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Introduction

	 Advanced Placement U.S. History, Book 3 is a college-level unit for high 
school advanced placement students. Lessons require students to process 
information in order to understand continuity and change in American 
history. Students use a wide variety of sources to develop reasoning and 
critical thinking skills. Students develop an understanding of the relation-
ships among unit themes and concepts. They analyze documents, read 
historical interpretations, and write thesis sentences, short essays, and 
document-based responses. Students use historians’ skills to understand 
how America has changed and adapted to meet needs that emerged during 
various periods in the country’s development. 
	 Book 3 is divided into three parts. Part 1 examines America’s struggle 
to make a transition to modernity in the first half of the twentieth century. 
Lessons consider the problems involved in emerging as a world power and 
how that new power shaped U.S. foreign policy. This part also focuses on 
domestic concerns, as Americans faced economic, social, and political 
crises. Part 2 examines the uncertainty in a world torn apart by World War 
II, as well as the problem of keeping the peace after the war. The America 
emerging from four years of war faced new demands for equality regardless 
of race, color, or creed. Part 3 considers issues such as the end of the Cold 
War, the rise of the conservative right, and the war in Iraq, as well as the 
dawn of the twenty-first century. 

Assumptions and Goals 

	 Basic assumptions define the core principles of social studies, while 
goals clarify how the basic assumptions may be supported.

1.	 History is evolutionary. To understand that process, students 
need to analyze how and why changes occur.

2.	 An understanding of history’s recurring themes enlightens stu-
dents’ perspectives on specific events.

3.	 Developing critical thinking skills is fundamental to understand-
ing history.

4.	 The discipline of history requires reading, writing, and thinking 
skills, including analysis and synthesis. 

The following lessons provide practice leading toward mastery in each of 
these areas. 
	 The historical process has evolved over time and is based on recurring 
concepts and themes, which are supported by the development of certain 
skills such as reading, writing, mapping, and critical thinking. This process 
has resulted in the preservation of the human experience for posterity and 
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reflects the problems and successes people and nations have encountered. 
Concepts represent things, thoughts, or actions which have certain char-
acteristics in common and usually reflect some form of mental or physical 
interaction. Themes demonstrate a relationship between and among con-
cepts. Objectives identify what behavior the student is to demonstrate to 
indicate a standard of acceptable performance. 

Objectives

1.	 To acquire a conceptual knowledge of history
2.	 To interpret and organize factual material independently as a basis for 

developing higher-level thinking skills
3.	 To study historical events and draw conclusions about them
4.	 To practice skills in clear communication of ideas 
5.	 To improve essay writing skills
6.	 To understand personal values and their relationship to history
7.	 To understand the evolution of the United States 

Using the Course Materials

	 Advanced Placement U.S. History, Book 3 is an integral part of a four-
book teaching program that presents U.S. history conceptually. Since the 
series is designed for advanced placement classes, lessons stress underly-
ing causes and effects rather than mere accumulation of factual data. The 
authors assume that teachers will assign appropriate readings and that 
students have, in advance, at least a textbook understanding of the content.
	 This manual includes thirty-one lessons and a variety of student hand-
outs. Student handouts are intended as both in-class work and homework. 
The lessons suggest ways of using the handouts as well as answers to 
questions posed. Students may need additional paper to complete some 
handouts. The lessons are flexible, allowing adjustment according to spe-
cific educational goals, students’ needs, and availability of materials and 
equipment. Many lessons easily lend themselves to expansion over several 
days of class. 
	 The cross-reference chart on page x facilitates evaluation of the lessons 
and the book as a whole. It provides an analysis of the unit’s incorporation 
of major themes and concepts. The chart also details the lessons’ develop-
ment of specific critical thinking skills.
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Concepts*

*See cross-reference chart, page x.

1.	 Accommodation 
2.	 Accuracy
3.	 Alienation
4.	 Alliances
5.	 Anti-establishment
6.	 Anti-intellectualism
7.	 Appeasement
8.	 Arbitration
9.	 Armistice
10.	 Bias
11.	 Black Nationalism
12.	Capitalism 
13.	Change
14.	 Civil Rights 
15.	Coalition
16.	 Collective bargaining
17.	 Collective security
18.	 Colonialism
19.	 Cooperation
20.	Compromise 
21.	 Conflict 
22.	Conformity
23.	Conservatism
24.	Containment
25.	Counterinsurgency
26.	Credit
27.	 Culture 
28.	Democracy
29.	 Demographics
30.	Depression
31.	 Desegregation
32.	Diplomacy
33.	Disarmament

34.	Discrimination
35.	Domestic policy
36.	Domino effect
37.	 Due process
38.	Economic stabilization
39.	 Equality
40.	Equal protection
41.	 Ethnocentrism
42.	Expansionism
43.	Expatriation
44.	Fascism
45.	Foreign policy
46.	Free enterprise
47.	 Free market economy
48.	Fundamentalism
49.	 Hegemony
50.	Historical change
51.	 Historical continuity
52.	Historical interpretation
53.	Horizontal integration
54.	Immigration 
55.	Imperialism 
56.	Industrialization 
57.	 Injustice
58.	Interdependence 
59.	 Internal security
60.	Internationalism 
61.	 Interstate commerce
62.	Interventionism
63.	Isolationism 
64.	Jingoism
65.	Judicial activism
66.	Judicial restraint

Cross-Reference Section
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67.	 Justice
68.	Justification
69.	 Laissez-faire 
70.	Leadership
71.	 Legacy 
72.	Liberalism 
73.	Limited objectives
74.	 Loyalty
75.	 Majority opinion
76.	 Materialism
77.	 Minority opinion
78.	Mobilization
79.	 Modernism
80.	Nativism
81.	 Negotiation
82.	Nonviolence
83.	Nuclear proliferation
84.	Political party 
85.	Populism
86.	Progressivism

*See cross-reference chart, page x.

87.	 Propaganda
88.	Prosperity
89.	 Racism
90.	Radicalism
91.	 Reform 
92.	Revivalism
93.	Revisionist
94.	Segregation
95.	Self-determination
96.	Self-incrimination
97.	 Social conservatism
98.	Social separation
99.	 Strategy

100. Subversion
101. Traditionalism
102. Truthfulness
103. Unconditional surrender
104. Urbanization
105. Vertical integration

Themes*

1.	 A democratic society encourages but does not ensure equality of op-
portunity and equality before the law.

2.	 Conflict may be resolved by compromise and change; otherwise, it 
may lead to violence.

3.	 Individuals and groups tend to interpret historical events in terms of 
their own experiences, values, and points of view.

4.	 The more complex society becomes, the greater are the needs for ef-
fective leadership, human interaction, and interdependence.

5.	 Power can be used to achieve both constructive and destructive 
ends.

6.	 Through government and other organizations, society modifies and 
regulates the market economy in an effort to achieve economic jus-
tice, stability, freedom, and growth.

7.	 A time lag exists between the occurrence of a problem and identifica-
tion of it, as well as between recognition and development of a pos-
sible solution. 

8.	 Arts and literature generally reflect society.



Advanced Placement U.S. History, Book 3    ix  

Skills*

1.	 Interpret what is read by drawing inferences
2.	 Distinguish between fact and opinion 
3.	 Identify and evaluate cause-and-effect relationships
4.	 Recognize author bias
5.	 Read for a variety of purposes: to evaluate, analyze, synthesize, an-

swer questions, form an opinion, and skim for facts
6.	 Define relationships among categories of information
7.	 Identify relevant material
8.	 Interpret visual reflections of history
9.	 Evaluate diverse sources of information
10.	 Ask perceptive questions
11.	 Challenge generalizations about history in light of specific facts
12.	View events from several perspectives
13.	Form a simple organization of key ideas related to a topic
14.	 Restate major ideas of a complex topic in concise form
15.	Compare and contrast historical events and trends
16.	 Relate specific events to recurring themes in American history
17.	 Recognize values implicit in a situation and issues that flow from 

them
18.	 Develop valid thesis statements 
19.	 Arrange supportive data in chronological order and in order of 

importance
20.	Communicate effectively both orally and in writing
21.	 Write a well-developed paragraph
22.	Write a well-organized and well-developed essay
23.	Recognize instances in which more than one interpretation of factual 

material is valid

*See cross-reference chart, page x.
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AP* U.S. History Curriculum Correlations
The lessons are also correlated to the Historical Thinking Skills and The-
matic Learning Objectives outlined in the College Board’s framework for 
the AP U.S. History curriculum. You can use these correlations to target 
specific skills or themes you wish to emphasize to your students. The cor-
relations are as follows:

Historical Thinking Skills

I. 	 Chronological Reasoning
II. 	 Comparison and Contextualization
III.	Crafting Historical Arguments from Historical Evidence
IV.	 Historical Interpretation and Synthesis

Thematic Learning Objectives

•	 Identity (ID)
•	 Work, Exchange, and Technology (WXT)
•	 Peopling (PEO)
•	 Politics and Power (POL)
•	 America in the World (WOR)
•	 Environment and Geography—Physical and Human (ENV)
•	 Ideas, Beliefs, and Culture (CUL)

In addition to identifying the main skill types and themes covered in each 
lesson, the correlations also include specific skills and sub-themes. 
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Part 1

Imperialism to Economic  
Depression, 1898–1940

	 America struggled to make a transition to modernity in the first half of 
the twentieth century. New problems faced the country as it emerged as a 
world power, and that new power shaped foreign policy. As one frontier 
closed, another opened. Interest in expanding American economic influ-
ence beyond its borders began to grow, and the country sought to establish 
mutually beneficial trade agreements while providing coaling stations for a 
newly expanded naval fleet. European powers spread their influence in Af-
rica and Asia and established alliances in Europe, leading to another world 
war. America went to war with Spain over alleged atrocities in Cuba and 
established the basis for an overseas empire. The country also focused on 
problems on the domestic front, including economic, social, and political 
crises. Issues included the alienation that overtook some Americans after 
World War I, an increase in the power and strength of organized labor, the 
Great Depression, a shift from a rural to an urban population, and an isola-
tionist policy as another world war loomed ahead. 

	 Lesson 1	 The Spanish-American War

	 Lesson 2	 Booker T. Washington and W. E. B. Du Bois

	 Lesson 3	 Economic and Political Crisis: 1870–1900

	 Lesson 4	 The Rise of Labor Unions and Workers’ Ambivalences, 	
				    1870–1910

	 Lesson 5	 Social Aspects of World War I

	 Lesson 6	 Literature of the 1920s: The Lost Generation

	 Lesson 7	 The Twenties: Eyewitness Accounts

	 Lesson 8	 Causes of the Depression

	 Lesson 9	 Traditionalists vs. Modernists

	 Lesson 10	 Isolation: Fact or Revisionist Battleground?
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Lesson 1

The Spanish-American War

Objectives

•	 To examine America’s rise as a world power before World War I 
•	 To recognize the impact of the Spanish-American War on America’s 

position as a world power

AP* Correlations

Skill Type III
Skill 7: Appropriate Use of Relevant Historical Evidence

Thematic Learning Objective: America in the World
WOR-7: Analyze the goals of U.S. policymakers in major interna-
tional conflicts, such as the Spanish-American War, World Wars I 
and II, and the Cold War, and explain how U.S. involvement in these 
conflicts has altered the U.S. role in world affairs

Notes to the Teacher 

	 The Spanish-American War was characterized by the fierce patriotism 
of American jingoism. Americans took up the humanitarian cause of the 
Cubans and sympathized with the struggle for freedom from Spanish 
domination. A media war between William Randolph Hearst and Joseph 
Pulitzer used yellow journalism to promote support for the war and en-
courage an American rescue of Cuba. Both men exaggerated and fabricated 
war news to sell newspapers. 
	 America sought to support its vital interests in the Caribbean, and an 
outbreak of civil war in Cuba endangered American business interests. 
The publication of the de Lôme letter, which insulted and questioned the 
effectiveness of President William McKinley, further outraged Americans. 
Allegations of atrocities, concentration camps, Spain’s inability to put down 
the rebellion, and the destruction of the USS Maine resulted in war. 
	 The war marked the rise of the United States as a world imperial power 
and a global presence. American expansion outside its continental borders 
was fueled by a need for overseas markets. Expansion allowed the United 
States to demonstrate military power and provided raw materials for a 
growing industrial economy. Military bases and coaling stations around the 
world fulfilled America’s desire to imitate the European model of colonial 
settlement. American foreign policy was dominated by an ethnocentrism 
based on beliefs in Anglo-Saxon superiority, racism, and a Christian duty 
to assist inferior people. To some, these actions seemed inappropriate for a 
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nation which previously fought a war of independence and regarded itself 
as a bastion of democracy.
	 In this lesson, students examine the rise of America as a world power 
and develop presentations explaining U.S. involvement in the Spanish-
American War and its consequences. 

Procedure

1.	 Have students define the following words: imperialism, colonialism, 
racism, bias, nativism, and jingoism.

Suggested Responses

imperialism—a policy of extending a country’s control over an-
other country

colonialism—an extreme form of imperialism in which one coun-
try imposes control over another country by colonizing it in 
order to develop trade

racism—the belief that some races are superior to others
bias—one’s particular worldview or orientation
nativism—an anti-immigrant movement
jingoism—a fierce brand of patriotism which asserts the strength 

and dominance of one nation over another
2.	 Ask students when a nation should meddle with the internal affairs of 

another country. (Responses might include when it is in the national 
interest, if the other nation is aggressively planning for invasion, and 
when natural resources from that territory are needed.) Explain that 
near the end of the nineteenth century the United States felt a respon-
sibility to intervene in Cuba, where a civil war and open rebellion 
against the Spanish colonial power were occurring. 

3.	 Explain that students are to research events, characters, and ide-
ologies that led to U.S. involvement in the Spanish-American War. 
Divide the class into groups. Distribute Handout 1, and assign one 
presentation to each group. 

4.	 Direct students to take notes as each group makes its presentation. 

Suggested Responses

Group 1 
•	 American imperialism was based on a desire for new markets, 

a belief in racial superiority, the need for natural resources and 
raw materials, and a need to demonstrate American military 
strength. 

•	 Social Darwinism held that Anglo-Saxons were the most fit of 
all the races, which explained why Anglo-Saxon-based societ-
ies dominated the world. 
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•	 The extension of Manifest Destiny illustrated that America 
was guided by Providence to claim territory outside its bor-
ders. 

•	 Josiah Strong promoted the idea that the Anglo-Saxon race 
was superior to all others.

•	 Admiral Alfred Thayer Mahan’s theory of sea power said 
that naval power determined who would control the seas and 
therefore the world; this idea propelled the United States to 
build the Great White Fleet. 

•	 The United States annexed Hawaii because of its strategic 
location and perfect harbor and to protect American business 
interests; the same could apply to islands in the Caribbean 
controlled by colonial powers. 

Group 2
•	 Yellow journalism was a style of reporting, that sensation-

alized and exaggerated every aspect of a story in order to 
generate anti-Spanish sentiment. 

•	 Valeriano Weyler used concentration camps to imprison approx-
imately one-eighth of the population of Cuba (approximately 
200,000 individuals); this inflamed American public opinion. 

•	 The USS Maine exploded in Havana Harbor; while the explo-
sion was probably due to a defective boiler, proponents of the 
war blamed it on the Spanish. 

•	 Debate for war in Congress placed pressure on McKinley to 
try to force concessions from the Spanish and eventually re-
sulted in a declaration of war. 

•	 Supply problems made fighting the war difficult. Many of 
the supplies available were of Civil War vintage and were not 
suitable to Cuba’s tropical climate. The United States was not 
equipped to ship items even the short distance to Cuba. 

•	 Diseases like malaria and yellow fever took a high toll on 
American troops. 

•	 Teddy Roosevelt and his Rough Riders, together with African-
American units of the 9th and 10th Cavalries and the 24th and 
25th Negro Infantries, fought at the Battle of San Juan Hill. 

•	 Naval battles in Cuba and in the Philippines destroyed the 
Spanish fleets and illustrated American naval superiority. 
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Group 3
•	 The United States established a colonial presence in the Phil-

ippines to stop Germany and Japan from gaining control of 
the island archipelago. Emilio Aguinaldo led an anti-colonial 
movement for four years. It cost the United States an esti-
mated $160 million and resulted in 4,200 American dead 
and an estimated 50,000 to 200,000 Filipino dead. In 1900, 
McKinley sent William Howard Taft to the Philippines as his 
civil governor; Taft’s aim was to prepare the Philippines for 
independence by encouraging economic development and 
helping to create a political structure.

Group 4
•	 Josiah Strong believed that America’s strength was grounded 

in Anglo-Saxon superiority and that all weaker non-Anglo-
Saxon countries should be dominated by America.

•	 Admiral Alfred Thayer Mahan held that a strong navy will 
control the seas.

•	 Senator Henry Cabot Lodge believed that the United States 
needed to become involved in the war to support the freedom 
of the Cuban people, to protect American business interests 
in Cuba, and to keep Cuba from coming under the control of 
a European power.

•	 Senator Albert Beveridge argued that the Philippines are 
the gateway to trade in Asia, so the United States should use 
overwhelming force to achieve success in the Philippines and 
impose a paternalistic colonial government on a people who 
were not capable of ruling themselves.

•	 President William McKinley was a crusader who believed in 
the moral superiority of the American people and supported 
the efforts of imperialists in order to spread the Christian 
moral code beyond U.S. continental boundaries.

•	 Teddy Roosevelt supported extension of American power out-
side the continental United States and actively participated in 
the Spanish-American War in Cuba.

•	 William Jennings Bryan believed that establishment of a 
colonial government in the Philippines would result in an 
expansion of the military in order to support that government 
and, in turn, put a financial burden on the American people; if 
the Filipinos were to be granted citizenship, the United States 
would not educate the people because they might find out 
what true liberty was. Trade secured by force will only last as 
long as the force is available to maintain it. Bryan advocated 
the need to establish a stable form of government in the Phil-
ippines and allow the people to govern themselves.
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•	 Mark Twain felt that under the terms of the Treaty of Paris, 
the United States was not going to free the Philippines, but 
rather subjugate the country. Twain opposed any treaty terms 
that supported the Church.

•	 The Anti-Imperialistic League, which included prominent 
men such as Andrew Carnegie, Samuel Gompers, Grover 
Cleveland, and Charles Francis Adams, opposed the extension 
of imperialism to Cuba and the Philippines and later opposed 
American involvement in World War I. They believed that 
any war which resulted in the subjugation of a people was an 
unjust war. 

5.	 Have students create thesis statements that explain why the United 
States went to war with Spain in 1898. (Students may mention impe-
rialism, ethnocentrism, desire to acquire a colonial empire like those 
of European nations, revenge.)
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Name:

A Splendid Little War
Directions: Use your textbook as well as print and online sources to develop the presentation on the 
topic assigned to you. Discuss and reach consensus for each part of your group’s presentation.

Group 1
Develop a presentation discussing the factors that led to each of the following philosophies and 
views of the era: imperialism, colonialism, social Darwinism, the extension of Manifest Destiny, 
Josiah Strong’s “Our Country,” Admiral Alfred Thayer Mahan’s “Sea Power,” and the annexation of 
Hawaii. Give an overview of America’s rise as a global power, and link it to the other issues listed 
above. Provide background for an understanding of the reasons America became involved in the 
Spanish-American War. 

Group 2
The yellow journalism style of reporting sensationalizes and exaggerates every aspect of a story 
in order to generate public sentiment and increase sales. Find political cartoons and images from 
media at the end of the nineteenth century to create a presentation on support and opposition to 
the Spanish-American War. Concentrate on reports of Spanish outrages and atrocities, internment 
camps, the Maine explosion, debate for war in Congress, supply problems, the Battle of Manila 
Harbor, San Juan Hill and Teddy Roosevelt, and the naval battle that destroyed the Spanish fleet in 
Cuba. Create an original political cartoon depicting the Spanish and American positions. 

Group 3
Discuss the Philippine insurrection, its significance in America’s role in the world, and its reflec-
tion of America’s future aims. Decide what the United States should do with the territories gained 
from the Spanish-American War. 

Group 4
Research and summarize the position of each of the following on the establishment of an Ameri-
can empire: Josiah Strong; Admiral Alfred Thayer Mahan; Senator Henry Cabot Lodge; Senator 
Albert Beveridge; President William McKinley; Teddy Roosevelt; William Jennings Bryan; Mark 
Twain; and the Anti-Imperialistic League.

Lesson 1 
Handout 1 
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Lesson 2

Booker T. Washington and  
W. E. B. Du Bois

Objective 

•	 To analyze the thought and work of Booker T. Washington and W. E. 
B. Du Bois in the intellectual, social, economic, and political spheres

AP* Correlations

Skill Type II
Skill 4: Comparison

Thematic Learning Objective: Ideas, Beliefs, and Culture
CUL-5: Analyze ways that philosophical, moral, and scientific ideas 
were used to defend and challenge the dominant economic and so-
cial order in the 19th and 20th centuries

Notes to the Teacher

	 The history of the end of the nineteenth century is generally marked 
by the assassination of President William McKinley, the rise of Theodore 
Roosevelt, and the emergence of the powerful Progressive movement. 
Most texts focus especially on the accomplishments of white Americans 
during this time period. Despite that, a pair of prodigious black scholars 
tower over the conclusion of the nineteenth and the commencement of the 
twentieth centuries; these men were Booker T. Washington and W. E. B. 
Du Bois. 
	 A perusal of standard college texts will reveal “accommodation” 
tagged to Washington and “talented tenth” to Du Bois, as though all of the 
thought and work of these two could be reduced to such simplistic ideas. 
This lesson challenges students to evaluate the ideas that Washington can 
be reduced to a kind of Uncle Tom and Du Bois an arrogant elitist.
	 Many would argue that the subheading for any chapter on the time 
period surrounding Washington and Du Bois ought to be Washington vs. 
Du Bois. The two gentlemen in question might even have agreed at some 
points in their careers. Du Bois frequently and directly championed such 
a perspective. Washington’s spirit would have disinclined him to public 
confrontation. 
	 Brief biographical comments will help highlight and provide insight 
into the lives of Washington and Du Bois. 

• 	 Booker T. Washington was born a slave in Virginia in 1856, while 
Du Bois was born a free man in western Massachusetts in 1868.
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• 	 Washington, as a young man, struggled for his education and 
lived in desperate poverty, while Du Bois grew up in a relatively 
comfortable home.

• 	 Washington attended Hampton Institute, and Du Bois attended 
Fisk University, earning a B.A. and ultimately becoming the first 
black man to earn a Ph.D. from Harvard University.

• 	 Washington devoted his life to the establishment and continued 
success of Tuskegee Institute, while Du Bois worked in a number 
of universities and helped establish the National Association for 
the Advancement of Colored People (NAACP).

	 Varied experiences provided each of these men with dissimilar analy-
ses of the world in which they lived. With an incisive pen, Du Bois asserted 
the following: 

The Negro is a sort of seventh son, born with a veil, and gifted with 
second-sight in this American world,—a world which yields him 
no true self-consciousness, but only lets him see himself through 
the revelation of the other world. . . . One ever feels his twoness,—
an American, a Negro; two souls, two thoughts, two unreconciled 
strivings; two warring ideals in one dark body, whose dogged 
strength alone keeps it from being torn asunder.1

	 The anger in the analysis of Du Bois is foreign to the sensibility of 
Washington. Where the former perceives injustice and alienation, the lat-
ter finds a place within which the black and white might eventually find 
means of peaceful coexistence. Indeed, in a famous 1895 speech, Washing-
ton averred the following: 

[Y]ou and your families will be surrounded by the most patient, 
faithful, law-abiding, and unresentful people that the world has 
seen. As we have proved our loyalty to you in the past, in nurs-
ing your children, watching by the sick-bed of your mothers and 
fathers, and often following them with tear-dimmed eyes to their 
graves, so in the future, in our humble way, we shall stand by you 
with a devotion that no foreigner can approach, ready to lay down 
our lives, if need be, in defense of yours, interlacing our industrial, 
commercial, civil, and religious life with yours in a way that shall 
make the interests of both races one.2

	 Du Bois decries the separation and alienation that dehumanize and de-
grade the black man. He perceives a veil that separates white from black and 
creates a kind of identity crisis for the black man in America. Washington, 
on the contrary, envisions a reality within which a limited intermingling, ac-
companied by social separation, is a satisfactory step toward progress. Plessy 
v. Ferguson, eight months to the day later, virtually made what Washington 

1W. E. B. Du Bois, The Souls of Black Folk (Chicago: A. C. McClurg and Company, 1907), 3.
2Booker T. Washington, “The Atlanta Exposition Address,” in Up from Slavery: An Autobiography (New 
York: Doubleday, 1907), 221.



