de facto since the EDC itself
would belong to NATO.

The link between the FRG'’s entry into the EDC and the regaining of West German
sovereignty was clear from the very beginning. In 1951, the FRG was permitted to estab-
lish a Ministry for Foreign Affairs and to establish diplomatic relations with other states.
Also, the Deutschland Vertrag (Germany Treaty, also known as the Bonn Conventions)
was drafted for signing together with the EDC Treaty. It provided for the abolition of the
Occupation Statute and of the Allied High Commission, which formally ruled Germany. It
prepared the way for West German sovereignty, but with certain restrictions.

In 1954, the issue of a German military role became acute again when the French
National Assembly rejected the EDC, which an earlier French Foreign Minister had pro-
posed. Surprisingly quickly, however, the foreign ministers of Great Britain, Canada, and
the U.S. met with the prospective members of the EDC to discuss alternatives. They signed
the Paris Treaties calling for the direct entry of the FRG into NATO, an end to Germany’s
occupation status, and the restoration of full German sovereignty. The three Western
powers retained their authority on matters relating to German reunification, Berlin, and
a final German peace treaty.

In late 1955, Adenauer traveled to the Soviet Union to establish full diplomatic rela-
tions and to negotiate the release of the last German prisoners of war remaining in Soviet
hands. After 1955, the FRG did not pursue a determined policy of German reunification,
preferring instead to focus on Western economic and military integration while prevent-
ing the legitimization of the status quo in central Europe.

The West German debate over foreign policy remained very polarized. In 1956, the
first thousand volunteer soldiers entered the Federal Armed Forces (Bundeswehr). There
was a powerful pacifist strain within the SPD and society in general, which opposed all
forms of German rearmament. This element was a part of an emotional mass movement
known by the slogan ohne mich (without me). Because of the recent memories and the
direct experience which Germans had with the war, the ohne mich movement enjoyed
widespread support among the general population.

The results of the 1957 federal parliamentary elections stunned the Social Demo-
crats. The Christian Democrats’ vote rose from 44 percent to more than 50 percent, and it
gained the only absolute majority in the Bundestag ever achieved in the history of the
FRG. The election was widely interpreted as approval of Adenauer’s foreign and economic
policies. This election disaster convinced the SPD to change its foreign policy tack and to
support Adenauer’s policy of rearmament and integration with the West. Although there
were quarrels between the parties occasionally, by the time of Adenauer’s retirement in
1963, a foreign policy consensus had taken shape in the FRG which continued to exist
throughout the 1960s.

With the FRG firmly planted in the Western alliance, West German leaders began to
look eastward to see how they could improve West Germany’s relations with the Soviet
Union and its satellites. The construction of the Berlin Wall in August 1961 had made it
clear that the two Germanys would not be reunified for a long time. Before that time, East
and West Berliners could pass freely from one part of the city to the other. But the ugly
wall that cut right through Germany’s largest city destroyed the last hope of national
unity.
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In the early 1960s, the Bonn government began a “policy of movement.” This in-
volved a loosening of the “Hallstein Doctrine,” which had forbidden West German diplo-
matic contact with any country which officially recognized East Germany (with the excep-
tion of the Soviet Union). This policy was an important beginning, but it did not go far
enough. The FRG still aimed to isolate the GDR diplomatically. Bonn neither discarded
the Hallstein Doctrine altogether nor recognized the Oder-Neisse border between the GDR
and Poland. That frontier had been drawn by Moscow at the end of the war and had
delivered to Poland former German territory in Pomerania and Silesia.

Although top level political contacts were studiously avoided in public, the FRG had
always worked closely with East German officials on practical, day-to-day questions, es-
pecially those involving economic matters. For instance, the FRG insisted, as a condition
for its entry into the EU, that trade between the two Germanys be conducted as if there
were only one Germany. Such free trade was enormously beneficial for the GDR, provid-
ing it with an open entry to the EU and serving as a basis for the relatively high economic
prosperity in the GDR as compared with other Eastern European countries.

Agreements between the two German states increasingly enabled West Germans
and West Berliners to visit the GDR. Travel possibilities to the West were more restric-
tive for East Germans; only pensioners and those with urgent family emergencies were
permitted to visit the FRG. From the early 1960s, the two Germanys also engaged in a
secret and, according to some, sordid cooperation: West Germany paid cash for the release
and deportation of thousands of political prisoners from East German jails.

In 1966, the FRG's two largest parties formed a “Grand Coalition,” with Kurt Georg
Kiesinger of the CDU as chancellor. Many West Germans supported the Grand Coalition’s
policy of seeking improved relations with the East. The government took steps toward
overcoming the impasse in German reunification. It announced that it was prepared to
accept the East German regime as a de facto government, and it even exchanged letters
for the first time on a semi-official basis with East German leaders.

The 1970s and 1980s

In 1969, the SPD and Free Democratic Party (FDP) won a razor-thin victory in par-
liamentary elections, and Willy Brandt became chancellor. The new government had no
intention of changing the FRG’s policy toward the West, but it was determined to conduct
a dynamic and innovative policy toward the East. Fundamentally, the Brandt govern-
ment decided to overturn two decades of West German foreign policy and to recognize the
territorial status quo in Europe, including the division of Germany. The word reunifica-
tion was dropped from the government’s vocabulary.