Advanced Placement U.S. History, Book 3    11  

had proposed the law of the land. The question students need to explore 
remains whether these two visions are irreconcilable.
	 The answer to that question lies in Washington and Du Bois’ experiences 
of Reconstruction. In 1903, both men published, respectively, what are con-
sidered among the most significant of their life’s works, Up from Slavery and 
The Souls of Black Folk, the latter almost certainly in response to the former. 
Washington lays out the story of his life and the philosophy of education 
that he would implement in Tuskegee Institute in his magnum opus, while 
Du Bois openly critiques Washington and advocates a somewhat different 
position. The two men would seem at odds, but a careful reading of their 
writings, especially beyond these two works, reveals great respect between 
the two. The careful student will note that Du Bois was only thirty-five years 
old at the time of his publishing The Souls of Black Folk, while Washington 
was nearly fifty. Additionally, Du Bois was engaged in a great debate in1901 
in the Atlantic Monthly with a number of historians about the real meaning 
of Reconstruction. Du Bois continued to engage in that controversy and 
developed his positions in his Black Reconstruction of 1935. Maturity and 
demographics notwithstanding, Du Bois had a far greater span of time in 
which to develop his thoughts than did Washington, but fewer of the practi-
cal hardships that Washington endured throughout his life.
	 In this lesson, students read from the works of these two men and re-
consider some of the judgments that have been made. They consider the 
role of demographics and race, but also ways that each interacted with the 
intellectual, social, economic, and political spheres of their day. The texts in 
the handout have been woven together in the framework of an imaginary 
interview. The interviewer poses questions that situate a rather complex 
set of analyses of Reconstruction in the intellectual, social, economic, and 
political spheres in a readily accessible format.
	 You may want to extend the exercises developed in this lesson by as-
signing students to read more extensively from these authors. Chapter 3 of 
The Souls of Black Folk is worth reading in its entirety. It is widely available 
on the Internet. Students might also benefit from reading chapter 16 of Du 
Bois’ Black Reconstruction.

Procedure

1.	 Write the names Booker T. Washington and W. E. B. Du Bois on the 
board, and ask students to brainstorm as many facts about these men 
as possible. (Some typical responses for Washington will include au-
thor of Up from Slavery, Tuskegee Institute, accommodation, Atlanta 
Compromise. Typical responses for Du Bois will include author of The 
Souls of Black Folk, talented tenth, cofounder of the NAACP, editor 
of Crisis.) Discuss these ideas with students as you provide historical 
and biographical background. (See Notes to the Teacher.)

2.	 Distribute Handout 2. When students have finished reading, ask them 
to sketch out what Washington supports for blacks in each of the follow-
ing spheres of existence: intellectual, social, economic, and political.
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3.	 Pair students, and ask them to share their responses to the interview 
and insight into Washington’s thinking. Then engage the entire class 
in a large group discussion. Be conscious of the fact that some of the 
language in the texts, such as the references to Negroes, may make 
some students uncomfortable. Help students develop a sensitivity 
to tone. While Washington and Du Bois are actually closer in their 
thought than is commonly thought, the tones that they adopt are 
not. Washington is far more sanguine and hopeful than Du Bois, who 
lapses into jeremiads that form the basis for much of the perception of 
his personality. Complete this analytical exercise by having students 
read Du Bois’ “The Talented Tenth,” an essay that is often antholo-
gized and is available on many Web sites. There he advocates for a 
number of things in ways that are similar to Washington’s approach, 
but which also reflect significant differences.

4.	 Direct students to write an outline for an essay responding to the fol-
lowing prompt: 
	 Booker T. Washington and W. E. B. Du Bois thought that there 

were important emphases to focus upon when dealing with 
the education of blacks. They offered different approaches to 
dealing with issues in the intellectual, social, economic, and 
political spheres. Using the sources you have read and your 
knowledge of history, identify some of the strategies advocat-
ed by each in three of the categories listed above, and analyze 
the extent to which the programs offered by Washington and 
Du Bois differ from each other. 

Suggested Response
Washington tends to emphasize a practical engagement in indus-

trial education and to de-emphasize the role of the traditional 
liberal arts curriculum. Du Bois argues strongly for the need 
to provide the talented people with a classical education, so as 
to provide a leaven for raising the entire race. Washington ad-
vocates social separation until such time as blacks are ready, 
while Du Bois sees social separation as imposing an additional 
stigma on people who already have full equality, but not fully 
equal rights. Washington argues for gradual growth in eco-
nomic prosperity rooted in hard work and self-respect, while 
Du Bois advocates a two-pronged approach that would have 
blacks responsible for training blacks. He was cognizant of the 
fact that slavery and Reconstruction were largely responsible 
for the current economic situation of blacks. Finally, Wash-
ington believed that while blacks should be granted equal 
rights and citizenship, they needed to look to their neighbors 
(presumably whites) for guidance in the exercise of suffrage. 
Du Bois was more forceful in his advocacy for rights.

5.	 Assign students to complete essays for homework.
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Name:

An Interview with Booker T. Washington
Directions: The imaginary interview that follows will expose you to some of the thoughts of Booker 
T. Washington. All of his responses are from his autobiography, Up from Slavery (1903), and from his 
later thoughts in My Larger Education (1913). As you read, take notes in the margins to summarize the 
positions that Washington develops. Be prepared for discussion.

	 Interviewer:	 Mr. Washington, you have been an outstanding leader in your commu-
nity for many years, most notably for the success of Tuskegee Institute. 
You and Mr. Du Bois are often portrayed as being at odds about how to 
forge progress for the Negro. Unlike Mr. Du Bois, you spent the early 
part of your life in slavery. Would you say that your experience of slav-
ery has had an impact on your life and development, specifically your 
thoughts on education? Are you angry?

	Mr. Washington:	 In my early life I used to cherish a feeling of ill will toward any one who 
spoke in bitter terms against the Negro, or who advocated measures 
that tended to oppress the black man or take from him opportunities 
for growth in the most complete manner. Now, whenever I hear any 
one advocating measures that are meant to curtail the development of 
another, I pity the individual who would do this. . . . I pity him because 
I know that he is trying to stop the progress of the world. . . .

	 Interviewer:	 I see. In your famous “Atlanta Compromise Speech,” you advocated a 
number of things relevant to your educational philosophy. Many have 
argued that your ideas make you an Uncle Tom. What exactly did you 
say to Negros about how they should improve their lots?

	Mr. Washington:	 To those of my race who depend on bettering their condition in a for-
eign land or who underestimate the importance of cultivating friendly 
relations with the Southern white man, who is their next-door neigh-
bour, I would say: “Cast down your bucket where you are” —cast it 
down in making friends in every manly way of the people of all races 
by whom we are surrounded. Cast it down in agriculture, mechanics, 
in commerce, in domestic service, and in the professions. And in this 
connection it is well to bear in mind that whatever other sins the South 
may be called to bear, when it comes to business, pure and simple, it is 
in the South that the Negro is given a man’s chance in the commercial 
world. . . . Our greatest danger is that in the great leap from slavery to 
freedom we may overlook the fact that the masses of us are to live by the 
productions of our hands, and fail to keep in mind that we shall prosper 
in proportion as we learn to dignify and glorify common labour and 
put brains and skill into the common occupations of life; shall prosper 

Lesson 2 
Handout 2 (page 1)
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Name:
Lesson 2 
Handout 2 (page 2)

in proportion as we learn to draw the line between the superficial and 
the substantial, the ornamental gewgaws of life and the useful. No race 
can prosper till it learns that there is as much dignity in tilling a field 
as in writing a poem. It is at the bottom of life we must begin, and not 
at the top. Nor should we permit our grievances to overshadow our 
opportunities.

	 Interviewer:	 Yes, but did you have any equivalent advice for whites?

	Mr. Washington:	 To those of the white race who look to the incoming of those of foreign 
birth and strange tongue and habits for the prosperity of the South, 
were I permitted I would repeat what I say to my own race, “Cast down 
your bucket where you are.” Cast it down among the eight millions 
of Negroes whose habits you know, whose fidelity and love you have 
tested in days when to have proved treacherous meant the ruin of your 
firesides. Cast down your bucket among these people who have, with-
out strikes and labour wars, tilled your fields, . . . builded your railroads 
and cities, . . . and helped make possible this magnificent representa-
tion of the progress of the South. Casting down your bucket among my 
people, helping and encouraging them . . . to education of head, hand, 
and heart, you will find that they will buy your surplus land, make blos-
som the waste places in your fields, and run your factories. While do-
ing this, you can be sure in the future, as in the past, that you and your 
families will be surrounded by the most patient, faithful, law-abiding, 
and unresentful people that the world has seen.

	 Interviewer:	 So your advice to both peoples seems to be similar, to root themselves 
in the concrete historical reality in which they find themselves, take 
practical stock of the reality, and then move forward by means of mu-
tual cooperation. But what of the recent case of Plessy v. Fergusson? How 
can it be possible in a society where there is no social integration for real 
progress to take place? 

	Mr. Washington:	 In all things that are purely social we can be as separate as the fingers, 
yet one as the hand in all things essential to mutual progress. There is 
no defence or security for any of us except in the highest intelligence 
and development of all. . . . Effort or means so invested will pay a thou-
sand per cent interest. 

	 Interviewer:	 You yourself have argued, however, that there is a great injustice in how 
Negro schools are funded in the South. Is that true?

	Mr. Washington:	 More money is paid for Negro convicts than for Negro teachers. . . . I 
do not mean to say that conditions are as bad everywhere as these that 
I refer to. Nevertheless, when one speaks “of the results of Negro edu-
cation” it should be remembered that, so far as concerns the masses of 
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Name:
Lesson 2 
Handout 2 (page 3)

the Negro people, education has never yet been really tried. . . . Many 
of the Negro colleges have so burdened themselves with the work of 
an elementary grade that they are actually doing no college work at all, 
although they still keep up the forms and their students still speak of 
themselves as “college students.”

	 Interviewer:	 Yes, so how can one make sense of just what Negro education should 
look like? Mr. Du Bois advocates, at least for some, a classical educa-
tion. Is that a good approach?

	Mr. Washington:	 We have had some experience at Tuskegee of this lack of cooperation 
among the different types of Negro schools. For some years we have 
employed as teachers a large number of graduates, not only from some 
of the better Negro colleges in the South, but from some of the best 
colleges in the North as well. . . . Some of the schools of the strictly 
academic type have declared that their purpose in sticking to the old-
fashioned scholastic studies was to make of their students Christian 
gentlemen. Of course, every man and every woman should be a Chris-
tian and, if possible, a gentleman or a lady; but it is not necessary to 
study Greek or Latin to be a Christian.

	 Interviewer:	 So you don’t agree with Mr. Du Bois, and those like him?

	Mr. Washington:	 Perhaps there were too many institutions started at that time for teach-
ing Greek and Latin, considering that the foundation had not yet been 
laid in a good common-school system. It should be remembered, 
however, that the people who started these schools had a somewhat 
different purpose from that for which schools ordinarily exist today. 
They believed that it was necessary to complete the emancipation of 
the Negro by demonstrating to the world that the black man was just 
as able to learn from books as the white man, a thing that had been fre-
quently denied during the long anti-slavery controversy. . . . We should 
not forget that as a rule in the South it is not the educated Negro, but 
the masses of the people, the farmers, labourers, and servants, with 
whom the white people come in daily contact. If the higher education 
which is given to the few does not in some way directly or indirectly 
reach and help the masses very little will be done toward making Negro 
education popular in the South or toward securing from the different 
states the means to carry it on.

	 Interviewer:	 But surely you are aware that there are many, Mr. Du Bois included, 
who believe that your arguments diminish the Negro. Should there be 
political and social equality?
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	Mr. Washington:	 The wisest among my race understand that the agitation of questions 
of social equality is the extremest folly, and that progress in the en-
joyment of all the privileges that will come to us must be the result 
of severe and constant struggle rather than of artificial forcing. . . . It 
is important and right that all privileges of the law be ours, but it is 
vastly more important that we be prepared for the exercises of these 
privileges. 

	 Interviewer:	 Well, that makes good sense, but how shall the Negro achieve political 
equality if he is not offered social and educational equality? Shall all 
the gains of Reconstruction be merely cast aside?

	Mr. Washington:	 My own belief is, although I have never before said so in so many 
words, that the time will come when the Negro in the South will be 
accorded all the political rights which his ability, character, and mate-
rial possessions entitle him to. I think, though, that the opportunity to 
freely exercise such political rights will not come in any large degree 
through outside or artificial forcing, but will be accorded to the Negro 
by the Southern white people themselves, and that they will protect 
him in the exercise of those rights. Just as soon as the South gets over 
the old feeling that it is being forced by “foreigners,” or “aliens,” to do 
something which it does not want to do, I believe that the change in 
the direction that I have indicated is going to begin. In fact, there are 
indications that it is already beginning in a slight degree.

	 Interviewer:	 There may be, but the Negro was granted freedom in 1865, full rights 
and citizenship in 1868, and voting rights in 1870. How can it be that 
separate but equal can prevail in this land? Why not demand full equal-
ity now, decades after the Congress of the United States made that the 
law of the land?

	Mr. Washington:	 I believe it is the duty of the Negro . . . to deport himself modestly in 
regard to political claims, depending upon the slow but sure influences 
that proceed from the possession of property, intelligence, and high 
character for the full recognition of his political rights. I think that the 
according of the full exercise of political rights is going to be a matter 
of natural, slow growth. . . . I do not believe that the Negro should cease 
voting, for a man cannot learn the exercise of self-government by ceas-
ing to vote any more than a boy can learn to swim by keeping out of the 
water, but I do believe that in his voting he should more and more be 
influenced by those of intelligence and character who are his next-door 
neighbours.
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	 Interviewer:	 Mr. Washington, after more than thirty years do you still believe that 
the Negro does not have the good sense to vote according to his own 
insights, especially given the incredible success of Reconstruction?

	Mr. Washington:	 As a rule, I believe in universal, free suffrage, but I believe that in the 
South we are confronted with peculiar conditions that justify the pro-
tection of the ballot in many of the states, for a while at least, either by 
an educational test, a property test, or by both combined; but whatever 
tests are required, they should be made to apply with equal and exact 
justice to both races.

	 Interviewer:	 So voting limitations are legitimate so long as they are applied with-
out regard to race? That is a bit more nuanced position than you are 
frequently given credit for making. But how shall the Negro make 
progress? Things appear to be moving in exactly the wrong direction.

	Mr. Washington:	 I think that the whole future of my race hinges on the question as to 
whether or not it can make itself of such indispensable value that the 
people in the town and the state where we reside will feel that our pres-
ence is necessary to the happiness and well-being of the community. 
No man who continues to add something to the material, intellectual, 
and moral well-being of the place in which he lives is long left without 
proper reward.

	 Interviewer:	 Thank you for your time, Mr. Washington. This has been rather infor-
mative. It seems that your message may have been greatly oversimpli-
fied in the press. Do you have any final words that you might offer to 
our readership?

	Mr. Washington:	 In the last analysis, the work of building up such a school system as I 
have suggested must fall upon the industrial normal schools and col-
leges which prepare the teacher, because it is the success or failure of 
the teacher which determines the success of the school. . . . I believe 
the state governments in the South are going to see to it that the Negro 
public schools get a much fairer share of the money raised for educa-
tion in the future than they have in the past. . . . The higher and normal 
schools can greatly aid the Negro people in raising among themselves 
the money necessary to build up the educational system of the South if 
they will prepare their teachers to give the masses of the people the kind 
of education which will help them to increase their earnings instead of 
giving them the kind of education that makes them discontented and 
unhappy and does not give them the courage or disposition to help 
themselves. 

Lesson 2 
Handout 2 (page 5)





Advanced Placement U.S. History, Book 3    19  

Lesson 3

Economic and Political Crisis: 
1870–1900

Objectives

•	 To understand the critical effect of rapid industrialization on the eco-
nomic system of the United States

•	 To assess whether national politicians improved or worsened this crisis

AP* Correlations

Skill Type III
Skill 7: Appropriate Use of Relevant Historical Evidence

Thematic Learning Objective: Work, Exchange, and Technology
WXT-6: Explain how arguments about market capitalism, the 
growth of corporate power, and government policies influenced 
economic policies from the late 18th century through the early 20th 
century

Notes to the Teacher

	 By the late nineteenth century, the United States had joined its Eu-
ropean rivals as a great economic power. Industrialization flourished, 
as did urban centers; yet concurrently the wealth and power of key mo-
nopolists—Andrew Carnegie, John D. Rockefeller, Cornelius Vanderbilt, 
George Westinghouse, George Pullman, and others—grew. Economically, 
critics focused on the vast differences of wealth and comfort of the few and 
the poverty and discomfort of the many; the economic depression of this 
period only accentuated critics’ fears about the negative consequences of 
uneven economic growth. Furthermore, national politicians’ attempts to 
limit the power of a few wealthy people failed, and corruption increased, 
raising questions about the nature of democracy in the United States.
	 In this lesson, students define business terms and describe political 
initiatives. Next, they interpret three key primary documents and analyze 
three political cartoons of the era. The lesson concludes with a document-
based question.

Procedure

1.	 Ask students to brainstorm about monopolists’ strategies to amass 
wealth. Accept all reasonable responses, including buying out the op-
position, making deals, and horizontal or vertical integration.

2.	 Distribute Handout 3, and give students time to find the information.
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Suggested Responses

1.	 When potential rivals meet, they try to make a deal, to agree 
as to how to proceed; that deal is frequently broken.

2.	 A pool involves division of areas, but it is not always followed 
by participants.

3.	 Men often sat on more than one board, resulting in divided 
loyalties.

4.	 A trust involves one company taking over rival businesses; 
this leads to monopolies and even to control by one business.

5.	 The business cycle involves the ups and downs of industrial 
growth and expansion, including depression and inflation; 
this caused problems for workers and consumers.

6.	 The Bland-Allison Act of 1878 involved buying and minting 
silver; the result was inflation.

7.	 The Pendleton Civil Service Act of 1883 established the Civil 
Service Commission so that job seekers had to take an examina-
tion to qualify, but this applied to only 10 percent of federal jobs.

8.	 The McKinley Tariff of 1890 set high taxes on incoming goods 
and gave sugar producers a subsidy; it was highly criticized by 
opponents. 

3.	 Distribute Handout 4, and allow students time to complete parts A 
and B.

Suggested Responses

Part A.
Document 1—The Interstate Commerce Act forbade rebates, 

pools, long- and short-haul abuses, and discriminatory freight 
rates; it created a commission to investigate alleged abuses; 
there was little possibility of enforcement.

Document 2—The Sherman Anti-Trust Act made contracts and 
combinations in the form of trusts illegal; there was little pos-
sibility of enforcement.

Document 3—Theodore Roosevelt knew there would be problems 
if farmers and workers were poor; a rise in the standard of living 
for all was necessary. Each person should be treated according 
to qualifications and abilities; it was important to get beyond 
differences to work together; it seems that the federal govern-
ment would act as arbiter, but Roosevelt’s comments are weak 
on specifics.
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Part B.
1.	 The first cartoon addresses the excesses and largesse of men 

who run the government and are out of touch. The second and 
third cartoons criticize the power of money.

2.	 Each cartoonist uses symbolic elements such as recognizable 
animals or clothes to poke fun at men in power.

3.	 The cartoonists are all critical of monopolists who—in their 
view—wield too much economic and political power.

4.	 Assign the document-based question in part C of Handout 4. Share 
students’ essays by way of peer review.
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Business and Political Terms
Directions: Define the following terms, and identify the problems that may have developed in the late 
nineteenth century as a result of each.

	 Term 	 Definition	 Problem

1.	 Agreement

2.	 Pool

3.	 Interlocking  
directorates

4.	 Trust

5.	 Business cycle

6.	 Bland-Allison  
Act of 1878

7.	 Pendleton Civil  
Service Act  
of 1883

8.	 McKinley Tariff  
of 1890

Lesson 3 
Handout 3
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Primary Sources: A Sampling of Government Laws and 
Political Cartoons
Part A. 
Directions: Read the following documents, summarize their major points in your own words, and 
consider potential problems. 

Document 1
Excerpt from the Interstate Commerce Act (1887)
	 That the provisions of this act shall apply to any common carrier or carriers engaged in the 
transportation of passengers or property wholly by railroad, or partly by railroad and partly by wa-
ter when both are used, under a common control, management, or arrangement, for a continuous 
carriage or shipment, from one State or Territory of the United States, or the District of Columbia, 
to any other State or Territory of the United States, or the District of Columbia, or from any place 
in the United States to an adjacent foreign country, or from any place in the United States through 
a foreign country to any other place in the United States, and also to the transportation in like 
manner of property shipped from any place in the United States to a foreign country and carried 
from such place to a port of trans-shipment, or shipped from a foreign country to any place in 
the United States and carried to such place from a port of entry either in the United States or an 
adjacent foreign country. . . .
	 All charges made for any service rendered or to be rendered in the transportation of passen-
gers or property as aforesaid, or in connection therewith, or for the receiving, delivering, storage, 
or handling of such property, shall be reasonable and just; and every unjust and unreasonable 
charge for such service is prohibited and declared to be unlawful. . . .
	 That it shall be unlawful for any common carrier subject to the provisions of this act to enter 
into any contract, agreement, or combination with any other common carrier or carriers for the 
pooling of freights of different and competing railroads, or to divide between them the aggregate 
or net proceeds of the earnings of such railroads, or any portion thereof; and in any case of an 
agreement for the pooling of freights as aforesaid, each day of its continuance shall be deemed a 
separate offense. . . .
	 That a Commission is hereby created and established to be known as the Inter-State Com-
merce Commission, which shall be composed of five Commissioners, who shall be appointed by 
the President, by and with the advice and consent of the Senate. . . . No person in the employ of or 
holding any official relation to any common carrier subject to the provisions of this act, or owning 
stock or bonds thereof, or who is in any manner pecuniarily interested therein, shall enter upon the 
duties of or hold such office. Said Commissioners shall not engage in any other business, vocation, 
or employment. . . .
	 That the Commission hereby created shall have authority to inquire into the management 
of the business of all common carriers subject to the provisions of this act, and shall keep itself 
informed as to the manner and method in which the same is conducted, and shall have the right 
to obtain from such common carriers full and complete information necessary to enable the 
Commission to perform the duties and carry out the objects for which it was created; and for the 
purposes of this act the Commission shall have power to require the attendance and testimony of 
witnesses and the production of all books, papers, tariffs, contracts, agreements, and documents 
relating to any matter under investigation, and to that end may invoke the aid of any court of the 
United States in requiring the attendance and testimony of witnesses and the production of books, 
papers, and documents under the provisions of this section.

Lesson 3 
Handout 4 (page 1)
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Document 2
Excerpt from the Sherman Anti-Trust Act (1890) 

Trusts, Etc., in Restraint of Trade Illegal; Penalty
	 Every contract, combination in the form of trust or otherwise, or conspiracy, in restraint of 
trade or commerce among the several States, or with foreign nations, is declared to be illegal. Every 
person who shall make any such contract or engage in any combination or conspiracy, shall be 
deemed guilty of a misdemeanor, and, on conviction thereof, shall be punished by fine not exceed-
ing five thousand dollars, or by imprisonment not exceeding one year, or by both said punishments, 
at the discretion of the court.

Monopolizing Trade a Felony; Penalty
	 Every person who shall monopolize, or attempt to monopolize, or combine or conspire with 
any other person or persons, to monopolize any part of the trade or commerce among the sev-
eral States, or with foreign nations, shall be deemed guilty of a misdemeanor, and, on conviction 
thereof, shall be punished by fine not exceeding five thousand dollars, or by imprisonment not 
exceeding one year, or by both said punishments, in the discretion of the court.