In August 1970, the first dramatic step was a German-Soviet treaty in which both
states renounced the use of force in Europe. West Germany also declared that it had no
territorial claims against any country and that the borders of all European states are
inviolable, including the Oder-Neisse line and the border between East and West Ger-
many. This treaty was the first West German recognition of East Germany’s interna-
tional legitimacy. Brandt was correct in commenting that in actual fact, “nothing is lost
with this treaty that was not gambled away long ago.”

A further step, not involving the FRG directly but strongly encouraged by it, was the
Four-Power Agreement on Berlin in 1971. The FRG had linked its ratification of the Ger-
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man-Soviet Treaty with a successful resolution of the Berlin problem. Brandt reasoned
that if the FRG was willing to recognize the status quo in Europe, the Soviet Union should
be willing to recognize the status quo in Berlin. The Four-Power Agreement contained a
Western Powers’ acknowledgment that West Berlin was “not a constituent part of the
FRG” and the Soviet Union’s recognition that there were “ties” between the FRG and
West Berlin. Further, the FRG would perform consular services for West Berliners and
represent them in international organizations and conferences. The Soviet Union also
promised that transit traffic to and from West Berlin from the FRG would proceed unim-
peded. That was deemed necessary since the East German government had frequently
hampered access to the city which it surrounded in order to put pressure on the Bonn
government. The Soviet Union admitted that West Berlin was neither located on the ter-
ritory of the GDR nor was it an entity entirely separate from the FRG.

The last significant step was the Basic Treaty between the two Germanys them-
selves. Bonn knew that it could not by-pass East Berlin despite the fact that the East
German regime was defensive, rigid, and determined to exact a very high price for any
concession. After many months of frustrating negotiations, an agreement was signed in
1972 and ratified the next year which normalized the access between the FRG and West
Berlin and made it possible for West Berliners to visit both East Berlin and the GDR. By
signing the Basic Treaty, the FRG publicly accepted the GDR as a legitimate state and
agreed to deal with it as an equal.

Nevertheless, Bonn continued to insist that there was only one German nation (even
if there were two German states) and that the GDR would not be treated like any other
foreign country. To underscore this, the FRG maintained a permanent liaison mission in
East Berlin, not an embassy, and Bonn’s dealings with the GDR were conducted by the
Chancellor’s office, the Ministry of All-German Affairs, or a special office in the Interior
Ministry, but not by the Foreign Office. The official relations between the two Germanys
improved as a result of the Basic Treaty. But the two countries’ relationships remained
ambiguous and tense, charged with conflict and suspicion.

A major scandal occurred in 1974 when it was revealed that one of Brandt's chief
aides, Gunter Guillaume, was an East German spy who had access not only to top secret
information, but also was privy to knowledge of Brandt’s intimate private life, which was
reported to be spicy. This embarrassing revelation and intra-party criticism of Brandt's
leadership led to his resignation from the office of chancellor in May. Helmut Schmidt of
the SPD became chancellor. The global energy crisis and the resultant economic problems
began increasingly to replace the Eastern policy focus of the government. Plagued by
continual dissension within the SPD and recurrent coalition crises with the FDP, the
Schmidt government collapsed in 1982.

Led by Helmut Kohl, the CDU/FDP coalition then took power. The Kohl government
pursued the policy of detente with the GDR and the USSR with as much vigor as had the
SPD. Like most West German leaders, Kohl no longer believed that German reunification
could be achieved in the present era. In 1987, he stated in Moscow that he personally
would never live to see the day when the two Germanys would become one country. That
same year he hosted a state visit to Bonn by the East German leader, Erich Honecker.
This is something no chancellor would have done if he had known that the man would
soon be driven from power and then tried in court for ordering the murder of hundreds of
East Germans trying to escape the GDR. Like virtually everybody else, Kohl was caught
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completely by surprise as the GDR collapsed before his unbelieving eyes and the elusive
German unity fell into his lap.

When Soviet Communist Party Chairman Mikhail Gorbachev launched his reform-
ist policy of perestroika in 1985, East German leaders resisted introducing it in the GDR
on the grounds that the East German economy was working well. They argued that if the
GDR ceased to have a rigidly socialist economy, then there would be nothing to distin-
guish it from the FRG. Consequently there would be no further justification for the GDR
to exist as a separate state. They also resisted introducing more freedom in the political
realm and even prevented the distribution of some free-thinking Soviet newspapers, such
as the Moscow News. It was extremely embarrassing for a party which had been so servile
to the Soviet Union to be in a position of having to resist the new Soviet leadership. The
East German Socialist Unity Party (SED) realized that it was in a fatal dilemma from
which it could never extricate itself.

Reunification, 1989-1990

In 1989, one of the most dramatic postwar developments began taking place before
the very eyes of a stunned world public: German reunification. In late summer, a human
hemorrhaging westward commenced as East German vacationers began crossing the newly
opened border between Hungary and Austria. Budapest informed the irate East German
leaders that the human rights agreements accepted at the Helsinki Conference in 1975
superseded earlier bilateral treaties preventing the free movement of peoples. The next
avenue of escape was through Czechoslovakia. After thousands had taken refuge at the
West German embassy in Prague, “freedom trains” took East Germans through the GDR
into the West. The stampede grew when Czechoslovakia opened its western borders.

Under enormous stress, the GDR celebrated its fortieth and final anniversary on
October 7, 1989. The honored guest was Gorbachev himself, who at that time w