Document 3
Theodore Roosevelt, “The Square Deal” (September 7, 1903) 

	 In speaking on Labor Day at the annual fair of the New York State Agricultural Association, it 
is natural to keep especially in mind the two bodies who compose the majority of our people and 
upon whose welfare depends the welfare of the entire State. If circumstances are such that thrift, 
energy, industry, and forethought enable the farmer, the tiller of the soil, on the one hand, and 
the wage-worker on the other, to keep themselves, their wives, and their children in reasonable 
comfort, then the State is well off, and we can be assured that the other classes in the community 
will likewise prosper. . . . 
	 Side by side with this increase in the prosperity of the wage-worker and the tiller of the soil 
has gone on a great increase in prosperity among the business men and among certain classes 
of professional men; and the prosperity of these men has been partly the cause and partly the 
consequence of the prosperity of farmer and wage-worker. It cannot be too often repeated that in 
this country, in the long run, we all of us tend to go up or go down together. . . .
	 The failure in public and in private life thus to treat each man on his own merits, the recogni-
tion of this government as being either for the poor as such or for the rich as such, would prove 
fatal to our Republic, as such failure and such recognition have always proved fatal in the past to 
other republics. A healthy republican government must rest upon individuals, not upon classes 
or sections. As soon as it becomes government by a class or by a section, it departs from the old 
American ideal. . . .
	 The outcome was equally fatal, whether the country fell into the hands of a wealthy oligarchy 
which exploited the poor or whether it fell under the domination of a turbulent mob which plun-
dered the rich. In both cases there resulted violent alternations between tyranny and disorder, and 
a final complete loss of liberty to all citizens—destruction in the end overtaking the class which 
had for the moment been victorious as well as that which had momentarily been defeated. . . .
	 The reason why our future is assured lies in the fact that our people are genuinely skilled in 
and fitted for self-government and therefore will spurn the leadership of those who seek to excite 
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this ferocious and foolish class antagonism. The average American knows not only that he himself 
intends to do what is right, but that his average fellow-countryman has the same intention and the 
same power to make his intention effective. He knows, whether he be business man, professional 
man, farmer, mechanic, employer, or wage-worker, that the welfare of each of these men is bound 
up with the welfare of all the others; that each is neighbor to the other, is actuated by the same 
hopes and fears, has fundamentally the same ideals, and that all alike have much the same virtues 
and the same faults. Our average fellow-citizen is a sane and healthy man, who believes in decency 
and has a wholesome mind. . . . 
	 The good citizen is the man who, whatever his wealth or his poverty, strives manfully to do his 
duty to himself, to his family, to his neighbor, to the State; who is incapable of the baseness which 
manifests itself either in arrogance or in envy, but who while demanding justice for himself is no 
less scrupulous to do justice to others. It is because the average American citizen, rich or poor, is of 
just this type that we have cause for our profound faith in the future of the Republic. . . .
	 In his turn, the capitalist who is really a conservative, the man who has forethought as well 
as patriotism, should heartily welcome every effort, legislative or otherwise, which has for its 
object to secure fair dealing by capital, corporate or individual, toward the public and toward the 
employee. Such laws as the franchise-tax law in this State, which the Court of Appeals recently 
unanimously decided constitutional—such a law as that passed in Congress last year for the pur-
pose of establishing a Department of Commerce and Labor, under which there should be a bureau 
to oversee and secure publicity from the great corporations which do an interstate business—such 
a law as that passed at the same time for the regulation of the great highways of commerce so as to 
keep these roads clear on fair terms to all producers in getting their goods to market—these laws 
are in the interest not merely of the people as a whole, but of the propertied classes. For in no way 
is the stability of property better assured than by making it patent to our people that property bears 
its proper share of the burdens of the State; that property is handled not only in the interest of the 
owner, but in the interest of the whole community. . . .
	 Finally, we must keep ever in mind that a republic such as ours can exist only by virtue of 
the orderly liberty which comes through the equal domination of the law over all men alike, and 
through its administration in such resolute and fearless fashion as shall teach all that no man is 
above it and no man below it.1

1Theodore Roosevelt, “At the State Fair, Syracuse, N.Y., September 7, 1903,” in A Compilation of the Messages and Speeches of Theodore Roosevelt, 
1901–1905, ed. Alfred Henry Lewis (Washington, D. C.: Bureau of National Literature and Art, 1906), 497–505.

Lesson 3 
Handout 4 (page 3)
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Part B.
Directions: Analyze the political cartoons by answering the following questions. 
1.	 In each cartoon, what is being criticized?
2.	 How does the cartoonist use symbols?
3.	 What are the cartoonists’ biases? 

Document 1
The Pomps and Vanities of Our National Capital

Fig. 3.1.

Fig. 3.1. Cartoon by Thomas Nast, 1881. The Granger Collection, New York.
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Document 2
Thanksgiving Day, 1884  

Fig. 3.2.

Fig. 3.2. Cartoon by Bernhard Gilliam, 1884.
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Document 3
King of the World

Fig. 3.3.

Fig. 3.3. Cartoon from Puck, 1901.
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Part C.
Directions: Use at least two written documents from part A, at least two political cartoons from part 
B, and the following quotation from historian Carl Guarneri to answer this question: In what ways 
did business and/or political leaders contribute to the economic crisis of the late nineteenth and early 
twentieth centuries? Remember to structure your essay around the documents and to focus on devel-
oping main ideas. Be sure to assess the authors’ biases, audiences, and purposes.

. . . Unhampered by old distribution networks, aggressive antitrust prosecution, or gentlemanly 
restraint, American companies waged price wars on competitors or gobbled them up by buying 
their stock (which they held as trustees rather than as legal owners—hence the name “trusts”) on 
the way to building near-monopolies. . . . Applying these methods ruthlessly, a few dozen com-
panies controlled their industries nationwide and pulled strings in government to augment their 
advantages. The nation’s largest business, J. P. Morgan’s U.S. Steel, was capitalized at $1.4 billion in 
1901, an amount three times bigger than the federal budget.2

2Carl Guaneri, America in the World: United States History in Global Context (Boston: McGraw-Hill, 2007), 173.

Lesson 3 
Handout 4 (page 7)
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Lesson 4

The Rise of Labor Unions and  
Workers’ Ambivalences, 1870–1910

Objectives

•	 To understand the reasons why some workers joined labor unions and 
why most workers failed to do so 

•	 To assess the different agendas of the major unions 

AP* Correlations

Skill Type II
Skill 4: Comparison

Thematic Learning Objective: Work, Exchange, and Technology
WXT-7: Compare the beliefs and strategies of movements advocat-
ing changes to the U.S. economic system since industrialization, 
particularly the organized labor, Populist, and Progressive move-
ments

Notes to the Teacher

	 The new inventions—including oil refineries, railroads, and the Bes-
semer process to create steel—led to significant changes in the nature of 
industrial work in the United States by the 1880s. The concurrent growth 
of monopoly capitalism contributed to a profit-driven atmosphere. As a 
result, a competitive ethos developed in most workplaces, where workers 
had few choices for employment and thus were faced with innumerable 
problems: extensive hours; pay scales determined by skill, age, and gender, 
where women and children earned less than adult men; onerous and rigor-
ous discipline; tedious, repetitive, and machine-driven work; employment 
variations due to the business cycle; ethnic rivalries often encouraged by 
prejudiced owners; dangerous and poorly ventilated factories. Workers 
found ways to defend their interests, but those that turned to unions were 
met by fierce opposition, both legal and illegal, from their employers.
	 In this lesson, students brainstorm what they would have done to im-
prove their lot as workers in the late 1800s. They then review what the 
major unions—the Knights of Labor, the American Federation of Labor 
(AFL), and the Industrial Workers of the World (IWW)—did, as well 
as the federal government’s responses. Next, students return to a larger 
role-play and have a roundtable discussion to discuss available options. 
Students conclude the lesson by completing a written reflection.
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	 For additional background information, consult the History Matters 
Web site. You will also find excellent information in Kevin O’Reilly’s The 
Gilded Age, part of the Decision Making in U.S. History series from Social 
Studies School Service. 

Procedure

1.	 Ask students to imagine that they lived in the late 1800s and to jot 
down some ideas as to why they would take the unpleasant work in 
unhealthy factories. 

2.	 Distribute Handout 5, and give students time to complete it.

Suggested Responses

1.	 The worker is probably a man, since most industries, with the 
exception of textiles, tended to hire men for their physical 
strength and/or knowledge of necessary skills.

2.	 The worker needs the job and has few illusions that the em-
ployer will be kind or helpful.

3.	 The workplace conditions would have harsh overseers, long 
hours, and little time even for necessary breaks.

4.	 Conditions in the late 1800s were harsher, but both types of 
workers would follow the clock and the boss.

5.	 One could work less, grumble, try to form a union, put up with 
the poor conditions, hope to save money to leave, and pray.

6.	 The fact was that government officials tended to side with 
employers.

3.	 Distribute Handout 6, and give student pairs time to complete it.

Suggested Responses

The Knights of Labor
1.	 1869
2.	 loss of independence and dignity of labor, imbalance between 

quality of life of owner and workers
3.	 all workers, except bartenders, lawyers, and Chinese immigrants
4.	 eight-hour work day; prohibition; abolition of child labor; 

equal pay for equal work; graduated income tax; government 
ownership of telephone, telegraph, and railroads; producers’ 
and consumers’ cooperatives

5.	 arbitration, boycotts, divided over strikes (locals frequently 
in favor of them), mass meetings

6.	 local cooperatives, not much else; had disbanded by 1900
7.	 ostracism and blame for being un-American
8.	 harassment and arrests; state militias or National Guard to 

end strikes; injunctions or court orders to forbid strikes
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9.	 blame
10.	 encouraged fear among potential members; but tried to em-

phasize cooperation
American Federation of Labor
1.	 1881
2.	 low wages and poor working conditions
3.	 skilled workers
4.	 higher wages, shorter hours, and better working conditions; 

reduced unemployment; divided over socialism
5.	 increase in dues for strike funds and unemployment benefits; 

strikes as last resorts
6.	 successful strikes leading to increased membership
7.	 refusal to negotiate, lockouts; arrests
8.	 harassment and arrests; state militias or National Guard to 

end strikes; injunctions or court orders to forbid strikes
9.	 blame
10.	 limited goals and limited membership
Industrial Workers of the World
1.	 1905
2.	 capitalism, profit-driven system
3.	 all workers
4.	 overthrow of capitalism
5.	 strikes, mass meetings
6.	 strikes
7.	 blame
8.	 harassment and arrests; state militias or National Guard to 

end strikes; injunctions or court orders to forbid strikes
9.	 blame for being foreign and anticapitalist
10.	 often seen as extreme and un-American

4.	 Assign parts for an all-class role-play. You will need students to act 
as representatives of the Knights of Labor, the American Federation 
of Labor, and the Industrial Workers of the World. The rest of the 
students should play various types of workers, both skilled and 
unskilled, in industries of the late 1800s and early 1900s. Include 
textiles, the railroad, meatpacking, steel, mining, and other areas 
of interest to the students. Workers should include various ethnic 
groups and both genders. 

5.	 When students have completed the role-play, assign a written reflec-
tion on the experience and on workers’ choices and problems in the 
late 1800s and early 1900s. 
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Brainstorming Questions: Factory Role-Play 
Directions: Imagine that you work in one of the new industries of the late 1800s and early 1900s—
meatpacking, refining oil, producing steel, or building railroads—owned by one of the monopolists of 
the period. Answer the following questions based on your experiences.

1.	 Are you most likely a male or a female employee? Why?

2.	 What do you expect from your employer?

3.	 What do you experience in your workplace?

4.	 Are your expectations similar to or different from the expectations of the so-called “Lowell Girls” 
earlier in the century? 

5.	 If your expectations are not being met, what can you do about the situation?

6.	 Do you expect the U.S. government to help you? Why or why not?

Lesson 4 
Handout 5
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Formation of Labor Unions: Support and Opposition 
Directions: Answer the following questions about the three most popular unions of the late 1800s 
and early 1900s: the Knights of Labor, the American Federation of Labor, and the Industrial Workers 
of the World.

The Knights of Labor

1.	 When was the union started?

2.	 What was its view as to the problems that needed to be corrected?

3.	 Who could join?

4.	 What were its goals?

5.	 What were its methods?

6.	 By 1910, what did it accomplish for its members?

7.	 How did employers respond?

8.	 How did the federal government respond?

9.	 What was the apparent bias of the press?

10.	 What were the union’s limitations?
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American Federation of Labor

1.	 When was the union started?

2.	 What was its view as to the problems that needed to be corrected?

3.	 Who could join?

4.	 What were its goals?

5.	 What were its methods?

6.	 By 1910, what did it accomplish for its members?

7.	 How did employers respond?

8.	 How did the federal government respond?

9.	 What was the apparent bias of the press?

10.	 What were the union’s limitations?

Lesson 4 
Handout 6 (page 2)
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Industrial Workers of the World

1.	 When was the union started?

2.	 What was its view as to the problems that needed to be corrected?

3.	 Who could join?

4.	 What were its goals?

5.	 What were its methods?

6.	 By 1910, what did it accomplish for its members?

7.	 How did employers respond?

8.	 How did the federal government respond?

9.	 What was the apparent bias of the press?

10.	 What were the union’s limitations?

Lesson 4 
Handout 6 (page 3)
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Lesson 5

Social Aspects of World War I

Objectives

•	 To understand the effect of the war on Americans’ values and 
perceptions

•	 To assess the impact of U.S. propaganda to gather support for the war 

AP* Correlations

Skill Type III
Skill 7: Appropriate Use of Relevant Historical Evidence

Thematic Learning Objective: Identity
ID-3: Analyze how U.S. involvement in international crises such as 
the Spanish American War, World Wars I and II, the Great Depres-
sion, and the Cold War influenced public debates about American 
national identity in the 20th century

Notes to the Teacher

	 In 1917, the United States entered what had been until that time a 
more or less European war, ushering in a thirty-year period of devastating 
war. While some U.S. officials had already indicated their bias toward the 
Allied side and U.S. arms manufacturers were selling weapons to the Allies, 
the United States was officially neutral. Once the United States declared 
war on Germany, the situation became clear for officials and ordinary 
people alike: Americans were to assist the Allies to stop the expansionist 
Germans. Several methods were used to rally support for this war, includ-
ing enlistment strategies, poems, and propaganda posters.
	 In this lesson, students examine photographs and political posters, as 
well as some war poetry. To conclude, students write essays about the ef-
fects of efforts to generate civilian support for the war effort. Copies of Alan 
Seeger’s poem “I Have a Rendezvous with Death” and George M. Cohan’s 
song “Over There” are also needed; these items are often anthologized and 
can be found on a number of Web sites.
		 Prior to teaching the lesson, obtain copies of the following images 
from the “Teaching with Documents: Photographs of the 369th Infantry 
and African Americans during World War I” page of the National Ar-
chives Web site:

•	 “Famous New York Soldiers Return Home” (ARC Identifier 
533553)

•	 “Two American Negroes Win Croix de Guerre” (ARC Identifier 
533523)
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Procedure

1.	 Ask students for ideas as to how the U.S. government could get the 
population to support participation in World War I. Accept all rea-
sonable answers, including newspaper articles, facts and figures, pho-
tographs of cruelty of opponents, photographs of the need of allies, 
and other forms of propaganda.

2.	 Share the photographs from the National Archives. (See Notes to 
the Teacher.) Explain that the 369th Infantry, also called the Harlem 
Hellfighters, was an African-American regiment that fought hero-
ically and successfully in World War I. Ask students the following 
questions:
•	 	Why do you think the photographs of the 369th Infantry were 

taken? (The photographs supported the war and emphasized the 
involvement of African Americans; the pictures show that the 
army was integrated and that the army could be fun.)

•	 	What strikes you as unusual or significant about them? (The pho-
tographs are unusual, because of the choice of subjects and the 
happy poses of the subjects.)

•	 	Who do you think took these photographs—and for what purpos-
es? (Friends and observers took pictures to celebrate the regiment 
and help generate public support for the war.)

3.	 Distribute Handout 7, and have students examine the posters. Ask 
how the posters helped the war effort. (The posters encouraged people 
to grow, save, and/or provide food for the soldiers.)

4.	 Distribute Handout 8, and have students complete the exercise. 

Suggested Responses
Part A. 
1.	 The poem emphasizes feelings of duty and responsibility.
2.	 People were expected to contribute time, money, work, and 

even their lives to the war effort.
3.	 The poem preaches the imperative to do what needs to be 

done to win the war.
Part B. 
1.	 Seeger’s poem conveys emotions of sadness, despair, and 

hopelessness. He sees the necessity for men to die and for 
their families to accept their heroism for the cause.

2.	 Cohan’s lyrics, on the other hand, are full of excitement, joy, and 
enthusiasm. The soldiers are full of energy and share camaraderie.
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5.	 Instruct students to use their analysis of the photographs, posters, 
and poems to help them determine possible ways to respond in writ-
ing to the following prompt: 
	 How did the United States mobilize public support for U.S. 

involvement in World War I? 
6.	 Schedule class time for peer editing of rough drafts. (Ideas might in-

clude encouraging soldiers by emphasizing manhood and patriotism, 
urging self-sacrifice and duty among the populace, exaggerating the 
glory of war, and playing on the idea of U.S. democratic ideals and 
their contributions to the world.)
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Name:

Propaganda Posters for World War I
Directions: Study the following posters, and consider how they encouraged the war effort. 

Document 1

Fig. 5.1.

Fig. 5.1. Poster No. 4-P-58, “Be patriotic; sign your country’s pledge to save the food,” ca. 1917–ca. 1919. Records of the U.S. Food Administra-
tion, 1917–1920, Record Group 4; National Archives at College Park, College Park, Md. Available through the online catalog at http://www.
archives.gov/research/arc; ARC ID 512497.

Lesson 5 
Handout 7 (page 1)
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Fig. 5.2. Poster No. 4-P-60, “Food will win the war. You came here seeking Freedom. You must now help to preserve it. WHEAT is needed for 
the allies. Waste nothing,” ca. 1917–ca. 1917. Records of the U.S. Food Administration, 1917–1920, Record Group 4; National Archives at 
College Park, College Park, Md. Available through the online catalog at http://www.archives.gov/research/arc; ARC ID 512499.

Document 2

Fig. 5.2.
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Reactions to War
Part A.
Directions: “Poem Read by Four Minute Men” was created by the Committee on Public Information 
to gain support among the population for the war. Read it, and answer the questions that follow. 

Poem Read by Four Minute Men 

Attention, Mr. Farmer Man, and listen now to me,
and I will try and show to you what I can plainly see.
Your Uncle Sam, the dear old man who’s been so good to you, 
is needing help and watching now to see what you will do.
Your Uncle’s in the great world war and since he’s entered in
it’s up to every one of us to see that he shall win.
He’s trying hard to “speed things up” and do it with a dash,
and so just now he’s asking you to aid him with your cash.
Remember, all he asks of you is but a simple loan,
and every patriot comes across without a single moan.
Should Uncle Sammy once get mad (he will if you get lax),
he then will exercise his right, and make you pay a tax.
Should Kaiser Bill and all his hordes, once get across the Pond,
d’ye think he’ll waste his time on you, and coax to take a bond?
Why no, siree. He’d grab and hold most everything he saw.
He’d take your farm, your stock and lands, your wife and babies all.
He’d make you work, he’d make you sweat, he’d squeeze you till you’d groan.
So be a man, and come across. Let Uncle have that loan.1

1.	 What emotions were the writers trying to create among the listeners?

2.	 What sacrifices were expected of young men and their families?

3.	  What is the poem’s message?

1Committee on Public Information, Four Minute Men News, Edition E (October 1918), in Alfred E. Cornebise, War as Advertised: The Four 
Minute Men and America’s Crusade, 1917–1918 (Philadelphia: American Philosophical Society, 1984), 27.
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Part B.
Directions: Locate and read Alan Seeger’s poem “I Have a Rendezvous with Death” and George M. 
Cohan’s song “Over There.” Answer the following questions.

1.	 Alan Seeger’s poem was written shortly before he died. What feelings and ideas does the poem 
convey?

2.	 What feelings does George M. Cohan convey through the lyrics to “Over There”?
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Lesson 6

Literature of the 1920s:  
The Lost Generation

Objective

•	 To analyze literature of the 1920s as reflections of the decade

AP* Correlations

Skill Type III
Skill 7: Appropriate Use of Relevant Historical Evidence

Thematic Learning Objective: Ideas, Beliefs, and Culture
CUL-6: Analyze the role of culture and the arts in 19th- and 20th-
century movements for social and political change

Notes to the Teacher

	 The 1920s constitute a high point in American literary history. A glance 
at any American literature text suggests a litany of great names writing dur-
ing this period.
	 Many intellectuals and artists of the decade tended toward disillu-
sionment and alienation. Expatriation, especially in Paris, attracted many. 
Others gathered in New York’s Greenwich Village or Harlem. Some ex-
pressed nostalgia for the rural America of an earlier era, while others found 
much to criticize in values prevalent at the time. However, newcomers to 
the country gloried in possibilities unknown in the “Old Country.”
	 In this lesson, students research the lives, works, and themes of several 
key writers of the decade. Taking the perspective of his or her assigned 
writer, each student then participates in a small group charged with the 
task of writing a thesis statement that accurately characterizes the intel-
lectual mood of the 1920s as it is reflected in the literature of the decade. 

Procedure

1.	 Ask students why the years from 1920 to 1929 are referred to as the 
“Roaring Twenties.” (Students may highlight a number of factors, 
including the lawlessness with regard to Prohibition, the role of dis-
posable income and leisure time, the new role of women following 
the achievement of suffrage, and the rise of various entertainment 
options, such as sports, movies, and radio.) Explain that this lesson 
focuses on the literature of the 1920s, which reflects the disillusion-
ment of many writers with regard to the values and attitudes of this 
time period.
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2.	 Divide the class into groups of five, and distribute Handout 9. Have 
each student in the group research for homework one of the five au-
thors identified in the handout. 

3.	 Allow class time for students to share the results of their research so 
that each student has notes on each of the writers.

Suggested Responses

1.	 F. Scott Fitzgerald, born to an upper-middle-class family from 
Minnesota, had a relatively privileged childhood. He served 
in World War I after attending Princeton. The Great Gatsby 
portrays postwar cynicism, disillusionment, and the search 
for pleasure. The novel illustrates issues of the decade such as 
organized crime, the free flow of liquor during Prohibition, 
the revolt against nineteenth-century attitudes, and material-
ism, as well as the racism of the decade.

2.	 Ernest Hemingway, an idealist from the Midwest, joined the 
Ambulance Corps during World War I. Alienated after the 
war, he joined others of the Lost Generation as an expatriate 
in Paris. The Sun Also Rises illustrates various themes of the 
1920s, including wild drinking, alienation, emphasis on the 
self and the present, revolt against the values of the nineteenth 
century, ambivalence toward Europe, and anti-Semitism.

3.	 Sinclair Lewis, a Minnesota native, studied in the East before 
taking a position as a journalist in New York. Very much a 
product of the middle class, Lewis ridiculed the hypocrisy 
and misplaced values of the class he loved so much. In Main 
Street, he parodied middle-class, small-town life. In Babbitt, he 
ridiculed the materialism of a little man caught up in striving 
to accumulate wealth. In later novels, he satirized the clergy, 
the medical profession, mercantilists, and politicians.

4.	 Langston Hughes, the most cosmopolitan of the writers of the 
Harlem Renaissance, was born in Missouri; he attended high 
school in Cleveland, Ohio, worked in Mexico, and traveled 
in Europe and Africa before settling in Harlem. The versatile 
rebel poet sometimes wrote in African-American vernacular 
and often brought the rhythm of jazz and blues into his writ-
ing. His works stress the nobility of lowly walks of life, display 
racial pride, contemplate the place of African Americans in a 
white world, and wonder what would happen if African Amer-
icans did not receive social justice soon. His writing helped 
boost the self-esteem of African Americans and gained the 
attention of whites; both were necessary steps before the civil 
rights gains of later decades.
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5.	 Anzia Yezierska, the daughter of poor Jewish immigrants from 
Russian Poland, wrote several novels popular in the 1920s. 
Her father was a Talmudic scholar, and the family of nine 
children struggled to survive in their new country. Yezierska 
sometimes wrote of the search for personal fulfillment within 
the traditional Jewish family structure. Her own struggle for 
an education, economic independence, and a marriage based 
on love made her a forerunner of the women’s liberation 
movement.

4.	 Ask each small group to develop a thesis statement that defines the 
character of the 1920s through its literature.

5.	 Reconvene the class as a whole to share and evaluate the thesis 
statements written by each group. (Thesis statements will differ, but 
students should recognize that, in spite of the nostalgia for simpler 
values of the past and the emptiness and alienation of the postwar 
generation, there is a sense of African-American pride and immigrant 
determination that bodes well for a different and more vibrant society 
in the future.) 
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Name:

The Literature of the 1920s
Directions: Prominent writers of the 1920s did much to illuminate the mood and philosophy of the 
decade. Research one of the following writers and his or her key work (as listed below), and prepare a 
short oral report that addresses the following points:
•	 What biographical data about the author helps to put his or her writing in historical context?
•	 What themes are covered in the author’s key work? (Try to convey to your audience a sense of the 

work you are describing.)
•	 How does the writer’s work help to characterize one aspect of American life in the 1920s?

1.	 F. Scott Fitzgerald (The Great Gatsby)
2.	 Ernest Hemingway (The Sun Also Rises)
3.	 Sinclair Lewis (Main Street and Babbitt in particular)
4.	 Langston Hughes (poems such as “The Negro Speaks of Rivers,” “Negro,” “Harlem,” and “Weary 

Blues”)
5.	 Anzia Yezierska (The Bread Givers)

Lesson 6 
Handout 9
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Lesson 7

The Twenties: Eyewitness Accounts

Objectives

•	 To examine selected events of the 1920s through eyewitness accounts
•	 To develop a process for evaluating historical eyewitness accounts

AP* Correlations

Skill Type III
Skill 7: Appropriate Use of Relevant Historical Evidence

Thematic Learning Objective: Work, Exchange, and Technology
WXT-3: Explain how changes in transportation, technology, and 
the integration of the U.S. economy into world markets have influ-
enced U.S. society since the Gilded Age

Notes to the Teacher
	 The decade of the1920s was an era during which the cult of personality 
came to the forefront. Journalistic reporting developed at a rapid pace, and 
daily newspapers were cheap and readily available. They provided their 
readers with “you are there” accounts of significant historical events. In-
dividual reporters began to specialize in certain areas and were syndicated 
and published across the country. 
	 Today, as students of history, we also often read firsthand accounts of 
historical events. In the past, we relied on print media: newspapers and 
magazines which presented first-person accounts of a variety of political, 
social, and historical events. Today advances in technology, such as com-
puters, cell phones, and other social media, provide immediate first-person 
accounts of events. The who, what, when, where, and how of journalists are 
amended to include questions of accuracy and truthfulness, which helps 
historians to recognize bias in reporting. 
	 In this lesson, students read excerpts from eyewitness accounts of several 
historical events, break down the who, what, when, where, why, and how of 
the accounts, and determine the accuracy and truthfulness of the excerpt.

Procedure
1.	 Ask students whether they have ever witnessed an event firsthand 

and then read about it later in the newspaper or on the Internet. Ask 
whether their observations of the events matched those of the report-
er. Explain that, since the beginning of recorded history, individuals 
have provided eyewitness reports of historical events. Sometimes the 
reports are accurate and unbiased, but often they reflect the position 
and background of the reporters. 
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2.	 Ask students what the value of eyewitness accounts is to a historian. 
(Eyewitness accounts provide first-person observations of an event 
which occurred in the past and might not be otherwise recorded.) 
Point out that historians are compilers of information and might 
have to read several accounts of a single event. Ask what problems a 
historian might encounter in examining first-person accounts of an 
event. (Accounts by more than one individual might reflect the bias 
and/or viewpoint of the recorders; events sometimes are recounted 
days or even years later and might be tainted by the passage of time or 
embellishment by the imagination.) 

3.	 Divide the class into small groups of three or four, and distribute 
Handout 10. Assign a reading to each group. Have students read the 
excerpt and answer the questions.

4.	 Reconvene in a large group setting, and have each group report on 
the assigned eyewitness account. Review student responses, and have 
students take notes on each excerpt as the reports are presented. 

Suggested Responses

Excerpt 1—Heywood Broun; 1923; New York City; World Series 
game in which Babe Ruth hit two home runs and broke a 
baseball record; New York World; newspaper readers; writing 
at time of the event about an event he witnessed; contains 
humor

Excerpt 2—H. L. Mencken; 1925; Dayton, Tennessee; John 
Scopes tried in Tennessee for teaching evolution in his high 
school science classroom; Baltimore Sun; newspaper readers; 
writing at time of event about an event he witnessed; contains 
humor and satire

Excerpt 3—Robert Goddard; 1926; Massachusetts; account of 
the first launch of a liquid propellant rocket; Goddard’s per-
sonal diary that was later published; writing of an event he 
personally witnessed; contains no humor or satire

Excerpt 4—written by an anonymous newspaper reporter for 
the New York Times; 1927; New York and Washington D.C.; 
newspaper readers; writing at time of event about an event the 
author witnessed; contains no humor or satire

Excerpt 5—Claud Cockburn; 1929; Chicago; reporter for the 
Times of London; newspaper readers; writing in his memoirs 
about an event he experienced; contains no humor or satire

5.	 Ask students to choose a recent event to which they were an eyewit-
ness. Have students write an eyewitness account of the event using 
the standard parameters for this type of reporting. Have students 
share their accounts and determine the accuracy of the reporting. 
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Name:

Eyewitness Accounts of the 1920s
Directions: Read the following excerpts. For each, determine who wrote the excerpt, what it is about, 
and when and where it was written. For what audience was the writer writing? Was the person writing 
at the time of the event or at a later date? Determine the intent of the writer. Is the writing about an 
interview or an event the author actually witnessed? Does the account contain humor or satire? In 
your opinion, is the account historically accurate?

Excerpt 1

Babe Ruth
	 Babe Ruth, who was also an exceptional hitter, had been a very successful pitcher for the 
Boston Red Sox, who traded him to the New York Yankees. Shortly after the trade, the Yan-
kees converted Ruth to an everyday player to take advantage of his ability to hit home runs. 
However, not everyone in baseball, including the New York Giants manager, John McGraw, 
respected Ruth’s home run hitting ability. Heywood Broun was a newspaper reporter who 
covered sports for the New York World. His columns were syndicated in newspapers across the 
country. Below is an excerpt of a column he wrote about the 1923 World Series game in which 
Ruth hit two home runs, to tie a baseball record. 

	 The Ruth is mighty and shall prevail. He did yesterday. Babe made two home runs, and the 
Yankees won from the Giants at the Polo Grounds by a score of four to two. This evens up the 
World Series with one game for each contender. . . .
	 Victory came to the American League champions through a change in tactics. Miller Huggins 
[the Yankees’ manager] could hardly fail to have observed Wednesday that terrible things were 
almost certain to happen to his men if they paused anyplace along the line from first to home. 
	 In order to prevent blunders in base running he wisely decided to eliminate it. The batter who 
hits the ball into the stands cannot possibly be caught napping off any base. . . .
	 Though simplicity itself, the system worked like a charm. Three of the Yankees’ four runs were 
the products of homers and this was enough for a winning total. . . .
	 For the first time since coming to New York, Babe achieved his full brilliance in a World 
Series game. Before this he has varied between pretty good and simply awful, but yesterday, he 
was magnificent. . . .
	 In the fourth inning Ruth drove the ball completely out of the premises. McQuillan was pitch-
ing at the time, and the count was two balls and one strike. The strike was a fast ball shoulder-high, 
at which Ruth had lunged with almost comic ferocity and ineptitude. 
	 Snyder peeked at the bench to get a signal from McGraw [the Giants’ manager]. Catching 
for the Giants must have been a terrific strain on the neck muscles, for apparently it is etiquette to 
take the signals from the bench manager furtively. The catcher is supposed to pretend he is merely 
glancing around to see if the girl in the red hat is anywhere in the grandstand, although all the time 
his eyes are intent on McGraw. 
	 Of course the nature of the code is secret, but this time McGraw scratched his nose, to indi-
cate: “Try another of those shoulder-high fast ones to the Bib Bam and let’s see if we can’t make 
him break his back again.”

Lesson 7 
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Name:

	 But Babe didn’t break his back, for he had something solid to check his terrific swing. The ball 
started climbing from the moment it left the plate. It was a pop fly with a brand-new gland and, 
though it flew high, it also flew far.
	 When last seen the ball was crossing the roof of the stand in deep right field at an altitude 
of 315 feet. We wonder whether new baseballs conversing together in the original package ever 
remark: “Join Ruth and see the world.”
	 In the fifth Ruth was up again, and by this time McQuillan had left the park utterly and Jack 
Bentley was pitching. The count crept up to two strikes and two balls. Snyder [the Giants’ catcher] 
sneaked a look at the little logician deep in the dugout. McGraw blinked twice, pulled up his trou-
sers, and thrust the forefinger of his right hand into his left eye. Snyder knew what he meant, “Try 
the Big Bozo on a slow curve around his knees and don’t forget to throw to first if you happen to 
drop the third strike.”
	 Snyder called for the delivery as directed, and Ruth half topped a line drive over the wall of 
the lower stand in right field. With that drive the Babe tied a record. Benny Kauff and Duffy Lewis 
were the only other players who ever made two home runs in a single World Series game.
	 But was McGraw convinced and did he rush out of the dugout and kneel before Ruth with a 
cry of “Maestro” as the Babe crossed the plate? He did not. He nibbled at not a single word he has 
ever uttered in disparagement of the prowess of the Yankee slugger. In the ninth Ruth came to bat 
with two out and a runner on second base. By every consideration of prudent tactics an intentional 
pass seemed indicated.
	 Snyder jerked his head around and observed that McGraw was blowing his nose. The Giant 
catcher was puzzled, for that was a signal he had never learned. By the process of pure reasoning he 
attempted to figure out just what it was that his chief was trying to convey to him. 
	 “Maybe he means if we pitch to Ruth we’ll blow the game,” thought Snyder, but he looked 
toward the bench again just to make sure. 
	 Now McGraw intended no signal at all when he blew his nose. That was not tactics, but only a 
head cold. . . .1

Excerpt 2

The Scopes Trial
	 In 1925, John T. Scopes, a high school science teacher, was charged with teaching evolu-
tion in his classes at the Dayton, Tennessee, high school. Scopes was defended by the famed 
criminal defense attorney Clarence Darrow, while the famed orator and populist William Jen-
nings Bryan was the prosecuting attorney. The Scopes Trial in Dayton, Tennessee, was covered 
by H. L. Mencken for the Baltimore Sun. Mencken was considered a powerful influence on the 
intellectuals of his time and frequently targeted rural America in his writings. In the following 
excerpt, Mencken describes the atmosphere surrounding the trial.

	 . . . the whole town was still gathered in the courthouse yard, listening to the disputes of 
theologians. The Scopes trial had brought them in from all directions. There was a friar wearing a 
sandwich sign announcing that he was the Bible champion of the world. There was a Seventh Day 
Adventist arguing that Clarence Darrow was the beast with seven heads and ten horns described 
in Revelation XIII, and that the end of the world was at hand. There was an evangelist made up like 
Andy Gump, with the news that atheists in Cincinnati were preparing to descend upon Dayton, 
hang the eminent Judge Raulston, and burn the town. There was an ancient who maintained that 
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1Heywood Broun, New York World, October 12, 1923, in Eyewitness to America, ed. David Colbert (New York: Vintage Books, 1998), 396–98.
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no Catholic could be a Christian. There was the eloquent Dr. T. T. Martin, of Blue Mountain, 
Miss., come to town with a truck-load of torches and hymn-books to put Darwin in his place. 
There was a singing brother bellowing apocalyptic hymns. There was William Jennings Bryan, 
followed everywhere by a gaping crowd. Dayton was having a roaring time. It was better than 
the circus. But the note of devotion was simply not there; the Daytonians, after listening a while, 
would slip away to Robinson’s drug-store to regale themselves with Coca-Cola, or to the lobby 
of the Aqua Hotel, where the learned Raulston sat in state, judicially picking his teeth. The real 
religion was not present. . . .2

Excerpt 3

The First Rocket Flight
	 Robert Goddard is considered the “father of American rocketry.” Most of his early claims 
were regarded with skepticism. The following selection is Goddard’s account from his personal 
diary of the first rocket flight in Massachusetts in 1926.

	 The first flight with a rocket using liquid-propellants was made yesterday at Aunt Effie’s farm 
in Auburn. 
	 The day was clear and comparatively quiet. The anemometer on the Physics lab was turning 
leisurely when Mr. Sachs and I left the morning, and was turning as leisurely when we returned at 
5:30 p.m.
	 Even though the release was pulled, the rocket did not rise at first, but the flame came out, and 
there was a steady roar. After a number of seconds it rose, slowly until it cleared the frame, and then 
at express train speed, curving over to the left, and striking the ice and snow, still going at a rapid 
rate.
	 It looked almost magical as it rose, without any appreciably greater noise or flame, as if it said 
“I’ve been here long enough; I think I’ll be going somewhere else, if you don’t mind.” . . .
	 The sky was clear, for the most part, with large shadowy white clouds, but late in the afternoon 
there was a large link cloud in the west, over which the sun shone.
	 One of the surprising things was the absence of smoke, the lack of very loud roar, and the 
smallness of the flame.
	 The first flight of a liquid-propellant rocket is of very considerable significance, inasmuch as 
it demonstrated the possibility of using liquid propellants to secure actual flight, thereby making 
possible a rocket which could be simple in construction, and of small weight compared to the 
weight of the propellant.3
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2H. L. Mencken, “Among the Believers,” Baltimore Sun, July 14, 1925, in Eyewitness to America,  403–4.
3 “First Rocket Flight,” in Eyewitness to America, 404–5.
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Excerpt 4

The First Television
	 This account by an anonymous New York Times reporter refers to the first live television 
broadcast in 1927 when a signal was sent from New York City to Washington, D.C. Participat-
ing in the broadcast was the then secretary of the interior and later president of the United 
States, Herbert Hoover.

	 Herbert Hoover made a speech in Washington yesterday afternoon. An audience in New York 
heard him and saw him. 
	 More than 200 miles of space intervening between the speaker and his audience was annihi-
lated by the television apparatus developed by the Bell Laboratories of the American Telephone 
and Telegraph Company and demonstrated publicly for the first time yesterday.
	 The apparatus shot images of Mr. Hoover by wire from Washington to New York at the rate 
of eighteen a second. These were thrown on a screen as motion pictures, while the loud-speaker 
reproduced the speech. As each syllable was heard, the motion of the speaker’s lips and his changes 
of expression were flashed on the screen in the demonstration room of the Bell Telephone Labora-
tories at 55 Bethune Street.
	 When the television pictures were thrown in a screen two by three inches, the likeness was 
excellent. It was as if a photograph had suddenly come to life and begun to talk, smile, nod its head 
and look this way and that. When the screen was enlarged to two by three feet, the results were 
not so good.
	 At times the face of the Secretary could not be clearly distinguished. He looked down as he 
read his speech, and held the telephone receiver up, so that it covered most of the lower part of 
his countenance. There was too much illumination also in the background of the screen. When he 
moved his face, his features became clearly distinguishable. Near the close of his talk he turned his 
head to one side, and in profile his features became clear and full of detail. 
	 On the smaller screen the face and action were reproduced with perfect fidelity. . . .4
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4New York Times, April 8, 1927, in Eyewitness to America, ed. David Colbert (New York: Vintage Books, 1998), 407–8.
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Excerpt 5

Al Capone
	 Al Capone is probably the best known gangster in America. Claud Cockburn, a reporter 
for the Times of London, interviewed Capone in Chicago in 1929 and later recorded the occa-
sion in his memoirs.

	 “Listen,” [Capone] said, . . .“Don’t get the idea I’m knocking the American system. The Ameri-
can system . . .” As though an invisible chairman had called on him for a few words, he broke into an 
oration on the theme. He praised freedom, enterprise and the pioneers. He spoke of “our heritage.” 
He referred with contemptuous disgust to socialism and anarchism. “My rackets,” he repeated sev-
eral times, “are run on strictly American lines and they’re going to stay that way.” This turned out to 
be a reference to the fact that he had recently been elected the president of the Unione Siciliano, a 
slightly mysterious, partially criminal society which certainly had its roots in the Maffia. Its power 
and importance varied sharply from year to year. Sometimes there did seem to be evidence that 
it was a secret society of real power and at other times it seemed more in the nature of a mutual-
benefit association, not essentially much more menacing than, say, the Elks. Capone’s complaint 
just now was that the Unione was what he called “lousy with Black Hand stuff.” “Can you imagine,” 
he said, “people going in for what they call these blood feuds—some guy’s grandfather was killed 
by some other guy’s grandfather, and this guy thinks that’s good enough reason to kill the other.” It 
was, he said, entirely unbusinesslike. . . .5 
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5Claud Cockburn, A Discord of Trumpets (New York: Simon and Schuster, 1956), 217–18.
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Lesson 8

Causes of the Depression

Objective

•	 To gain an understanding of the multiple causes of the Depression

AP* Correlations

Skill Type I
Skill 1: Historical Causation

Thematic Learning Objective: Identity
ID-3: Analyze how U.S. involvement in international crises such as 
the Spanish American War, World Wars I and II, the Great Depres-
sion, and the Cold War influenced public debates about American 
national identity in the 20th century

Thematic Learning Objective: Politics and Power
POL-4: Analyze how and why the New Deal, the Great Society, 
and the modern conservative movement all sought to change the 
federal government’s role in U.S. political, social, and economic life

Notes to the Teacher

	 Teaching a lesson on the causes of the Great Depression offers an op-
portunity to focus on basic economic concepts. Students need to recognize 
that many interrelated factors, both domestic and foreign, played a role in 
causing the worst depression in America’s history. The nation’s increasingly 
large urban population meant that this depression brought unprecedented 
depths of despair.
	 In this lesson, students create a time line of events related to the start 
of the Great Depression. They then cite evidence from their time line to 
illustrate various factors recognized as valid causes of the Depression. After 
ranking these causes, students write short essays explaining at least three 
factors that might have slowed, halted, or reversed the economic disaster.
	 Note that several Dorothea Lange photographs taken during the Great 
Depression—including perhaps her most famous photograph, often re-
ferred to as “Migrant Mother”—are used to introduce the lesson. These 
images can be found in many books, and copies can also be accessed via 
the Prints and Photographs Online Catalog at the Library of Congress’s 
Web site.
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Procedure

1.	 Show students copies of several photographs taken by Dorothea Lange 
which helped chronicle the Great Depression; be sure to include the 
image known as “Migrant Mother.” Ask students to describe the 
individuals seen in the photographs. (Students will note the painful 
and worried expressions and evidence of stress and anxiety. They may 
also note an emphasis on the female experience.) Explain that while 
there is little dispute as to the extent and impact of the Depression, 
there is some debate in terms of ranking the causes that led to this 
catastrophic event. Tell students that this lesson focuses on the causes 
of the Great Depression.

2.	 Distribute Handout 11, and have students define the terms.

Suggested Responses

1.	 Speculation is engaging in extremely risky business ventures 
in order to obtain an unusually large return.

2.	 Overproduction involves decreased consumer purchases 
leading to unsold goods piling up in warehouses.

3.	 Underconsumption means that consumer demand decreased 
while production levels increased or remained steady.

4.	 Buying on margin involves making a partial payment, called 
the margin, and borrowing the rest in order to secure an 
investment.

5.	 A tariff is a tax on imported goods.
6.	 Capital is money or goods available to be invested in a business.
7.	 Credit means deliverance of goods or money in exchange for 

a guarantee or promise of future repayment.
8.	 A stock market crash is a sudden, dramatic decrease in stock 

prices, followed by panic selling and a bottoming out of the 
stock market.

3.	 Direct students to use their textbooks, the Internet, and other resources 
to construct time lines relative to the causes of the Great Depression. 
See the Teacher Resource Page on pages 61–62 for a sample time line.

4.	 Divide the class into small groups, and distribute Handout 12. Have 
students complete part A of the handout. 

5.	 Conduct a discussion based on the handout. Have students try to de-
termine the class’s view of the top three causes of the Great Depression. 

6.	 Direct students to complete part B of Handout 12. You may wish to 
use these essays for evaluation purposes and as springboards for class 
discussion. Possible answers include lowering the tariff when supplies 
accumulated, introducing New Deal-type legislation at a much earlier 
time, and initiating banking and stock market controls much earlier.
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Name:

Causes of the Great Depression

1923
	 August 3	 Coolidge sworn in as president
	 August 13	 U.S. Steel inaugurates eight-hour day

1924
	 March 18	 Soldiers’ Bonus Act

1926
	 February 26	 Revenue Act becomes law

1927
	 February 11	 McNary-Haugen bill

1929
	 February 2	 Federal Reserve Board forbids member banks to make loans to anyone who 

wants to buy stock on margin
	 March 4	 Hoover becomes president
	 June 15	 Congress passes Agricultural Marketing bill
	 October 22	 President of New York’s National City Bank states, “I know of nothing  funda-

mentally wrong with the stock market.”
	 October 23	 Steady decline in stock market; signs of panic in New York Stock Exchange
	 October 24	 Black Thursday; collapse of New York Stock Exchange; 13,000,000 shares sold
	 October 29	 Black Tuesday
	 November 13	 $30,000,000,000 lost in value of stocks on New York Exchange; Chicago Mar-

ket collapses
	 December 31	 Hoover delivers annual message to Congress and declares confidence in busi-

ness has now been restored

1930
	 January 2	 Economy sinking; prices falling; national income collapsing; unemployment 

at 4 million; Hoover meets with congressional leaders to discuss public works 
plan

	 March 31	 Congress adopts Public Buildings Act
	 April 4	 Congress votes $300 million to build state roads
	 June 4	 Hawley-Smoot Tariff bill passed
	 October	 Unemployment at 4,500,000; Hoover says federal government must remain 

aloof
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	 December 2	 Hoover recognizes problem and asks Congress for $150 million to construct 
public works

	 December 11	 Bank of United States (a private New York bank with 60 branches and 400,000 
depositors) closes; 1,300 bank closures in one year

1931
	 January 2	 5 million unemployed
	 February 27	 Congress overrides Hoover’s veto and passes Bonus Loan bill
	 March 3	 Hoover vetoes Muscle Shoals bill
	 July 22	 Kansas farmers produce a bumper crop of wheat; prices collapse
	 October	 827 more banks close

1932
	 February 27	 Glass-Steagall Banking Act
	 July 21	 Hoover signs Relief and Reconstruction Act
	 July 22	 Federal Home Loan Bank Act
	 November 8	 Roosevelt wins election; 13 million are unemployed

Lesson 8 
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Name:

Terms Related to the Start of the Great Depression
Directions: Define the following terms.

1.	 Speculation 

2.	 Overproduction 

3.	 Underconsumption 

4.	 Buying on margin 

5.	 Tariff 

6.	 Capital 

7.	 Credit 

8.	 Stock market crash 
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Causes of the Depression
Part A. 
Directions: Below are eleven generally recognized causes of the Great Depression. Brainstorm evi-
dence that each helped to cause the Depression. Then rank the causes in order, with 1 representing the 
strongest factor and 11 the weakest.

	���� 	 Misdistribution of income and purchasing power

	���� 	 Overexpansion of agricultural production

	���� 	 Overproduction of industry

	���� 	 Automation

	���� 	 Unregulated banking practices

	���� 	 American tariff policy

	���� 	 Impact of European and world economies

	���� 	 Monopolistic pricing

	���� 	 Philosophy and policies of the Hoover Administration

	���� 	 Overexpansion of credit

	���� 	 Stock market speculation and crash

Part B.
Directions: Identify three points at which some specific intervention might have slowed, halted, or 
reversed the Depression. Write a short essay defending your selections.

Lesson 8 
Handout 12
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Lesson 9

Traditionalists vs. Modernists 

Objective 

•	 To examine the writings of two prominent personalities of the early 
twentieth century

AP* Correlations

Skill Type II
Skill 4: Comparison

Thematic Learning Objective: Ideas, Beliefs, and Culture
CUL-5: Analyze ways that philosophical, moral, and scientific ideas 
were used to defend and challenge the dominant economic and so-
cial order in the 19th and 20th centuries

Notes to the Teacher

	 To many individuals, the beginning of the twentieth century posed a 
serious dilemma for the United States. Americans had to decide what kind 
of a country they were going to become. Many changes were taking place. 
In 1920, for the first time, more people lived in the cities than in small 
towns. This change was seen as a fundamental challenge to the country’s 
customs and traditions. Rural Americans saw the city as a place of violence, 
alcoholism, prostitution, materialism, immorality, and, worst of all, a new 
age ideology which challenged traditional values and Christianity. To the 
urban community, the city represented freedom, progress, technological 
advancement, and a new intellectualism.
	 Onto the American stage stepped two prominent personalities of early 
twentieth-century American thought: William A. (Billy) Sunday and Hen-
ry Louis Mencken. Sunday was from rural Ames, Iowa, and gave up a career 
in professional baseball for a life of Christian ministry and revivalism. A 
century of American religious revival reached its peak in Sunday’s crusades 
and explained his popularity. It was his hope that individuals would take 
responsibility for their own actions and accept Christ as their savior; he 
wanted America to return to an older more Christian-centered tradition. 
H. L. Mencken was born and raised in Baltimore, Maryland, and dedicated 
his life to a career in journalism and letters. Mencken was known as the 
“Sage of Baltimore.” With little formal education, he spent his entire life 
reading and learning. He assailed everyone and anything in America; no 
individual or thing was exempted from his sarcastic pen. Probably his most 
famous role was that of a reporter for the Scopes Monkey Trial in Dayton, 
Tennessee. Teachers might find it helpful to consult various anthologies 
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of Mencken’s writings. Unfortunately, there are no modern anthologies of 
Sunday’s sermons. 
	 In this lesson, students read excerpts from Sunday and Mencken and 
answer guided reading questions. 

Procedure

1.	 Ask students how the 1920s could be seen as a turning point in Amer-
ican history. (Cultural changes were taking place in the country, as 
Americans determined what it meant to be an American.)

2.	 Briefly introduce students to Billy Sunday and H. L. Mencken. Ex-
plain that both thinkers can be seen as critics of America in the early 
twentieth century, but these two came at the situation from very dif-
ferent perspectives. 

3.	 Distribute Handout 13, and have students read the excerpts and 
answer the questions. Students can complete the guided reading ques-
tions on their own, with a partner, in groups, or as part of a whole class 
discussion. 

Suggested Responses

Part A.
1.	 From a small town in the Midwest, Billy Sunday probably 

grew up in a religious family and saw the city as a place of 
problems. 

2.	 Retrospective views consider the past, introspection looks 
inward, and prospective thoughts contemplate the future. 

3.	 Sunday believed that most Americans were caught up in the 
wave of materialism of the 1920s; he thought Americans had 
to live more spiritual lives. 

4.	 He made a point to talk about the cities and materialism, and 
he called for individuals to accept personal responsibility for 
decisions. 

5.	 Sunday believed that a revival was needed in America and 
thought that a revival would get individuals back into church 
and back to God. 

Part B.
1.	 Mencken was from the East Coast and from a large city; he 

would have had a somewhat cosmopolitan perspective.
2.	 The context of the article by Mencken is the Scopes Trial in 

Dayton, Tennessee. The American Civil Liberties Union was 
challenging an antievolution law. While Scopes was found 
guilty, the verdict was overturned by the appellate court on a 
technicality. The fine imposed on Scopes was more than the 
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law allowed. It was seen as a setback to the ACLU, which had 
hoped to bring the case to the Supreme Court. 

3.	 Mencken did not believe progress was occurring in America; 
to the contrary, he believed that humankind was regressing. 

4.	 Mencken would argue that Sunday and others would propose 
a revival, which would probably be popular but would not 
solve any of the major problems facing America. 

5.	 Mencken lampooned just about everything, but the spe-
cific target in this article was anti-intellectualism and 
antienlightenment. 
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Name:

Twentieth-Century Cultures Clash
Part A.
Directions: Read the following sermon by William A. (Billy) Sunday, and answer the questions. Be 
prepared for class discussion.

	 We are reminded by this that there are in the midst of years many things that remind us that 
the sands in the hour glass of time are fast sifting for many of us; your hair is growing gray, your 
eyes are dim; it takes you longer to go a block, and you live to sit in front of the fire and doze. There 
is the retrospective view of life, the introspective and the prospective. If you discover anything in 
the introspective that has made you ashamed and disgusted with the retrospective, resolve to make 
the prospective better by contrast.
	 Away with this twentieth century tommyrot that the way to elevate the people is to mix up 
with them. That will not elevate them; no, you will sink in the mud as deep as they are. If you want 
to elevate them, you’ve got to live better than they do. 
	 There are people in your city who will always suppose, because they are fools, that the only 
way to promote religion is for religion to move uniformly in the same old rut. 
	 The only difference between a grave and a rut is that the grave is a little deeper than the rut, but 
they are both for the same purpose. Some people are afraid, scared to death to introduce innova-
tions in religion; they are scared that God Almighty might do something out of the ordinary and 
arrest attention of the man who is going to hell on high gear. However sound their line of reasoning 
may be, the old methods are all right, science is not worth a snap of your finger . . . unless they 
deliver the goods, express charges prepaid. 
	 So, what’s the nature of a revival? He was praying for a revival. As a nation we are facing the 
danger of the domination of the material over the spiritual; we are commercially drunk. Take a 
bushel of nickels and walk down the street of the average town and you can lead that grasping 
bunch so close to hell they can smell the brimstone and sulphur. . . .
	 We have got a wonderful country; wonderful. The American advances in industry, but I am 
mighty sorry to say we have not had a corresponding advance in the morality and decency of the 
country. 
	 Andrew Carnegie can build libraries on every street; you can build high schools in every 
block; you can build a university in every town, but you cannot save the people or the country 
without religion. 
	 If this country has the sins of Babylon, she will go to hell like Babylon. Education will not save 
you; nothing will save you but the gospel of Jesus Christ. 
	 The pursuit of money and business is pulling your men away from the church. We are facing 
the constantly growing danger of dominance of the material over the spiritual. This is a busy age in 
which we live. . . .
	 This is the day of isms and schisms and ologies, fol-da-rots, tommyrot and heresies to lead 
people astray. It is an axiom that the measure of your preparation will determine the measure of 
your success—in religion, politics, anything else. . . .
	 I want to say to this audience tonight, before I forget it, that I believe that the bible is the 
Word of God from cover to cover. Not because I can understand it, for I cannot. Not because I 
understand its philosophy, speculation or theory. I cannot; wouldn’t attempt it, and I would be a 
fool if I tried. I believe it because it is from the mouth of God, the mouth of God has spoken it. 

Lesson 9 
Handout 13 (page 1)
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Lesson 9 
Handout 13 (page 2)

	 I tell you, folks, we have got to determine now as to revival responsibility. It is never with God, 
never. I used to say that I can see a cloud the size of a man’s hand, and I used to say there is a coming 
revival, but I have learned to thank God that his promises are in the present tense—now. Salvation 
is in the present tense. I never pray “Save me Lord, at last, for Jesus’ sake—save me n-o-w.” I am 
making no provision for a relapse. 
	 Listen to me. If in your city there are sins and immorality, drunkenness and crime; if you 
have seduction, pandering and white slavery, and your streets are filled with staggering, reeling 
drunkards, and girls losing their virtue, the responsibility for that state of things is not with God, 
but with the citizenship of Omaha. 
	 God puts it up to your church and your town, and if your churches are losing their power, 
responsibility is not with God, but with the membership of that church, of the fellow who stands 
in the pulpit, or both. . . .
	 I tell you, my friends, we need a panic in religion, the world don’t need informing; it needs 
reforming. We are going to the devil over culture clubs, as if the world needed informing. It don’t 
need anything of the kind. . . .
	 I want you to pray daily, go to the neighborhood prayer meetings; come to the tabernacle; 
make out your prayer list; go and see your friends and neighbors and ask them to become Chris-
tians. Personal work is what counts.1

1.	 What, if anything, do Billy Sunday’s family background and place of origin reveal about his 
philosophical outlook on life? 

2.	 Sunday talks about the retrospective, introspective, and prospective view of life. What does he 
mean by all of these? 

3.	 What does “We must live better than the people” mean? 

1Billy Sunday’s Sermons in Omaha as Reported by the Omaha Daily News, 1915, in American Ideas, ed. Gerald M. Grob and Robert N. Beck (New 
York: The Free Press of Glencoe, 1963), 202–7.



70    Advanced Placement U.S. History, Book 3 © COPYRIGHT, The Center for Learning. Used with permission. Not for resale.

Name:
Lesson 9 
Handout 13 (page 3)

4.	 What does Sunday’s language reveal about the growing tensions between rural and urban Amer-
ica in the early part of the twentieth century? 

5.	 What did Sunday see as the major ills facing modern America, and what did he recommend?

Part B.
Directions: Read the following column by H. L. Mencken, and answer the questions. Be prepared for 
class discussion.

	 Such obscenities as the forthcoming trial of the Tennessee evolutionist, if they serve no other 
purpose, at least call attention dramatically to the fact that enlightenment, among mankind, is very 
narrowly dispersed. It is common to assume that human progress affects everyone—that even 
the dullest man in these bright days, knows more than any man of, say, the Eighteenth Century, 
and is far more civilized. This assumption is quite erroneous. The men of the educated minority, 
no doubt, know more than their predecessors, and of some of them, perhaps, it may be said that 
they are more civilized. . . but the great masses of men, even in this inspired republic, are precisely 
where the mob was at the dawn of history. They are ignorant, they are dishonest, they are cowardly, 
they are ignoble. They know little if anything that is worth knowing, and there is not the slightest 
sign of a natural desire among them to increase their knowledge. 
	 . . . Every step in human progress, from the first feeble stirrings in the abyss of time, has been 
opposed by the great majority of men. Every valuable thing that has been added to the store of 
man’s possessions has been derided by them when it was new, and destroyed by them when they 
had the power. They have fought every new truth ever heard of, and they have killed every truth-
seeker who got into their hands. 
	 The so-called religious organizations which now lead the war against the teaching of evolution 
are nothing more, at bottom, than conspiracies of the inferior man against his betters. They mirror 
very accurately his congenital hatred of knowledge, his bitter enmity to the man who knows more 
than he does, and so gets more out of life. Certainly it cannot have gone unnoticed that their 
membership is recruited, in the overwhelming main, from the lower orders—that no man of any 
education or other human dignity belongs to them. What they propose to do, at bottom and in 
brief, is to make the superior man infamous—by mere abuse if it is sufficient, and if it is not, then 
by law. . . .
	 This simple fact explains such phenomena as the Tennessee buffoonery. Nothing else can. We 
must think of human progress, not as of something going on in the race in general, but as of some-
thing going on in a small minority, perpetually beleaguered in a few walled towns. Now and then 
the horde of barbarians outside breaks through, and we have an armed effort to halt the process. 
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That is, we have a Reformation, a French Revolution, a war for democracy, a Great Awakening. The 
minority is decimated and driven to cover. But a few survive—and a few are enough to carry on. 
	 The inferior man’s reasons for hating knowledge are not hard to discern. He hates it because 
it is complex—because it puts an unbearable burden upon his meager capacity for taking in ideas. 
Thus his search is always for short cuts. All superstitions are such short cuts. Their aim is to make 
the unintelligible simple, and even obvious. So on what seem to be higher levels. No man who 
has not had a long and arduous education can understand even the most elementary concepts of 
modern pathology. . . .
	 The popularity of Fundamentalism among the inferior orders of men is explicable in exactly 
the same way. The cosmogonies that educated men toy with are all inordinately complex. To com-
prehend their veriest outlines requires an immense stock of knowledge, and a habit of thought. It 
would be as vain to try to teach them to peasants or to the city proletariat as it would be to try to 
teach them to streptococci. But the cosmogony of Genesis is so simple that even a yokel can grasp 
it. It is set forth in a few phrases. It offers, to an ignorant man, the irresistible reasonableness of 
the nonsensical. So he accepts it with loud hosannas, and has one more excuse for hating his 
betters. . . .
	 What all this amounts to is that the human race is divided into two sharply differentiated and 
mutually antagonistic classes, almost two genera—a small minority that plays with ideas and is 
capable of taking them in, and a vast majority that finds them painful, and is thus arrayed against 
them, and against all who have traffic with them. The intellectual heritage of the race belongs to the 
minority, and to the minority only. The majority has no more to do with it than it has to do with 
ecclesiastic politics on Mars. In so far as that heritage is apprehended, it is viewed with enmity. But 
in the main it is not apprehended at all. 
	 That is why Beethoven survives. Of the 110,000,000 so-called human beings who now live 
in the United States, flogged and crazed by Coolidge, Rotary, the Ku Klux and the newspapers, 
it is probable that at least 108,000,000 have never heard of him at all. To these immortals, made 
in God’s image, one of the greatest artists the human race has ever produced is not even a name. 
So far as they are concerned he might as well have died at birth. The gorgeous and incomparable 
beauties that he created are nothing to them. They get no value out of the fact that he existed. They 
are completely unaware of what he did in the world, and would not be interested if they were told. 
	 The fact saves good Ludwig’s bacon. His music survives because it lies outside the plane of 
the popular apprehension, like the colors beyond violet or the concept of honor. If it could be 
brought within range, it would at once arouse hostility. Its complexity would challenge; its lack 
of moral purpose would affright. Soon there would be a movement to put it down, and Baptist 
clergymen would range the land denouncing it, and in the end some poor musician, taken in the 
un-American act of playing it, would be put on trial before a jury of Ku Kluxers, and railroaded to 
the calaboose.2

1.	 What, if anything, do H. L. Mencken’s family background and place of origin reveal about his 
philosophical outlook on life?

2H. L. Mencken, “Homo Neanderthalensis,” Baltimore Evening Sun, June 29, 1925, in H. L. Mencken on Religion, ed. S. T. Joshi (New York: 
Prometheus Books, 2002), 165–68.
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2.	 What is the historical context of the article by Mencken? 

3.	 Does Mencken believe human progress is occurring in America? Why or why not? 

4.	 What would Mencken say about Sunday’s answer to the solution of modern America’s ills? 

5.	 According to Mencken, what was the fundamental problem facing twentieth-century America? 
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Lesson 10

Isolation:  
Fact or Revisionist Battleground?

Objective

•	 To review the foreign policy of the 1920s by actively testing some 
revisionist interpretations

AP* Correlations

Skill Type IV
Skill 8: Historical Argumentation

Thematic Learning Objective: America in the World
WOR-7: Analyze the goals of U.S. policymakers in major interna-
tional conflicts, such as the Spanish-American War, World Wars I 
and II, and the Cold War, and explain how U.S. involvement in these 
conflicts has altered the U.S. role in world affairs

Notes to the Teacher

	 Believing that the League of Nations was essential to preventing a 
repetition of the international anarchy that led to World War I, President 
Woodrow Wilson insisted that the Allies include the League Charter in the 
Treaty of Versailles; however, opposition at home, both from extreme isola-
tionists and from more moderate reservationists, led the Senate to reject the 
Treaty of Versailles and, with it, U.S. membership in the League of Nations. 
This ended Wilson’s dream of American leadership in his proposed organiza-
tion to encourage disarmament and settle international disputes peaceably.
	 Many saw final rejection of the Treaty of Versailles as the signal for a 
return to America’s usual peacetime isolation. The familiar story that dur-
ing the 1920s the United States returned to its former peacetime isolation 
persisted. This characterization has endured in spite of studies by Robert 
Freeman Smith,1 William Appleman Williams,2 Warren I. Cohen,3 and L. 
Ethan Ellis.4 Although this lesson is not primarily an analysis of revisionist 
historians, it does provide a vehicle for reviewing the diplomatic history of 
the period. 

1Robert Freeman Smith, “American Foreign Relations, 1920–1942,” in Towards a New Past, ed. Barton 
J. Bernstein (New York: Random House, 1968), 232–62.
2William Appleman Williams, “The Legend of Isolationism in the 1920s” in The 1920s: Problems and 
Paradoxes, ed. Milton Plesur (Boston: Allyn and Bacon, Inc., 1969), 92–110.
3Warren I. Cohen, The American Revisionists (Chicago: University of Chicago Press, 1967).
4L. Ethan Ellis, Republican Foreign Policy, 1921–1933 (New Brunswick: Rutgers University Press, 1968).
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	 In this lesson, students test whether the United States was as interven-
tionist and internationally minded as the above authorities contend, and 
more so than has been previously held. Students review several traditional 
tenets of American foreign policy and draw conclusions regarding the ex-
tent that each can be considered isolationist. Next, they develop a foreign 
policy based on earlier American policies. Students then research a number 
of key diplomatic decisions of the 1920s and determine whether those deci-
sions reflect a return to isolationism. Students conclude by assessing what 
role, if any, isolation played in American foreign policy during the 1920s. 

Procedure

1.	 Ask students to define historical revisionism (reassessing the accepted 
interpretation of a given historical event based on new evidence and/
or perspective). What role does revisionism play in the discipline of 
history? (It is the engine of the historical profession. It helps ensure 
that the study of history does not remain stagnant; it allows scholars 
to study history in light of new evidence or contemporary perspec-
tive, raising new and important questions, in order to develop a better 
and more complete understanding of the past.) Advise students that 
this lesson focuses on the foreign policy of the 1920s and various in-
terpretations of this decade.

2.	 Provide a brief review of traditional tenets of U.S. foreign policy. Ask 
students to what extent each of the earlier policies was, in fact, isola-
tionist, and help students explore the answers.

Suggested Responses

Monroe Doctrine—1823 presidential statement warning Euro-
pean nations not to further colonize the American continents 
and suggesting that the United States would refrain from 
intervention in European affairs

Manifest Destiny—1844 slogan of James K. Polk that it was the 
destiny of the United States to expand its boundaries from the 
Atlantic to the Pacific

Open Door Policy—1899 circular note from Secretary of State 
John Hay to nations with spheres of influence in China that 
there should be equal opportunities for all nations to trade 
with China; later extended to say it would be the policy of the 
United States to “preserve the territorial integrity of China”

Roosevelt Corollary—1904 presidential extension (or perversion) 
of the Monroe Doctrine to suggest that in cases of “chronic 
wrongdoing,” it might be necessary for the United States to 
intervene in Latin American countries to protect America’s 
new interests in the area
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Dollar Diplomacy—President Taft’s policy supporting American 
commercial enterprises abroad, particularly in Latin America 
and in the Far East, with dollars rather than bullets

3.	 Based on the foregoing discussion, ask students to write a foreign 
policy they would design for the 1920s based on earlier American 
policies. Proposals should include the following items:
•	 Recognition of the Soviet Union, a communist state
•	 U.S. policy toward disarmament
•	 U.S. reaction toward countries that refuse to or cannot pay their 

war debts
•	 U.S. policy toward Latin America, especially Mexico
•	 U.S. responsibilities toward the League of Nations and the World 

Court, including preventing future wars
	 You may wish to frame the above items in questions and then poll the 

students. Do they have difficulty maintaining consistency? Why or 
why not? (This is an excellent metacognition exercise for students—
to think about their thinking!)

4.	 Have students complete Handout 14. Their answers should reflect a 
serious challenge to the theme of isolation.

Suggested Responses

1.	 The Senate found the provision, which was intended to encour-
age collective action in the event of aggression, particularly 
objectionable. Opponents regarded it as a threat to their role in 
declaring war; Wilson, on the other hand, regarded this provi-
sion as essential to the League’s effectiveness. When the two 
sides were unable to reach a compromise, the Senate rejected 
the Treaty of Versailles and, with it, Article X. This action ap-
peared to some a return to isolation.

2.	 The Big Five nations—including the United States, Britain, 
Japan, France, and Italy—agreed to a ten-year moratorium 
on the building of large warships and agreed to maintain an 
established ratio of large warships, respectively. The idealis-
tic and temporary expedient required the United States to 
do most of the scrapping of large vessels and included no 
provisions for enforcement. It did, however, appeal to many 
American taxpayers.

3.	 The United States called this conference to try to extend the 
ratio arranged at Washington to smaller vessels. This attempt 
failed completely and led quickly to naval expansion by the 
United States.



76    Advanced Placement U.S. History, Book 3

4.	 The Dawes Plan provided a U.S. loan to Germany to help 
that country establish an orderly payment of reparations to 
European Allies. The Young Plan substantially reduced the 
amount Germany was expected to pay. Both initiatives by the 
United States were intended to facilitate trade with Europe in 
order to protect the American economy.

5.	 This pact between France and the United States outlawed war 
“as an instrument of national policy.” Although it was signed 
by most nations of the world, its lack of provision for enforce-
ment led one historian to compare it to a “letter to Santa 
Claus.”

6.	 These pacts committed major nations to respect each other’s 
interests in the Pacific and reaffirm the Open Door in China.

7.	 This semiofficial statement of the undersecretary of state 
repudiated the interventionist slant of the Roosevelt Cor-
ollary, paved the way for the Good Neighbor policy, and 
improved opportunities for favorable trade relations with 
Latin America.

5.	 Present the following thesis: The foreign policy issue of the twenties 
was never isolation. Have students outline the evidence to support 
or reject the thesis. Then have students account for the differences of 
historical interpretation.

Suggested Responses

•	 People tend to believe the facts they hear first.

•	 All the facts are not known at the time of the event.

•	 Historians may have preconceived notions.

•	 New discoveries challenge old assumptions.

•	 People who opposed entry into the League were improperly 
labeled isolationist.

•	 Isolationism got us into World War II.

6.	 Ask students whether it is important to challenge hasty or improperly 
drawn themes of history.

Suggested Responses

•	 It is difficult to make wise choices from an incorrectly under-
stood past.

•	 Failure to reexamine the past tends to propagate the myth of 
superiority to the past.

•	 Isolationism breeds suspicion of foreign countries. 
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Foreign Policy in the 1920s
Directions: For several decades, our history books have taught that the United States evaded its re-
sponsibilities after World War I. As evidence, authors stress repeated failures of the United States to 
join the League of Nations and state that the consequent withdrawal from world affairs formed a for-
eign policy of isolationism. Research each of the following events to determine the country’s actions 
and the extent to which each suggests a return to isolation.

1.	 Ratification of the League Covenant, Article X

2.	 The Washington Conference, 1921

3.	 Geneva Conference, 1927

4.	 War Debts: The Dawes and Young Plans

5.	 Kellogg-Briand Peace Pact, 1928

6.	 Relations with Asia: The Four and Nine Power Pacts

7.	 The Caribbean: The Clark Memorandum, December 17, 1928

Lesson 10 
Handout 14 
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Part 2 

Decades of Uncertainty, 1940–1970

	 The period between 1940 and 1970 was marked by turmoil, anger, and 
fear. Americans began to leave the dark days of the Great Depression be-
hind, only to find themselves facing fascism as it overtook Asia and Europe. 
Although America tried to maintain neutrality, a surprise attack on Pearl 
Harbor led to engagement in another world war. After the war, President 
Harry Truman struggled to keep the peace, while at the same time assert-
ing America’s position as a world power during the conflict in Korea. The 
1950s through the 1970s were overshadowed by the threat of nuclear war, 
as both America and Russia developed nuclear weapons programs. Ameri-
ca experienced economic recovery after the war. Expressing themselves in 
literature and music, the Beat Generation rose out of the ashes of World 
War II; America’s youth, straining against the bonds of conformity that had 
normalized their parents’ lives after the war, embraced the new spirit and 
made it their own. The 1960s saw a continuation and strengthening of this 
need to be free of constraints. Opposition to the war in Vietnam and the 
rise of the civil rights movement became focal points both in America and 
abroad. Society began to develop an awareness of a hidden class of people, 
the poor and disenfranchised, and government programs promised the 
formation of a Great Society in which all would have the same benefits and 
political and judicial power. 

	 Lesson 11	 Causes of World War II

	 Lesson 12	 The Decision to Drop the Bomb: Debating the Issues

	 Lesson 13	 World War II Conferences

	 Lesson 14	 Military Involvement in Asia: Korea and Vietnam

	 Lesson 15	 Cold War Revisited

	 Lesson 16	 The Truman Doctrine

	 Lesson 17	 McCarthyism and the Climate of Fear

	 Lesson 18	 Literature of the 1950s

	 Lesson 19	 Brown v. Board of Education

	 Lesson 20	 Economic Recovery after World War II

	 Lesson 21	 The New Frontier and the Great Society

	 Lesson 22	 Malcom X and Martin Luther King Jr.

	 Lesson 23	 The Impact of the Warren Court

	 Lesson 24	 Democrats and Republicans: Evolution and Transformation
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Lesson 11

Causes of World War II

Objectives

•	 To analyze the contributing factors that led to the outbreak of World 
War II

•	 To examine ways the behavior of Germany and Japan challenged the 
weakness of the League of Nations

AP* Correlations

Skill Type I
Skill 1: Historical Causation

Thematic Learning Objective: America in the World
WOR-7: Analyze the goals of U.S. policymakers in major interna-
tional conflicts, such as the Spanish-American War, World Wars I 
and II, and the Cold War, and explain how U.S. involvement in these 
conflicts has altered the U.S. role in world affairs

Notes to Teacher

	 The seeds of World War II came from the Treaty of Versailles, which 
blamed Germany and Austria-Hungary for starting World War I and 
imposed harsh reparations on them, which led to the breakup of Austria-
Hungary and the dismemberment of Germany. The Weimar leadership led 
the German people to believe that they had agreed to the lenient plan of 
President Woodrow Wilson. In reality, the final harsh version was a “stab 
in the back,” from which the Republic never recovered. The Great Depres-
sion led to hyperinflation and the rise of a charismatic leader named Adolf 
Hitler who promised to restore pride in the German nation. The failure of 
the Treaty of Versailles, the rise of fascism, and the policy of appeasement, 
combined with the failure of the world economy and the rise of the Na-
tional Socialist Party under the leadership of Hitler, created the firestorm 
that became World War II. The rise of fascism in Italy, communism in 
Russia, and an extreme form of nationalism in Japan contributed to the 
outbreak of the war.
	 In this lesson, students complete a matching activity on the conditions 
leading up to the outbreak of World War II. They analyze the contributing 
factors that led to the outbreak of World War II and examine the behaviors 
of Germany and Japan as they challenged the weaknesses of the League 
of Nations. To conclude, students examine two scenarios and determine 
possible answers to the following question: What could have been done to 
avoid conflict? 
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Procedure

1.	 Distribute Handout 15, and have students complete it. 

Suggested Responses

1.	 Great Britain and France 
2.	 Great Britain 
3.	 Great Depression 
4.	 Germany and Italy
5.	 France 
6.	 United States
7.	 United States 
8.	 Soviet Union 
9.	 Adolf Hitler 
10.	  Joseph Stalin 
11.	 Neville Chamberlain 
12.	 Japan 
13.	League of Nations 
14.	 Kellogg-Briand Pact 
15.	Dawes Plan and Young Plan 
16.	 Disarmament Conferences 
17.	 Collective Security 
18.	 Treaty of Versailles 
19.	 Fascism 
20.	Germany 

2.	 Clarify the following information for students.
•	 Fascism was a philosophy of extreme nationalism, which, in 

Germany, combined an ideal of racial purity with the aggressive 
actions of Hitler. Hitler’s unchecked expansion into areas such as 
the Rhineland, Austria, and the Sudetenland led him to believe 
that no country would stand up to him if he invaded Poland.

•	 The Great Depression led to hyperinflation in Germany and the 
collapse of the German economy; this was combined with the 
attendant rise of Hitler, who promised to restore national pride.

•	 Great Britain and France believed that the Versailles Treaty treat-
ed Germany unfairly; they proposed that if other nations treated 
Germany more fairly, it would respond in kind. This resulted in 
policies of appeasement.
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3.	 Ask what German citizens might have found appealing about Hitler’s 
vision for Germany. (Students may cite his charisma, pride in German 
nationalism, and a desire to restore German pride after the humilia-
tion of World War I.)

4.	 Conduct a class discussion based on the following questions.
•	 How did the rise of Adolf Hitler and Benito Mussolini and the 

expansionism of Japan, Germany, and Italy challenge the League 
of Nations covenant? (Article 11 of The League of Nations cov-
enant states that the League would take any action “deemed wise 
to safeguard the peace of nations.” When Hitler and other leaders  
aggressively expanded, the League responded ineffectively or 
stood by and did nothing.)

•	 How was the policy of collective security challenged by the events 
of the 1930s? (Various European states made agreements to de-
fend each other against any aggressor, but such agreements fell by 
the wayside as fascist dictators proved too aggressive to halt.)

•	 How did the events of the 1930s challenge the policy of appease-
ment toward Germany, Japan, and Italy? (Many European nations 
believed that the Versailles Treaty was too harsh on Germany and 
so responded with appeasement. Hitler interpreted this as weak-
ness on their part and took advantage of it.)

5.	 Divide the class into two groups. Distribute Handout 16, and assign 
a scenario to each group. Explain that students are to read the sce-
nario and decide in their group what they would have done to avoid 
conflict, how they could have changed the outcome, and whether 
they could have avoided war. Discuss responses as a class.

Suggested Responses

Scenario 1
In this scenario, the League of Nations, France, and Great Britain 

would have to stand up to Germany and risk conflict. They 
simply did not want war. In the early stages, had France or 
Great Britain objected, Hitler probably would have backed 
down and possibly may have been checked by his own army. 

Scenario 2
War probably could not have been avoided unless Japan had 

stopped its aggressive policies in the Far East or the United 
States abdicated enforcement of the Open Door policy and 
tolerated Japanese aggression. 
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Name:

Causes of World War II
Directions: Match the countries, leaders, and terms with the descriptions or definitions. Write the 
words in the spaces provided. Some words may be used more than once, and some items may have 
more than one answer.

Great Depression

Kellogg-Briand Pact

League of Nations

Disarmament Conferences

Dawes Plan

Treaty of Versailles 

Collective Security

Neville Chamberlain

Adolf Hitler

Joseph Stalin

Fascism

Young Plan

France

Germany

Italy

Great Britain

United States

Soviet Union

Japan

	�����������  1.	 Victorious in World War I, both countries suffered great losses and were op-
posed to another war that might be worse.

	�����������  2. 	This country not only believed that the Versailles Treaty was unfair but also 
was willing to use appeasement to maintain the peace.

	�����������  3. 	Its effect on the world economy made it difficult to prepare for another war.

	�����������  4. 	These countries were known for extreme nationalism and desire for the resto-
ration of national pride; they were known for aggression and expansion.

	�����������  5. 	This country relied on the flawed Maginot Line to serve as a defense against 
invasion by Germany.

	�����������  6. 	This country believed that participation in World War I was a mistake and that 
the motivation for war was based on industrialists who sought profits from 
armament sales.

	�����������  7. 	This country never joined the League of Nations and remained committed to 
neutrality as a way to avoid war.

	�����������  8. 	This nation was mistrusted by Western democracies, which failed to support it 
against fascist aggression.

Lesson 11 
Handout 15 (page 1)
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Name:

	����������  9.	 This person skillfully manipulated other Western nations into giving in to his 
demands while claiming peaceful intentions.

	����������  10.	 This man, feeling uncertain about British support, signed a secret nonaggres-
sion pact with Hitler over Poland.

	����������  11.	 This person believed that a policy of appeasement with Germany would 
“bring peace in our time.”

	����������  12.	This country ignored the United States’ Open Door policy in China and 
launched an invasion of resource-rich Manchuria.

	����������  13.	This became increasingly discredited in the 1930s when it could not respond 
to the aggressive actions of Germany, Italy, and Japan.

	�����������  14. 	This outlawed war as an instrument of national policy for those who signed it.

	����������  15.	These programs loaned money to Germany to help with payment of war 
preparations.

	����������  16.	 These agreements about armaments were ignored by various countries, in-
cluding Germany, Italy, and Japan.

	����������  17.	 These were agreements by various European states to defend each other 
against any aggressor.

	����������  18.	 Hitler blamed this agreement for the humiliation of the German people.	

	����������  19.	 This advocated extreme nationalism and, in the case of Germany, “racial 
purity.”

	����������  20.	This country was ready to exact revenge on those who participated in the 
Treaty of Versailles.

Lesson 11 
Handout 15 (page 2)
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Name:

Could World War II Have Been Avoided? 
Directions: Consider the world situation between World War I and World War II. Try to determine 
whether there was any way that World War II could have been avoided.

Scenario 1

			   Consider post–World War I conditions in Germany and the rise of Adolf Hitler, who prom-
ised to restore national pride. Hitler blamed Germany’s problems on Jews and Communists. 
Other European nations agreed that Germany was treated too harshly by the Versailles Trea-
ty. Hyperinflation because of the Great Depression created conditions that led to the need 
for a strong leader like Hitler who promised to restore Germany’s former glory. Hitler tested 
other countries’ resolve to maintain the peace. He first reindustrialized and rearmed, then 
reoccupied the Rhineland and Austria. When Great Britain and France responded weakly, 
he accelerated his aggression. Discuss the conditions that would have had to change to alter 
the outcome. Suggest ways that war could have been avoided. 

Scenario 2

			   Japan needed raw materials and had a rivalry with the United States. It saw China as its 
manifest destiny. Japan disregarded the United States’ Open Door policy in China. The Unit-
ed States opposed Japan’s war effort and refused to trade strategic commodities such as oil 
and steel. Japan’s leaders believed that a quick strike at Pearl Harbor would keep the United 
States out of the war long enough to accomplish their goals. Was it necessary for Japan to at-
tack the United States at Pearl Harbor in order to reach its objectives in Asia and the Pacific? 
How could we reconcile our Open Door policy in China with Japan’s dismemberment of it? 
How could war have been avoided?

Lesson 11 
Handout 16
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Lesson 12

The Decision to Drop the Bomb:  
Debating the Issues

Objectives

•	 To review the use of the atomic bomb in the context of prior Allied 
bombing missions

•	 To analyze and evaluate the arguments for and against the use of 
atomic bombs at Hiroshima and Nagasaki 

AP* Correlations

Skill Type I
Skill 1: Historical Causation 
Skill 2: Continuity and Change Over Time

Thematic Learning Objective: America in the World
WOR-7: Analyze the goals of U.S. policymakers in major interna-
tional conflicts, such as the Spanish-American War, World Wars I 
and II, and the Cold War, and explain how U.S. involvement in these 
conflicts has altered the U.S. role in world affairs

Notes to the Teacher

	 Most students are aware of America’s use of two atomic bombs (“Little 
Boy” and “Fat Man”) in August 1945, and they know that Japan surren-
dered shortly thereafter. However, most American students are unin-
formed about both prior air raids against Japanese cities and firebombing 
raids against German civilian targets before the conclusion of the war in 
Europe. Understanding this history helps clarify why President Harry Tru-
man gave the order for the use of these weapons.
	 In the 1930s, physics research indicated that a huge bomb might be 
created from fission, the process of splitting the atom. Albert Einstein, 
fearful that Germany was constructing such a weapon, urged Franklin D. 
Roosevelt to begin research. The U.S. Army Corps of Engineers started the 
Manhattan Project; over a period of three years, they spent nearly $2 bil-
lion to develop the bomb. 
	 The research team included refugees from Nazi Germany and Fascist 
Italy. While some were on faculties at major universities, most lived under 
incredibly tight security near Alamogordo, New Mexico, in the remote 
Sangre de Cristo mountains, where an entire new community of scientists 
and their families gathered under the direction of Robert Oppenheimer. 
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	 In December 1942, Enrico Fermi produced the first chain reaction in 
uranium at the University of Chicago. After Alamogordo was established 
in March 1943, research continued there. On July 16, 1945, the bomb was 
tested successfully at the nearby Trinity site, and both the military and the 
scientists, having observed the blinding flash of light, the mushroom cloud, 
and the huge crater left behind, concluded that the bomb was ready. Tru-
man learned about the test while meeting with the Russians and British at 
Potsdam. While earlier the United States had urged the Soviet Union to 
get involved in Asia, Truman and his advisors now decided they no longer 
needed Russian help and the subsequent territorial issues it would bring. 
	 At the Potsdam meeting, Harry Truman, Joseph Stalin, and Winston 
Churchill agreed to demand unconditional surrender from Japan. Japan 
seemed willing to end the war if the Allies would set aside the uncondi-
tional surrender demand. Truman considered this change, which would 
allow the emperor to continue as head of Japan, but then decided to go 
ahead and use the two bombs at his disposal. On July 26, Truman and 
Churchill demanded unconditional surrender by August 3 or Japan would 
face “prompt and utter destruction.” Japan, where hardliner generals out-
weighed the moderates, ignored this ultimatum. 
	 The number of casualties from the bombs dropped on Hiroshima 
and Nagasaki is difficult to estimate, since government agencies were 
obliterated and many bodies were incinerated. Estimates of total deaths 
at Hiroshima range between 100,000 and 180,000, out of a population of 
350,000. For Nagasaki, estimates range between 50,000 and 100,000 out 
of a population of approximately 260,000. 
	 The lesson begins with the story of Sadako Sasaki, who was two years 
old when the atomic bomb was dropped a mile from her home in Hiroshi-
ma; she developed leukemia at age twelve from her exposure to radioactive 
fallout. While hospitalized, she was visited by a friend who brought her an 
origami crane and told her the story that anyone who folded a thousand pa-
per cranes would be granted a wish. In hopes of recovering, Sadako folded 
664 cranes before her death. The crane has since become a peace symbol 
used by disarmament organizations. Before the lesson, make an origami 
paper crane; directions for folding can easily be found on the Internet. If 
time permits, you might make one for each of your students. The children’s 
book Sadako and the Thousand Cranes is well known, and some of your 
students may be familiar with it. 
	 Students are then asked to read and respond to a set of documents re-
lating to the decision to drop the bomb. Next, they divide into two groups 
and work as advisors to Truman, brainstorming advice about the use of the 
bomb. After sharing their reasons for using the weapon or refusing to use 
it, they segue into a discussion of contemporary problems raised by the 
continued development of nuclear weapons.
	 Students who wish to research more about the impact of the war might 
consult John Hersey’s book Hiroshima, Robert Jay Lifton’s Death in Life: 
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Survivors of Hiroshima, or Robert Jungk’s Children of the Ashes. There are 
also many survivors’ stories available online. 

Procedure

1.	 Bring in a paper crane, and ask whether anyone knows what it is. Tell 
the story of Sadako Sasaki or, if time permits, read the children’s book 
Sadako and the Thousand Cranes. Tell students that everyone agrees 
the results of the bombings at Hiroshima and Nagasaki were horren-
dous; the main question that historians disagree on is whether the 
bombings were necessary. Explain that this lesson will explore the 
debate that took place before the dropping of the bomb. 

2.	 Distribute Handout 17. Have students study each document and 
respond to it. Tell them that their responses may include their ideas 
about how each document illuminates the decision to drop the bomb 
on Hiroshima and on Nagasaki, as well as critical comments about 
the reliability of each source. 

Suggested Responses 

Document 1—A policy of strategic bombing of enemy cities was 
already in place, including acceptance of massive civilian 
casualties. 

Document 2—The commanding officer felt that civilian deaths 
were acceptable and even justified because of previous Japa-
nese aggression and wartime atrocities. 

Document 3—Henry L. Stimson’s justification of the use of the 
bomb as a vehicle for saving many American lives and shock-
ing the Japanese into surrender is undercut by the lack of 
military supporting documentation for his claim and the con-
sensus of historians that Japan was already close to surrender. 

Document 4—Many of the scientists working on the atomic bomb 
were reluctant to use the weapon now that the threat of Ger-
many developing an atomic bomb had passed. 

Document 5—General Dwight D. Eisenhower felt that the use of 
the bomb was unnecessary, that Japan was already defeated, 
and that world opinion would be shocked by its use. 

Document 6—At least one of Truman’s motives for using the 
bomb was that an invasion of Japan would be costly in terms 
of American lives. Note that this has political as well as hu-
manitarian implications. 

Document 7—No archival records exist to justify the Truman/
Stimson assertions after the war that the use of the bomb 
saved at least a half million American lives. In fact, modern 
historians think the cost of an invasion would have been rela-
tively low. 
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3.	 Divide the class into two groups. Direct the members of the first group 
to imagine themselves working at the Truman White House as advis-
ers to the new president. Tell them to brainstorm as many reasons 
as possible for the Truman administration to use the atomic bomb 
on Japan. Have the second group brainstorm reasons why the bomb 
was not necessary to win the war and should not be used. Encourage 
students to use textbooks and additional resources as time permits. 

Suggested Responses 

Justification for the Bomb
•	 Japanese soldiers’ unwillingness to surrender when defeated 

had cost both Japanese lives (for example, a mass suicide on 
Saipan) and American lives in the Pacific. Thousands of young 
Americans would die in a full-scale invasion of the Japanese 
home islands.

•	 In spite of previous bombing raids on Japanese cities using 
conventional weapons, the Japanese were still resolved to 
continue the war. 

•	 The Americans had only two bombs available after the initial 
test of the new weapon at Alamogordo, New Mexico, in July. 
If they wasted one on a demonstration that the Japanese could 
observe, they would be left with only one. Also, a demonstra-
tion could fail and make the Japanese even more skeptical. 

•	 If the atomic bomb had not been used, the two cities would 
eventually have been attacked and destroyed with conven-
tional incendiary bombs anyway.

•	 The war would end before the Soviet Union could mobilize 
sufficiently to claim Japanese territory, as it had claimed East-
ern Europe when Germany was defeated.

•	 The use of the bomb would intimidate the Soviet Union and 
strengthen the U.S. position in the postwar period.

•	 The Japanese attack on Pearl Harbor and subsequent wartime 
atrocities merited a substantial revenge. 

•	 The Manhattan Project cost about two billion dollars to 
develop. This was at least $20 billion in current dollars. The 
money would have been wasted if the bombs were not used. 

Arguments against the Use of the Bomb
•	 Japan was already on the verge of surrender. The nation had 

clearly been defeated and largely destroyed by conventional 
bombing, and the Soviets were mobilizing to join the war.
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•	 The demand for unconditional surrender was unnecessary, 
since the emperor was allowed to remain under the terms of 
the surrender just a few weeks later. However, this demand 
may have prolonged the Japanese delay in ending the war. 

•	 Demonstrating the power of the bomb over water might have 
convinced the Japanese high command that further resistance 
would lead to disaster.

•	 If the Americans had waited longer after the bombing of Hi-
roshima, the surrender of Japan might have come before any 
bombing of Nagasaki. 

•	 Military targets in Hiroshima were on the outskirts of the city 
and were not destroyed by the atomic bomb. 

•	 The approaching Cold War between the Soviets and the 
United States was not sufficient justification for the lives lost 
by demonstrating the power of the atomic bomb. 

•	 The United States would go down in history as the first nation 
ever to use this terrifying weapon. 

•	 The use of the atomic bomb at Hiroshima and Nagasaki 
touched off an international arms race between Cold War 
antagonists and nuclear proliferation throughout the world. 

4.	 Give students a chance to share their arguments and counterargu-
ments, and encourage an open debate.

5.	 Expand the discussion to the contemporary world by asking students 
what nuclear questions we are concerned with today. Examples could 
include the following questions:
•	 Now that the Soviet Union has dissolved and Russia is less of a 

threat, what should be our nuclear policy? 
•	 How can we prevent smaller nations from acquiring nuclear 

weapons? 
•	 How do we protect against the acquisition of nuclear weapons by 

terrorists? 
•	 If we choose to disarm, how can we safely dispose of weapons? 
•	 As our weapons systems age, are they still safe? 
•	 How much does it cost us to maintain our nuclear arsenal? 

	 Give students the opportunity to discuss these questions and possible 
solutions as time permits. 
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Name:

1945: The Decision to Drop the Bomb
Directions: Study the following documents, and write your response to each. Consider how each 
document illuminates the decision to drop the bombs on Hiroshima and Nagasaki, whether the 
source is reliable, and what additional issues each document raises. You may also use the space to write 
additional questions and observations. 

Document 1
	 Conventional Bombings (Including Incendiaries) by Allied Forces in World War II (Estimated)

	 Date	 Event

July 24–August 3, 1943
 

June 15, 1944 

January 1945 

February 3, 1945  
 

February 13–14, 1945

March 9, 1945

March–July 1945

Allied bombing of Hamburg kills 40,000 to 50,000 and 
leaves one million homeless.

First B-29 precision bombing raid on a factory takes place 
in Japan. Precision bombing fails because of erratic weather 
conditions and poor visibility.

Curtis LeMay takes command, switches to using incendiar-
ies and antipersonnel bombs in strategic night raid against 
Japan.

Allied bombing of Berlin kills approximately 25,000. 

Bombing of Kobe takes place; 159 tons of incendiaries burn 
more than a thousand buildings. Heat reaches 1,000 degrees. 

Allied firebombing of the medieval city of Dresden occurs 
with casualties estimated between 35,000 and 100,000. 

Firebombing of Tokyo kills 100,000; one million are left 
homeless; area of 16 square miles of city is incinerated. 

American bombers hit 66 Japanese cities; estimates for Japa-
nese deaths range from 500,000 to 900,000.

Lesson 12 
Handout 17 (page 1)
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Name:

Document 2

No Innocent Civilians, According to Le May

	 Major General Curtis LeMay said after the March 9–10, 1945 Tokyo bombing, “There are no 
innocent civilians. . . . The entire population got into the act and worked to make those airplanes 
or munitions . . . men, women, and children.”1

Document 3

Secretary of War Henry L. Stimson on the Decision to Use the Atomic Bomb (1947)

	 The conclusions of the [Interim] Committee were similar to my own, although I reached mine 
independently. I felt that to extract a genuine surrender from the Emperor and his military advis-
ers, they must be administered a tremendous shock which would carry convincing proof of our 
power to destroy the empire. Such an effective shock would save many times the number of lives, 
both American and Japanese, than it would cost.”2

Document 4

Scientists’ Petition to the President of the United States ( July 17, 1945)

	 Discoveries of which the people of the United States are not aware may affect the welfare 
of this nation in the near future. The liberation of atomic power which has been achieved places 
atomic bombs in the hands of the Army. It places in your hands, as Commander-in-Chief, the 
fateful decision whether or not to sanction the use of such bombs in the present phase of the war 
against Japan.
	 We, the undersigned scientists, have been working in the field of atomic power. Until recently, 
we have had to fear that the United States might be attacked by atomic bombs during this war and 
that her only defense might lie in a counterattack by the same means. Today, with the defeat of 
Germany, this danger is averted and we feel impelled to say what follows:
	 The war has to be brought speedily to a successful conclusion and attacks by atomic bombs 
may very well be an effective method of warfare. We feel, however, that such attacks on Japan could 
not be justified, at least not unless the terms which will be imposed after the war on Japan were 
made public in detail and Japan were given an opportunity to surrender.
	 If such public announcement gave assurance to the Japanese that they could look forward 
to a life devoted to peaceful pursuits in their homeland and if Japan still refused to surrender our 
nation might then, in certain circumstances, find itself forced to resort to the use of atomic bombs. 
Such a step, however, ought not to be made at any time without seriously considering the moral 
responsibilities which are involved.
	 The development of atomic power will provide the nations with new means of destruction. 
The atomic bombs at our disposal represent only the first step in this direction, and there is almost 
no limit to the destructive power which will become available in the course of their future devel-
opment. Thus a nation which sets the precedent of using these newly liberated forces of nature 
for purposes of destruction may have to bear the responsibility of opening the door to an era of 
devastation on an unimaginable scale.

Lesson 12 
Handout 17 (page 2)

1Curtis LeMay, quoted in A. C. Grayling, Among the Dead Cities: The History and Moral Legacy of the WWII Bombing of Civilians in Germany 
and Japan (New York: Walker & Co., 2007), 142.
2Henry L. Stimson, “The Decision to Use the Atomic Bomb,” Harper’s Magazine (February 1947), in Henry L. Stimson and McGeorge Bundy, 
On Active Service in Peace and War (New York: Harper & Brothers, 1948), 617.
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Name:

	 If after this war a situation is allowed to develop in the world which permits rival powers to 
be in uncontrolled possession of these new means of destruction, the cities of the United States 
as well as the cities of other nations will be in continuous danger of sudden annihilation. All the 
resources of the United States, moral and material, may have to be mobilized to prevent the ad-
vent of such a world situation. Its prevention is at present the solemn responsibility of the United 
States—singled out by virtue of her lead in the field of atomic power.
	 The added material strength which this lead gives to the United States brings with it the obli-
gation of restraint and if we were to violate this obligation our moral position would be weakened 
in the eyes of the world and in our own eyes. It would then be more difficult for us to live up to our 
responsibility of bringing the unloosened forces of destruction under control.
	 In view of the foregoing, we, the undersigned, respectfully petition: first, that you exercise 
your power as Commander-in-Chief, to rule that the United States shall not resort to the use of 
atomic bombs in this war unless the terms which will be imposed upon Japan have been made 
public in detail and Japan knowing these terms has refused to surrender; second, that in such an 
event the question whether or not to use atomic bombs be decided by you in light of the consider-
ations presented in this petition as well as all the other moral responsibilities which are involved.
[Leo Szilard and 69 cosigners]3

Document 5
A Statement from Eisenhower on the Situation

	 During his recitation of the relevant facts, I had been conscious of a feeling of depression and 
so I voiced to him my grave misgivings, first on the basis of my belief that Japan was already de-
feated and that dropping the bomb was completely unnecessary, and secondly because I thought 
that our country should avoid shocking world opinion by the use of a weapon whose employment 
was, I thought, no longer mandatory as a measure to save American lives. It was my belief that 
Japan was, at that very moment, seeking some way to surrender with a minimum loss of “face.” The 
Secretary [Stimson] was deeply perturbed by my attitude, almost angrily refuting the reasons I 
gave for my quick conclusions.4

Lesson 12 
Handout 17 (page 3)

3Petition to the President of the United States, July 17, 1945. Miscellaneous Historical Documents Collection, Harry S. Truman Library and 
Museum, Independence, Mo.
4Dwight D. Eisenhower, The White House Years: Mandate for Change, 1953–1956 (New York: Doubleday, 1963), 380.
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Name:

Document 6
Comment from Truman Regarding the Final Decision

	 I wanted to save a half million boys on our side. . . . I never lost any sleep over my decision.5

Document 7
Assessments by Scholars

	 Over the last decade, scholars of very different political orientations, including Barton Bern-
stein, Rufus Miles, Jr., and John Ray Skates, have all separately examined World War II U.S. military 
planning documents on this subject. These documents indicate that if an initial November 1945 
Kyushu landing had gone forward, estimates of the number of lives that would have been lost (and 
therefore possibly saved by use of the atomic bombs) were in the range of 20,000 to 26,000. In the 
unlikely event a subsequent full-scale invasion had been mounted in 1946, the maximum estimate 
found in such documents was 46,000.6

Lesson 12 
Handout 17 (page 4)

5Alfred Steinberg, The Man from Missouri: The Life and Times of Harry S. Truman (New York: G. P. Putnam’s Sons, 1962), 259.
6Gar Alperovitz, “Hiroshima: Historians Reassess,” Foreign Policy 99 (Summer 1995): 15.
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Lesson 13

World War II Conferences

Objective

•	 To form generalizations about Cold War origins

AP* Correlations

Skill Type III
Skill 7: Appropriate Use of Relevant Historical Evidence

Thematic Learning Objective: America in the World
WOR-7: Analyze the goals of U.S. policymakers in major interna-
tional conflicts, such as the Spanish-American War, World Wars I 
and II, and the Cold War, and explain how U.S. involvement in these 
conflicts has altered the U.S. role in world affairs

Notes to the Teacher

	 Contemporary research indicates that the roots of the Cold War can be 
found during that time of Allied cooperation so unique and necessary to 
the winning of World War II. Historians agree that surface amity covered 
the usual East-West mistrust. This lesson examines this suspicion without 
taking sides. Consequently, when students master the events, their ques-
tions and research should lead to a balanced account. Useful specialized 
studies that verify the controversial origins of the Cold War include the 
following:

•	 The Coldest War by David Halberstam (Hyperion Books, 2007)
•	 The Cold War: A New History by John Lewis Gaddis (Penguin 

Books, 2005)
•	 We Now Know: Rethinking Cold War History by  John Lewis Gaddis 

(Oxford University Press, 1997)
•	 The Great Cold War: A Journey through the Hall of Mirrors by Gor-

don Barrass (Stanford University Press, 2009)
	 In this lesson, students complete a homework assignment on World 
War II conferences. In class, they discuss broader issues of the wartime 
alliance, role-play concerns of the Allies at the end of the war, and develop 
generalizations relating the origins of the Cold War and the experiences of 
the Allies during the war years.

Procedure

1.	 Ask students for examples of historic enemies who put their differenc-
es aside, for a time, in order to try to defeat an enemy deemed worse 
than each other. (Examples might include the Kuomintang (National-
ists) and the Communists in China who joined forces against Japan; 
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the Hindus and Muslims who worked together to oust Britain from 
India; and the Muslims and Croats who joined forces against the Bos-
nian Serbs.) Point out that Allied cooperation, evident during World 
War II, did not endure. Explain that this lesson focuses on WWII con-
ferences and the Allied concerns that impacted decisions.

2.	 Distribute Handout 18. Instruct students to complete it. 
3.	 Review students’ responses, and encourage them to ask original 

questions.

Suggested Responses

1.	 The men decided to concentrate first on defeating Adolf Hit-
ler, the primary enemy, while merely containing the Japanese. 
When that task was completed, the Allies would mount a 
stronger attack against Japan.

2.	 There was a necessary delay in opening a second front.
3.	 The issue was recognition of the Polish government-in-exile.
4.	 The Allies demanded unconditional surrender.
5.	 The Allies would open the second front.
6.	 The Soviets would set up a front government in Dublin (27 

July).
7.	 Second Moscow Conference (9–10 October 1944) gave the 

Soviets this responsibility.
8.	 The Allies promised at Yalta to give Russia the Kurile Islands 

and the southern half of Sakhalin.
9.	 There were controversies over the number of votes the Sovi-

ets were allowed and the meaning of the vote in the Security 
Council.

10.	 The discussion involved the temporary zones of occupation 
and Berlin.

11.	 Potsdam did not mention the countries of present-day East-
ern Europe.

12.	There was a demand for $20 billion in reparations.
4.	 Conduct a class discussion based on the following questions.

•	 What pledges were made in the Atlantic Charter? (no territorial 
self-aggrandizement, self-determination for nations, freedom of 
speech and worship, freedom from want and fear, freedom of the 
seas, reduction of armaments, abandonment of force, and a per-
manent system of general security)

•	 What was the Comintern? (Communist International aimed at 
spreading communism among nations.)
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•	 Where was the Curzon Line? (Line established a new Polish bor-
der that would give about one-third of prewar Poland in the east 
to the Soviet Union.) 

•	 What does Kommondatura mean? (military government)
•	 Why were Soviets so adamant about Poland? (After invasion of 

their country in two world wars, they wanted a buffer of friendly 
territory on the borders.)

•	 Was the second front issue mishandled? (The Soviet Union in-
sisted that the other Allies delay opening a second front in Europe 
in order to weaken the Soviets so that they would not be a threat 
at the end of the war.)

•	 If there was so much trouble with the Grand Alliance, why did it 
continue to function? (It was necessary to work together to defeat 
a powerful German threat.)

•	 Why were the Soviets allowed more votes in the United Nations? 
(The Soviets insisted they did more than the other countries to 
defeat the Germans and that the countries in the British Com-
monwealth would vote together to dilute their influence.)

•	 Were U.S. interests betrayed at Yalta? (After the war, many 
people in the United States believed they had given up much at 
Yalta to gain Soviet help in the war against Japan. At the time 
of the concessions, the United States could not know for certain 
that there would be an atomic bomb and that Soviet assistance 
would be unnecessary.)

5.	 Divide students into small groups. Assign each group to take the posi-
tion of either the Soviet Union or the other European Allies (United 
States, Britain, and France) at the end of the war. Ask each group to 
consider the following question: How has the behavior of the other 
side caused you to be suspicious of their intentions? Cite three ex-
amples, and explain the issues from your point of view.

6.	 After group presentations on the question in the previous procedure, 
have each student write a one-sentence thesis assessing the extent to 
which roots of the Cold War may be found in agreements made at 
wartime conferences of the Allies.
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Analyzing the Conferences of World War II
Directions: Use the following description of World War II conferences to analyze Allied cooperation 
during and after the war. Answer the questions, and be prepared for class discussion.

International Conferences, Declarations, and Agreements, 1941–1945
	 1941

	 22 Dec. 	 Prime Minister Winston Churchill arrived in Washington for a series of conferences 
with President Roosevelt. The fundamental basis of joint strategy was affirmed: to 
concentrate upon the defeat of the Axis in Europe (which was viewed as the decisive 
theater of war), and to follow a policy of containment in the Far East until military 
successes in Europe or mounting Allied resources permitted stronger blows against 
Japan. The last of this series of conferences was held on 14 Jan. 1942. The Declaration 
of the United Nations was drafted and the Combined Chiefs of Staff and the Muni-
tions Assignment Board were set up.

1942

	 1 Jan. 	 UNITED NATIONS DECLARATION was signed at Washington. Twenty-six na-
tions, including the U.S., Great Britain, the Soviet Union, and China, affirmed the 
principles of the Atlantic Charter, pledged the employment of their full military and 
economic resources against the Axis, and promised not to make a separate armistice 
or peace with the common enemy.

	 27 Jan. 	 Anglo-American Combined Raw Materials Board established at Washington.

	 6 Feb.	 Joint Anglo-American War Council established at Washington. . . .

	 29 May 	 The Soviet foreign minister, Vyacheslav M. Molotov, arrived in Washington for con-
ferences with President Roosevelt and other high U.S. officials. Among the results of 
the meetings was a new Lend-Lease protocol with Russia. The agreement provided 
that materials or data received from the U.S. would not be transferred to other parties 
without U.S. consent and that materials still available at the end of the war would be 
returned to the U.S. The new agreement went into effect on 1 July. . . .

	 July	 The Combined Chiefs of Staff, meeting in London, decided to invade North Africa and 
to postpone a second front in Europe, as well as the Pacific offensive.

12–15 Aug.	 1ST MOSCOW CONFERENCE. Principal participants were Soviet Premier Joseph V. 
Stalin, Prime Minister Churchill, and W. Averell Harriman, who represented President 
Roosevelt. Churchill, with the support of Harriman, informed Stalin that it was not pos-
sible to open a second front in Europe in 1942. . . .

1943

 14–24 	Jan. 	 CASABLANCA CONFERENCE was held in French Morocco. President Roosevelt 
and Prime Minister Churchill declared that the war would be fought until the “un-
conditional surrender” of the enemy had been secured. Agreement in principle was 
reached on a second front, but not on its location. U.S. officials favored an invasion of 
the Continent through France. The British urged an assault on the “soft underbelly” 
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of Europe (i.e., Italy and the Balkans). A compromise was reached on the invasion of 
Sicily and Italy without prejudice to the ultimate invasion of Europe from the west. No 
agreement was worked out on the conflicting claims for leadership of Gens. Charles 
de Gaulle and Henri Giraud, who also attended the conference. Gen. Dwight D. 
Eisenhower was placed in supreme command of the North African theater.

	 25 Apr. 	 The Soviet Union broke off relations with the Polish government-in-exile.

	 12–25  May 	 ANGLO-AMERICAN CONFERENCE (trident) at Washington planned global 
strategy and the opening of a second front in Europe. President Roosevelt, Prime 
Minister Churchill, the Combined Chiefs of Staff, and many U.S. and British officials 
took part. The date (1 May 1944) for the Normandy invasion was definitely set and 
the seizure of the Azores authorized unless Portugal could be persuaded by negotia-
tion to grant the use of bases on the islands. The conference also agreed to step up the 
quantity of aviation gasoline being flown over “the hump” from India to China. . . .

	 22 May 	 Moscow announced the dissolution 15 May of the Third International (Comin-
tern). . . .

	 11–24 Aug. 	 1ST QUEBEC CONFERENCE (quadrants) attended by President Roosevelt, 
Prime Minister Churchill, and top-ranking advisers including the Combined Chiefs 
of State, reaffirmed 1 May 1944 as the target date for the Normandy invasion (over-
lord), which was to be supplemented by landings in Southern France (anvil, later 
dragoon). Agreement was reached on stepping up military operations in the Far 
East, particularly in Burma, and a Southeast Asia Command was established, with 
Lord Louis Mountbatten as Supreme Allied Commander. The Chiefs of the Naval 
Staffs reported that the Battle of the Atlantic against the U-boat had turned in favor of 
the Allies.

	 19–30 Oct. 	 MOSCOW CONFERENCE OF FOREIGN MINISTERS was the first Allied 
3-power meeting of World War II. It was attended by Secretary of State Cordell 
Hull, Foreign Minister Anthony Eden, and Foreign Minister V. M. Molotov, together 
with U.S., British, and Soviet military officials. The most controversial point in the 
discussions involved the status of the Polish government-in-exile at London, which 
the Soviet Union refused to recognize. The U.S. and Great Britain assured the Rus-
sians that preparations for opening a second front in Europe were under way. Stalin 
made an unconditional promise that after Germany’s defeat Russia would enter the 
war against Japan. The conference established a European Advisory Commission for 
the purpose of formulating a postwar policy for Germany. The Moscow Declaration 
issued at the close of the conference recognized “the necessity of establishing at the 
earliest practicable date a general international organization, based on the principle 
of sovereign equality of all peace-loving states, and open to membership by all such 
states, large and small, for the maintenance of international peace and security.” . . .
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	 22–26 Nov.	 1ST CAIRO CONFERENCE. President Roosevelt and Prime Minister Churchill 
conferred with Generalissimo and Madame Chiang Kai-shek regarding the war in 
the Far East. The Declaration of Cairo (1 Dec.) affirmed that the 3 powers would 
prosecute the war against Japan until her unconditional surrender and that they had 
no desire for territorial expansion; that Japan should be deprived of all Pacific islands 
acquired since 1914, whether by capture or League of Nations mandate; that all ter-
ritories which Japan had taken from the Chinese, such as Manchuria, Formosa, and 
the Pescadores, should be restored to China; and that the 3 powers were “determined 
that in due course Korea should become free and independent.”

		  At the 2d Cairo Conference (4–6 Dec.) Roosevelt and Churchill held discussions 
with the president of Turkey, Ismet Inönü. This conference affirmed the alliance 
between Great Britain and Turkey and noted “the firm friendship existing between 
the Turkish people,” the U.S., and the Soviet Union. As a result of military decisions 
taken at the second Cairo Conference, the command of the invasion of Western Eu-
rope was conferred on Gen. Dwight D. Eisenhower.

28 Nov.–1 Dec.	 TEHERAN CONFERENCE, held at the capital of Iran, was attended by President 
Roosevelt, Prime Minister Churchill, and Premier Stalin. It was the first 3-power war 
conference in which Stalin took a personal part. The chief subject of the meeting was 
the projected Anglo-American invasion of Western Europe, supported by a flanking 
invasion through Southern France, and the timing of this assault with the Soviet offen-
sive against Germany. Stalin reaffirmed his promise to enter the war against Japan. The 
conference formulated a plan for an international organization to keep the peace. . . .

1944

	 27 July	 The Polish Committee of National Liberation, organized at Moscow, was recognized 
by the Soviet government. The committee, which later transferred its headquarters 
to Lublin, was entrusted with administrative control of Polish areas taken by the Red 
Army.

	21 Aug.–7 Oct. 	 DUMBARTON OAKS CONFERENCE, held near Washington, D.C., was attended 
by representatives of the U.S., Great Britain, the Soviet Union, and China (with the 
last 2 meeting separately, since Russia was still at peace with Japan). The conference 
discussed the draft of a charter for a permanent postwar international organization 
for maintaining world peace and security. The tentative proposals (known as the 
Dumbarton Oaks Plan) served as the basis for the Charter of the United Nations. 
Agreement on the veto issue could not be reached, Russia refusing to agree to bar 
a member of the Security Council from voting on a question to which it was itself a 
party.

	11–16  Sept. 	 2D QUEBEC CONFERENCE, attended by President Roosevelt and Prime 
Minister Churchill, considered strategic plans for final victory over Germany and 
Japan. The chief subjects of the conference were the demarcation of the zones of 
occupation following the conquest of Germany and the policy governing the post-
war treatment of that nation. The Morgenthau plan (sponsored by Secretary of the 
Treasury Henry Morgenthau, Jr.) for reducing Germany to an agrarian economy 
was tentatively approved at this conference, but was rejected by President Roosevelt 
a month later.
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	 9–13 Oct. 	 2D MOSCOW CONFERENCE, attended by Prime Minster Churchill and Premier 
Joseph Stalin, divided the Balkans into spheres, Russia to predominate in Rumania, 
Bulgaria, and Hungary, Great Britain in Greece, with Yugoslavia to be shared. It was 
generally agreed that the Curzon Line should bound Poland on the east and the Oder 
River on the west. Roosevelt, who was not a party to these arrangements, let it be 
known that he would not be bound by them.

1945

	 Jan. 	 MALTA CONFERENCE. Combined Chiefs of Staff planned final campaign against 
Hitler.

	 4–11 Feb.	 YALTA CONFERENCE, held in the Crimea, was attended by President Roosevelt, 
Prime Minister Churchill, and Premier Stalin, together with their top diplomatic and 
military advisers. Most of the important agreements remained secret until the postwar 
period. In exchange for her pledge to enter the war in the Far East, Russia was given 
the Kurile Islands, the southern half of Sakhalin, and an occupation zone in Korea, and 
was granted privileged rights in Manchuria and in the Chinese cities of Dairen and 
Port Arthur. In addition, the U.S. and Great Britain agreed to recognize the autonomy 
of Outer Mongolia, which had severed its connections with China and come under 
Soviet influence. The U.S. and Great Britain also agreed to award eastern Poland to 
the Soviet Union. Poland’s eastern border was fixed on the Curzon Line; and that na-
tion was to receive territorial compensation in the north and west at the expense of 
Germany. Agreement was reached for reorganizing the Polish (Lublin) government on 
a broader democratic basis. The Russian demand of $20 billion in reparation payments 
from Germany, to be taken out of current production, was referred to a reparations 
commission. The 3 powers reaffirmed the “unconditional surrender” formula and 
issued a Declaration of Liberated Europe pledging the Big Three to support postwar 
governments in the liberated states which would be representative of the popular will 
through free elections. The conferees announced they had worked out a formula for 
voting procedure in the Security Council and that a conference to elaborate the United 
Nations Charter would convene at San Francisco on 25 Apr. It was secretly agreed 
that the Ukraine and Byelorussia would be accorded full and equal membership in the 
United Nations organization on the footing of independent nations.

	 5 Apr. 	 The Soviet Union denounced its 5-year nonaggression pact with Japan.

	 21 Apr. 	 The Soviet Union concluded a 20-year mutual assistance pact with the Polish Provi-
sional Government (the Lublin regime).

	25 Apr.–26 June	 UNITED NATIONS CONFERENCE ON INTERNATIONAL ORGANIZATION, 
attended by delegates of 50 nations, assembled at San Francisco to draft the Charter 
of the United Nations Organization (UNO). Deadlock at San Francisco between 
U.S. and U.S.S.R. over use of veto by Big Five (U.S., Great Britain, U.S.S.R., France, 
and China) was broken when President Truman directed Harry L. Hopkins, then 
in Moscow, to take the issue to Stalin, who agreed that the veto should not be used 
to prevent discussion. Following the announcement (7 June) of this compromise, a 
draft charter was worked out. The charter of the United Nations provided for 6 chief 
organs: (1) a General Assembly of all member nations as the policy-making body; 
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(2) a Security Council of 11 members in continuous session for deciding diplomatic, 
political, or military disputes, the Big Five to have permanent seats, the other 6 to be 
held for 2-year terms; (3) an Economic and Social Council of 18 members; (4) an 
International Court of Justice (sitting at The Hague) for dealing with international 
legal disputes, its 15 judges to be elected by the General Assembly and the Security 
Council; (5) a Trusteeship Council made up of states administering trust territo-
ries, the permanent members of the Security Council, and members elected by the 
General Assembly for a 3-year term; and (6) a Secretariat, headed by the Secretary-
General, for performing the routine administrative work of the UNO. The charter 
was unanimously approved on 25 June and signed on the following day. By charter 
amendments effective 31 Aug. 1965, Security Council membership was increased 
to 15; Economic and Social Council membership was increased to 27, and voting 
procedures were changed accordingly.

	 5 June	 EUROPEAN ADVISORY COMMISSION established German occupation zones, 
assigning eastern Germany to Russia, dividing the south between the U.S. and 
France, and placing Great Britain in charge of the west. Berlin, situated in the heart 
of the Soviet zone, was shared among the occupying powers, leaving all ground ap-
proaches dominated by the Russians. The administration of Berlin was entrusted to a 
military Kommandatura.

	17 July–2 Aug. 	 POTSDAM CONFERENCE, held near Berlin, was attended by President Harry S 
Truman, Prime Minister Churchill (who after 28 July was replaced by the newly chosen 
British prime minister, Clement R. Attlee, head of the Labour government), and Pre-
mier Stalin. Also present, in addition to other top-ranking officials, were Secretary of 
State James F. Byrnes, Foreign Secretary Anthony Eden (who after 28 July was replaced 
by Ernest Bevin), and Foreign Secretary V. M. Molotov. The first declaration issued by 
the conference was the “unconditional surrender” ultimatum (26 July) presented to 
Japan. The chief questions before the conference were the plan for the occupation and 
control of Germany and the settlement of various European problems. A Council of 
Foreign Ministers, its members drawn from the Big Five, was established and entrusted 
with the preparation of draft treaties with Austria, Hungary, Bulgaria, Rumania, and 
Finland, and with the proposal of settlements of outstanding territorial questions. 
The council was also authorized to negotiate an agreement with a central German 
government whenever the latter should come into being. The occupation authorities 
were to conduct programs designed to denazify, decentralize, disarm, and democratize 
Germany, which was to be treated during the occupation period as a single economic 
unit. Provision was made for the trial of war criminals (shortly after the conference an 
International Military Tribunal was set up). Final delimitation of the Polish-German 
frontier was left to the peace treaty. The Soviet Union abandoned its $20-billion repara-
tions demand in exchange for a reparations schedule based on a percentage of useful 
capital equipment in the Western zone and materials in the Eastern zone. The confer-
ence agreed that Germany should make good for losses suffered at its hands by the 
United Nations. Provision was made for the mandatory transfer of 6,500,000 Germans 
from Hungary, Czechoslovakia, and Poland to Germany. Economic agreements were 
reached concerning German industry, foreign trade, finance, communications, and 
transportation. At the earliest practicable date the German economy was to be decen-
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tralized for the purpose of eliminating excessive centralization of economic power as 
exemplified by cartels, syndicates, and trusts. Primary emphasis in the German econo-
my was to be given to the development of agriculture and peaceful domestic industries. 

	 14 Aug.	 The Sino-Soviet treaty signed at Moscow formalized China’s consent to the conces-
sions granted to the Soviet at the Yalta Conference.1

1.	 What basic wartime strategy was decided at the meetings of Prime Minister Winston Churchill 
and President Franklin D. Roosevelt which began December 22, 1941?

2.	 What possible reason could the Soviets give for breaking off relations with the Polish govern-
ment-in-exile in April 1943?

3.	 What issue remained unsettled after the Moscow Conference of Foreign Ministers?

4.	 What decision at the first Cairo Conference apparently caused the Japanese to fight with more 
zeal?

Lesson 13 
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5.	 Although Joseph Stalin was not primarily interested in defeating Japan, what seemed to convince 
him to join the Allies in this venture?

6.	 How did the Soviets plan to settle the Polish question?

7.	 At what point were the Soviets given primary responsibility for the Balkans?

8.	 What evidence can you find that the Soviets needed encouragement to join the war against Japan?
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9.	 In spite of the news of the formation of the United Nations, what controversies remained be-
tween the West and the Soviet Union?

10.	 What were the most awkward decisions made by the European Advisory Commission on June 5?

11.	 What countries were not mentioned at the Potsdam Conference?

12.	What evidence is there that the West had reasons to mistrust the Soviets? Think about further 
problems or puzzles that remained unanswered, such as Poland and the United Nations. 
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Lesson 14 

Military Involvement in Asia:  
Korea and Vietnam

Objective

•	 To evaluate America’s military involvement in Asia during the mili-
tary actions in Korea and Vietnam 

AP* Correlations

Skill Type III
Skill 7: Appropriate Use of Relevant Historical Evidence

Thematic Learning Objective: America in the World
WOR-7: Analyze the goals of U.S. policymakers in major interna-
tional conflicts, such as the Spanish-American War, World Wars I 
and II, and the Cold War, and explain how U.S. involvement in these 
conflicts has altered the U.S. role in world affairs

Notes to the Teacher

	 The causes of the Korean War and Vietnam War have their roots in 
the Cold War, the Truman Doctrine, and the policy of containment. 
Proponents of containment believed that in order to stop the spread of 
communism it had to be contained wherever it appeared and stopped in 
Korea or Vietnam to keep it from spreading any further. The application of 
containment resulted in the military actions that took place in Korea in the 
1950s and later in Vietnam. The development of American foreign policy 
during the Cold War between the end of World War II and 1980 reflected 
the American fear of communism and the domino effect. 
	 President Harry Truman faced a situation in Korea that he believed 
could possibly escalate into a global conflict close on the heels of the end 
of World War II. His chosen commander of American forces in Korea, 
Douglas MacArthur, favored a strong military action against both North 
Korea and China. Truman, who believed that this military action would re-
sult in global conflict rather than a peaceful settlement, asserted his role as 
commander in chief in order to rein in what he believed were reckless and 
dangerous military actions proposed by MacArthur. This resulted in open 
conflict between the two men and in Truman’s use of his constitutional 
power to fire MacArthur as commander of American forces in Korea. 
	 Each of three American presidents—Kennedy, Johnson, and Nixon—
faced difficult choices in Vietnam. As time passed, American foreign policy 
in Vietnam and American disaffection for the war changed. President Rich-
ard Nixon faced eroding support and increased American casualties; he 
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was forced to negotiate a peace that resulted in the communist occupation 
of South Vietnam. 
	 In this lesson, students discuss the policy of containment, the Ameri-
can fear of communism, and the possibility of another global conflict. They 
examine the conflict between President Truman and General MacArthur 
over the way in which the military action in Korea should be fought and 
Truman’s decision to fire MacArthur. They compare the approaches of 
three American presidents to the Vietnam conflict and the changes in 
American policy that resulted from that war. To conclude, students choose 
one of four options that were available to America’s presidents during the 
Vietnam conflict and discuss their possible consequences.
	 Students should have background information about the military 
conflicts in Korea and Vietnam, as well as the foreign policy of the United 
States during this period.

Procedure

1.	 Read the following excerpt from the Truman Doctrine. 
	 I believe that it must be the policy of the United States to sup-

port free peoples who are resisting attempted subjugation by 
armed minorities or by outside pressures. . . . I believe that 
we must assist free peoples to work out their own destinies in 
their own way. . . . The seeds of totalitarian regimes are nur-
tured by misery and want. They spread and grow in the evil 
soil of poverty and strife. They reach their full growth when 
the hope of a people for a better life has died. We must keep 
that hope alive. The free peoples of the world look to us for 
support in maintaining their freedoms.

	 Ask students how the Truman Doctrine may have gotten the United 
States involved in Korea and Vietnam. (It committed our nation to as-
sist other people to resist communist aggression or subversion wherever 
it occurs.)

2.	 Ask students what strategies or factors may affect a nation’s ability to 
wage a war and win it. (Nations win wars by defeating the other side 
in battle, by using overwhelming force, by outlasting the other side, 
by having a greater will to win; wars need unified support at home; 
generals need wide latitude to make decisions. In both Korea and 
Vietnam, there were “limited objectives,” which hindered the generals 
on the ground from fighting the war they wanted. Some commenta-
tors have pointed out that because of this we could not have won either 
war; the generals’ hands were tied. Dangers of a wider global conflict 
during the Cold War required that certain decisions on the ground 
had to be made by the president.) 
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3.	 Ask the following questions: 
•	 How did the Korean War begin? (North Korea invaded the South 

without warning. The United States enlisted the United Nations 
Security Council’s assistance to resolve the conflict.) 

•	 Why did the United States commit itself to a military action in 
Korea? (This relates to the Cold War strategy of containment and 
a general fear of the spread of communism resulting in another 
global war.) 

•	 How did it escalate? (General MacArthur was selected to com-
mand the armed forces and mounted an invasion of North Korea, 
with President Truman’s blessing. The Chinese, an ally of North 
Korea, moved closer to their border.)

•	 How did it come to a close? (Communists and United Nations 
forces agree to an armistice.)

4.	 Continue the discussion with the following questions:
•	 What was the goal of the United States in the Korean War? (to 

make sure it did not widen into a global war; to stop the spread of 
communism)

•	 Why was the war fought under the auspices of United Nations? 
(to give the perception that the world community was supportive 
of the conflict)

•	 How did Truman and MacArthur regard the USSR and China? 
(Both saw the Soviets as having moved beyond internal subver-
sion to using wars to spread communism. Truman was more 
cautious in his approach, choosing to move carefully lest a global 
war occur. MacArthur seemed willing to expand the war to fight 
Communism.) 

•	 What were Truman’s assessments of the intentions of China 
and the USSR at that time and the likelihood of global war? (He 
thought that the Russians did not want a global war but were 
opportunistic and willing to probe for weaknesses in pursuit of 
communist expansion. He knew that any miscalculations and 
mistakes could lead to a broader war and therefore he needed to 
use diplomacy.)

•	 What were the dangers in widening the war? (It could become 
a global war in which the United States would become bogged 
down in Asia while the Soviets exploited the situation in Europe.)

•	 Did General Douglas MacArthur have similar views on how the 
war should be fought? (The differences between Truman and 
MacArthur demonstrated the different objectives of a president and 
a general in the field. The military’s objective is to win the battle using 
all the means at its disposal. The president must consider delicate 
diplomatic problems and concerns that might lead to a wider war.)
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5.	 Divide the class into small groups, and distribute Handout 19. Have 
students summarize the documents in part A and respond to the es-
say question assigned in part B. Have selected students share their 
essays. 

6.	 Ask how France became involved in a war in Indochina following 
World War II. (Following the war, France tried to reclaim its colonies 
in Indochina. Nationalist and communist forces led by Ho Chi Minh 
resisted, leading to war.) Explain that during the battle of Dien Bien 
Phu, French forces were surrounded by Vietnamese forces and forced 
to surrender. This led to the end of French involvement in Southeast 
Asia. Ask students the following questions:
•	 What was the outcome of the Geneva Peace Accords of 1954. 

(Vietnam was divided into North and South with union being 
decided in a vote two years later. The inevitability of this involves 
the United States.) 

•	 Why did the United States and Ngo Dinh Diem ignore the Geneva 
Peace Treaty? (The outcome would have led to the reunification 
of Vietnam and expansion of communism.) 

•	 What was the domino theory, and how did it become a major rea-
son for our involvement in Vietnam? (President Dwight D. Eisen-
hower’s justification for involvement in South Vietnam was that 
if the spread of communism was not contained there, one by one 
other nations in the region—Laos, Cambodia, Thailand, Burma, 
Malaysia, Indonesia—would fall to communism.)

7.	 Distribute Handout 20, and have students use textbooks and other 
sources to complete the assignment. 

Suggested Responses

John F. Kennedy
1.	 Diem was a staunch anticommunist; Kennedy supported him 

in the face of increasing communist involvement in South 
Vietnam.

2.	 When Diem harshly repressed those suspected of com-
munism, the National Liberation Front, an anti-Diem front 
organization, was created in South Vietnam.

3.	 The Strategic Hamlet Program was a counterinsurgency plan 
to isolate South Vietnamese villagers from the Viet Cong so 
that there would be less support. It backfired and led to more 
support for the Viet Cong.

4.	 Diem ordered raids on Buddhist temples; this caused massive 
protests, including monks setting themselves on fire. With 
the knowledge and approval of Washington, Diem was assas-
sinated and replaced. 
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Lyndon B. Johnson
1.	 Congress gave Johnson the authority to respond with what-

ever action was necessary in Southeast Asia, in response to 
claims that USS Maddox was fired upon by North Vietnam-
ese ships. 

2.	 Johnson ordered massive bombing, which up until then had 
been restricted to the South, to stop the supply of Viet Cong. 
The United States expanded bombing to the Ho Chi Minh 
trail in Laos and to staging areas for troops in North Vietnam.

3.	 The Communist Party involved the United States in a war of 
escalation, matching each increase in troop levels. Ultimately, 
U.S. strategy failed.

4.	 Limited war has less effect on civilian populations, with minor 
mobilization of troops and continued availability of consumer 
goods. The hope was that Americans would be more apt to 
support this type of conflict. The strategy failed as more and 
more Americans turned against the war.

5.	 It was a major gamble by the North. Vietnamese and Na-
tional Liberation Front (Viet Cong) coordinated attacks on 
a number of southern cities. They believed that Americans 
were tired of the war and that one more major push would 
lead to Johnson being forced to bargain for peace. Americans 
believed that the war was unwinnable because of this event.

Richard Nixon
1.	 Vietnamization was a secret plan to end the war. Nixon won 

the presidency in part by claiming that he had a plan to end the 
war. His plan was to turn more of the fighting over to the South 
Vietnamese while we increased our bombing as American 
troops pulled out. The fact that his policy of Vietnamization 
would lead to increased involvement and expansion of war 
would turn more people against the war.

2.	 The plan was to eliminate the staging areas for Communist at-
tacks on South Vietnam and to destroy their sanctuaries and 
supply routes. It only had the effect of expanding the war and 
causing major campus protests. 

3.	 Running out of options in the Vietnam War and receiving 
no concessions from the North Vietnamese, Nixon agreed to 
terms of peace. This action signaled the end of our involve-
ment in Vietnam.

4.	 Communist forces captured Saigon shortly after Americans 
withdraw. 
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8.	 Ask students to identify the president who was most responsible for 
U.S. involvement in Vietnam. (Most will say either Kennedy or John-
son. Some will say Kennedy sent advisers and was complicit with the 
assassination of Diem. Johnson was responsible for the most signifi-
cant escalations and the Tonkin Gulf Resolution. Even though Nixon 
expanded the war into Cambodia, he negotiated U.S. withdrawal 
from Vietnam.) Have students assess the strategies of each president. 
(Neither Kennedy nor Johnson allowed generals much latitude in the 
war; both focused on limited objectives. Most prowar critics blame 
the loss in Vietnam on the various presidents and their decisions to 
limit what their generals could do on the ground. Most antiwar critics 
point to the futility of fighting an unpopular war against a determined 
enemy.)

9.	 Distribute Handout 21. Divide the class into groups of four or five 
students, and have each group consider the options listed in the hand-
out. Have each group select one option. Reconvene as a class, and 
have groups explain the option they selected and their justification 
for making that choice. 

Suggested Responses

1.	 This may have led to victory, but the costs would have been 
high. Condemnation would have been worldwide. China and 
the Soviet Union may have become involved militarily. 

2.	 This was our strategy. It did not work because it did not have 
any clear objective other than not losing. 

3.	 Nixon chose this path five years later after realizing that 
gradual escalation and limited involvement would not work. 
Some speculate today that our support and resolve did have 
long-term impact in Southeast Asia because it contained 
communism.

4.	 This would have affected the many pro-Western Vietnamese 
remaining after we left. Other unfriendly nations might have 
chosen this time to create mischief throughout the world, not 
believing that the United States honors its commitments. This 
would have affected our credibility worldwide. Others would 
not trust the United States or enter into treaties.
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Name:

Truman vs. MacArthur
Part A.
Directions: Read the following documents, and summarize the content of each one.

Document 1
Statement by President Harry S. Truman on the Violation of the 38th Parallel in Korea  
( June 26, 1950) 

	 . . . In accordance with the resolution of the Security Council, the United States will vigorously 
support the effort of the Council to terminate this serious breach of the peace.
	 Our concern over the lawless action taken by the forces from North Korea, and our sympathy 
and support for the people of Korea in this situation, are being demonstrated by the cooperative 
action of American personnel in Korea, as well as by steps taken to expedite and augment as-
sistance of the type being furnished under the Mutual Defense Assistance Program.

Document 2
Cabinet Meeting with President Truman ( June 30, 1950)

	 [President Truman] wanted all of the gentlemen present to know . . . that what we had done 
was being done under the auspices of the United Nations; and that offers of help which had come 
from countries like Canada, Australia, and New Zealand of sending military forces to help General 
MacArthur were being made for the United Nations. . . .
	 Senator Connally then said that he was pleased that the President was permitting American 
forces to operate when necessary north of the 38 degree parallel. . . .
	 Senator Connally said he wanted every other nation to understand very clearly that MacAr-
thur was the boss [of all military forces]. . . .
	 The President pointed out that we had not yet committed any troops to actual combat and 
that our present plan was just to send base troops to Pusan to keep communications and supply 
lines open. . . .
	 Senator Gurney said he hoped the Administration realized that we must completely support 
the Southern Koreans. Now that we were in this, there could be no backing down. . . .

Document 3
Message to  General Douglas MacArthur  from the Joint Chiefs of Staff ( July 31, 1950)

	 In accordance with previously-approved long-range plans, formulated prior to the Korean 
incident, for dispersed storage of non-nuclear components for atomic bombs, 10 such compo-
nents will be placed in storage on Guam. . . . Shipment of nuclear components, requiring 72 hours, 
plus Presidential decision authorizing use would be necessary before atomic bombs could be 
employed.

Lesson 14 
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Sources: Harry S. Truman Library and Museum, The Korean War and Its Origins, 1945–1953 (http://www.trumanlibrary.org/whistlestop/
study_collections/koreanwar/index.php); Public Papers of the Presidents of the United States, Harry S. Truman, 1945–1953 (Washington, D.C.: 
Government Printing Office, 1966);  A Soldier Speaks: Public Papers and Speeches of General of the Army Douglas MacArthur (New York: 
Frederick A. Praeger, 1965).



116    Advanced Placement U.S. History, Book 3 © COPYRIGHT, The Center for Learning. Used with permission. Not for resale.

Name:

Document 4
Statement Regarding Formosa Sent by General MacArthur to the Veterans of Foreign Wars 
for Use at the VFW’s 51st Encampment (August 17, 1950)

	 Nothing could be more fallacious than the threadbare argument by those who advocate ap-
peasement and defeatism in the Pacific that if we defend Formosa we alienate continental Asia. 
Those who speak this do not understand the Orient. They do not grasp that it is in the pattern of 
oriental psychology to respect and follow aggressive, resolute and dynamic leadership. . . . Nothing 
in the last five years has so inspired the Far East as the American determination to preserve the 
bulwarks of our Pacific Ocean strategic position from future encroachment. . . . To pursue any 
other course would be to turn over the fruits of our Pacific victory to a potential enemy. . . .

Document 5
Message to General MacArthur from the Secretary of Defense (August 26, 1950)

	 The President of the United States directs that you withdraw your message for National En-
campment of Veterans of Foreign Wars, because various features with respect to Formosa are in 
conflict with the policy of the United States and its position in the United Nations.

Document 6
Message to the Joint Chiefs of Staff from General MacArthur (September 15, 1950)

	 Late in the afternoon troops of the First Marine Div, which this morning captured Wolmi-Do, 
the island dominating the harbor of Inchon, after heavy Naval and air preparation, successfully 
landed on the beach of Inchon itself and the beach to the south. They rapidly overcame light resis-
tance and are consolidating the beachhead. . . .
	 The whole operation is proceeding on schedule.

Document 7
Message to General MacArthur from the Joint Chiefs of Staff (September 16, 1950)

	 The JCS have noted the following press dispatch:

	 “With invasion fleet off Korea—General MacArthur hopes that the invasion of Korea at In-
chon will save 100,000 American lives. . . .”

Lesson 14 
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Name:

Document 8
National Security Council Report 81, “United States Courses of Action with Respect to 
Korea” (September 1, 1950)

	 . . . The political objective of the United Nations in Korea is to bring about the complete inde-
pendence and unity of Korea in accordance with the General Assembly resolutions of November 
14, 1947, December 12, 1948, and October 21, 1949. 

	 . . . It would not be in our national interest, however, nor presumably would other friendly 
members of the United Nations regard it as being in their interest, to take action in Korea which 
would involve a substantial risk of general war. . . .

Document 9
Message to the Joint Chiefs of Staff from General MacArthur (September 28, 1950)

	 . . . If the North Korean Armed Forces do not surrender in accordance with my proclamation 
to be issued 1st October 1950, dispositions will be made to accomplish the military objective of 
destroying them by entry into North Korea. . . .

Document 10
President Truman’s Outline for the Meeting with General MacArthur at Wake Island  
(October 13, 1950)

	 We must do everything we can to localize the conflict in Korea. Politically, we must assure the 
Chinese and the Soviets that they are not being threatened militarily in Korea but we must also 
keep before them the recklessness of active intervention on their part. . . .

Document 11
Notes on the Meeting between President Truman and General MacArthur at Wake Island 
(November 25, 1950)

	 The General assured the President that the victory was won in Korea, that Japan was ready for 
a peace treaty and that the Chinese Communists would not attack.
	 A general discussion was carried on about Formosa. The General brought up his statement  
to the Veterans of Foreign Wars, which had been ordered withdrawn by the President. The Gen-
eral said that he was sorry for any embarrassment he’d caused, that he was not in politics at the 
time. . . .

Lesson 14 
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Name:

Document 12
President Truman’s Radio Report to the American People on Korea and on U.S. Policy in 
the Far East (April 11, 1951)

	 In the simplest of terms, what we are doing in Korea is this: We are trying to prevent a third 
world war. 

	 I think most people in this country recognized that fact last June. And they warmly supported 
the decision of the Government to help the Republic of Korea against the Communist aggressors. 
Now, many persons, even some who applauded our decision to defend Korea, have forgotten the 
basic reason for our action. 
	 It is right for us to be in Korea now. It was right last June. It is right today. . . .
	 The question we have had to face is whether the Communist plan of conquest can be stopped 
without a general war. Our Government and other countries associated with us in the United 
Nations believe that the best chance of stopping it without a general war is to meet the attack in 
Korea and defeat it there. 
	 That is what we have been doing. It is a difficult and bitter task. 
	 But so far it has been successful. . . .
	 So far, by fighting a limited war in Korea, we have prevented aggression from succeeding, and 
bringing on a general war. And the ability of the whole free world to resist Communist aggression 
has been greatly improved. . . .
	 We do not want to see the conflict in Korea extended. We are trying to prevent a world war—
not to start one. And the best way to do that is to make it plain that we and the other free countries 
will continue to resist the attack. 
	 But you may ask why can’t we take other steps to punish the aggressor. Why don’t we bomb 
Manchuria and China itself? Why don’t we assist Chinese Nationalist troops to land on the main-
land of China? 
	 If we were to do these things we would be running a very grave risk of starting a general war. If 
that were to happen, we would have brought about the exact situation we are trying to prevent. 
	 If we were to do these things, we would become entangled in a vast conflict on the continent 
of Asia and our task would become immeasurably more difficult all over the world. 
	 What would suit the ambitions of the Kremlin better than for our military forces to be com-
mitted to a full-scale war with Red China? . . . 
	 I believe that we must try to limit the war to Korea for these vital reasons: to make sure that 
the precious lives of our fighting men are not wasted; to see that the security of our country and 
the free world is not needlessly jeopardized; and to prevent a third world war. 
	 A number of events have made it evident that General MacArthur did not agree with that 
policy. I have therefore considered it essential to relieve General MacArthur so that there would 
be no doubt or confusion as to the real purpose and aim of our policy. 
	 It was with the deepest personal regret that I found myself compelled to take this action. Gen-
eral MacArthur is one of our greatest military commanders. But the cause of world peace is much 
more important than any individual. . . .
	 The struggle of the United Nations in Korea is a struggle for peace. 
	 The free nations have united their strength in an effort to prevent a third world war.

Lesson 14 
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Part B.
Directions: Use the documents in part A to answer the following essay question: 

Discuss the conflict between President Truman and General MacArthur. Why did Truman believe 
that MacArthur’s strategy was problematic and that he must be fired?

Lesson 14 
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Three American Presidents Face a Conflict in Vietnam
Directions: Three American presidents had to deal directly with the conflict in Vietnam. Each dealt 
with the war under different circumstances, and their actions resulted in changes in American policy. 
Use your textbook and other sources to answer the questions about each president’s foreign policy. Be 
prepared for class discussion. 

John F. Kennedy
1.	 Why did Kennedy support the Diem regime? 

2.	 What led to the creation of the National Liberation Front?

3.	 Why was the Strategic Hamlet Program unsuccessful? 

4.	 Explain America’s involvement in the assassination of Diem. 

Lesson 14 
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Lyndon B. Johnson
1.	 How did the Gulf of Tonkin Resolution lead to greater commitment of U.S. forces in Vietnam 

and why was it considered an early turning point in U.S. policy in Vietnam? 

2.	 Why was Operation Rolling Thunder considered a major escalation of the Vietnam War? 

3.	 What was the strategy of the Communist Party in South Vietnam? 

4.	 What is the theory behind a limited war? 

5.	 The Tet Offensive was considered the turning point of the war in Vietnam. Explain. 

Lesson 14 
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Richard Nixon
1.	 What was Nixon’s Vietnamization policy?

2.	 Why did Nixon invade Cambodia? 

3.	 What finally made Nixon agree to peace in Vietnam? 

4.	 What happened to Saigon?

Lesson 14 
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The Vietnam War: What Would You Do? 
Directions: In 1965, President Lyndon B. Johnson had just begun Operation Rolling Thunder, with-
out much success in affecting the ability of the enemy to resupply the South; the Communist forces 
were winning battles and increasing their territory in the South. Nearly 50 percent of the South was 
under their control. At this point, President Johnson had to reexamine his options to be able to suc-
ceed. In this exercise, you have four options. Choose one option, and explain why you selected it. 
What would be the impact of your choice? 

Option 1

	 Win at all costs, increase military to 600,000 men, allow generals complete decision-making 
on the ground, begin a massive bombing campaign, bomb Hanoi targets, and threaten to use 
nuclear weapons. 

Option 2

	 Keep pace with the enemy through gradual and limited involvement; hope for little impact on 
the domestic front.

Option 3

	 Find an honorable way out, negotiate a peace treaty, give economic and military assistance to the 
South Vietnamese, and turn the war over to them. 

Option 4

	 Set up a unilateral withdrawal, declare peace, and leave. 

Lesson 14 
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Lesson 15

Cold War Revisited

Objective

•	 To analyze events of the Cold War from various perspectives

AP* Correlations

Skill Type I
Skill 3: Periodization

Thematic Learning Objective: America in the World
WOR-7: Analyze the goals of U.S. policymakers in major interna-
tional conflicts, such as the Spanish-American War, World Wars I 
and II, and the Cold War, and explain how U.S. involvement in these 
conflicts has altered the U.S. role in world affairs

Notes to the Teacher

	 This lesson seeks to order the controversial Cold War events of the 
period from 1946 to 1963. In this broad-ranging assignment, atomic di-
plomacy, containment, self-determination for Europe, the challenge from 
Korea and China, Vietnam, and the Cuban Missile Crisis are discussed 
under the framework of the Cold War.
	 In this lesson, students work in groups to complete the assignment 
viewing the Cold War from different perspectives. After group reports, 
they read the Atlantic Charter and consider to what extent U.S. foreign 
policy during the Cold War matched the ideals of the document and why 
the Soviet Union viewed U.S. adherence to these principles as threatening.

Procedure

1.	 Advise students that some scholars consider Berlin the epicenter of 
the Cold War. What are some possible reasons to support this conten-
tion? (Reasons include Berlin’s role regarding the end of World War II 
in Europe, its position in the center of Europe, its physical and politi-
cal division between East and West, and its role as an important pawn 
in the Cold War game.) Explain that events associated with the Cold 
War are interpreted differently depending on one’s perspective. Tell 
students that this lesson requires them to analyze such events from 
different points of view.

2.	 Distribute Handout 22. Divide the class into five groups, and have 
the groups complete the assignment as directed.
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3.	 Have each group present its findings. Results can be placed on the 
board, or formal time lines can be displayed around the classroom. 
Allow time for students to discuss similarities and differences.

4.	 Distribute Handout 23. Have students review the provisions of the 
Atlantic Charter.

Suggested Responses

1.	 Affirmation of the right of self-government for all
2.	 Economic security
3.	 Free access to trade
4.	 Reaffirmation of Woodrow Wilson’s vision of freedom of the 

seas, and freedom from fear of aggression
5.	 Establishment of a permanent system of general security

5.	 To complete the lesson, have students consider the following issues:
a.	 To what extent did U.S. Cold War foreign policy conform to the 

ideals in the Atlantic Charter? (Students should include evidence 
such as the Truman Doctrine, Marshall Plan, Berlin Airlift, Point 
IV, Korea, Vietnam, and the Cuban Missile Crisis.)

b.	 Why would a U.S. foreign policy based on the Atlantic Charter 
seem threatening to the Soviet Union? (After repeated invasions of 
their territory, the USSR felt compelled to seek protective buffers 
on their borders. Any policy by the United States that frustrated 
that effort was viewed as threatening to Soviet security and led to 
conflict.)

6.	 Use students’ responses as a springboard for a concluding discussion.
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Understanding the Cold War
Directions: Analyze the assigned excerpt and use the research suggestions to explore various perspec-
tives of the Cold War. Be prepared to present your findings.

Group 1
1.	 Read the following excerpt from “The United States in World Affairs Since 1945” by Gaddis Smith.

	 Man’s understanding of history is always shaped by influences arising in the present. There 
is no such thing as absolute historical objectivity; only the necessity to seek it. But in no realm of 
historical discussion is that search more difficult than in contemporary diplomatic history.1 

2.	 Find articles, cartoons, or personal statements showing how interpretations of current events 
from 1946 to 1963 colored the thinking of one side in the Cold War toward the actions of the 
other. Try to find examples from both the United States and the Soviet Union.

Group 2
1.	 Read the following excerpt from The Great Transition by Gerald Nash.

	 Truman’s diplomatic problems in 1945 were threefold. First, since the prewar collective se-
curity system in Europe had been shattered, the reconstruction of American alliances in Europe 
to preserve a new balance of power there was imperative for American security. Germany was 
crushed, England and France were exhausted, and in this power vacuum Soviet hegemony seemed 
virtually unchallenged. Second, the organization of the United Nations required immediate at-
tention. The United States was expected to play a leading role in putting it in operation. A third 
immediate problem was the rebuilding of many war-ravaged areas in Europe, a task that could be 
accomplished only if the United States assumed major responsibility.2

2.	 Following World War II, some people contended that the United States had a primary responsi-
bility for world peace. Research diverse views within the Truman administration, and evaluate 
the previously stated contention in light of its time.

Group 3
1.	 Read the following excerpt from Cold War Diplomacy by Norman Graebner.

	 Initially the Cold War resulted from a myriad of major and minor disagreements which flowed 
from the determination of the victorious allies of 1945 to restore war-torn Europe to a condition 
which conformed to their perceptions of an ideal world. For the United States and Britain that best 
of all worlds conformed overwhelmingly to that fashioned at Versailles; for the Soviets the postwar 
era required, if it would satisfy historic Russian purposes at all, the elimination of the Versailles 
Treaty’s essential provisions, especially its Eastern European settlements and its reaffirmation of 
Western predominance in Europe. This massive divergence in purpose, rendered inflexible by a pro-
found conflict over the ultimate intentions implied by competing ideological imperatives, gradually 
disintegrated into a Cold War.3

1Gaddis Smith, “The United States in World Affairs Since 1945,” in The Reinterpretation of American History and Culture, ed. Richard L. Watson 
and William A. Cartwright (Washington, D.C.: The National Council for the Social Studies, 1973), 543.
2Gerald D. Nash, The Great Transition (Boston: Allyn and Bacon, Inc., 1971), 411.
3Norman A. Graebner, Cold War Diplomacy: American Foreign Policy 1945–1975 (New York: D. Von Nostrand Company, Inc., 1977), iii.
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2.	 Review provisions of the Treaty of Versailles, particularly those dealing with Eastern European 
settlements and those designed to preserve Western dominance. Explain why the peace of Ver-
sailles would have been so beneficial to Britain and the United States and why the same provisions 
were totally unacceptable to the Soviet Union.

Group 4
1.	 Read the following excerpt from “American Relations with the Soviet Union” by Clark Clifford.

	 The primary objective of United States policy toward the Soviet Union is to convince Soviet 
leaders that it is in their interest to participate in a system of world cooperation, that there are 
no fundamental causes for war between our two nations, and that the security and prosperity of 
the Soviet Union, and that of the rest of the world as well, is being jeopardized by the aggressive 
militaristic imperialism such as that in which the Soviet Union is now engaged.4

2.	 List and explain actions taken by the Soviet Union between 1946 and 1963 that the United States 
considered aggressive. How did the Soviet Union explain its actions in these instances?

Group 5
1.	 Read the following excerpt from “The Sources of Soviet Conduct” by George Kennan.

	 The Russian leaders are keen judges of human psychology, and as such they are highly con-
scious that loss of temper and of self-control is never a source of strength in political affairs. They 
are quick to exploit such evidences of weakness. For these reasons, it is a sine qua non of successful 
dealing with Russia that the foreign government in question should remain at all times cool and 
collected and that its demands on Russian policy should be put forward in such a manner as to 
leave the way open for a compliance not too detrimental to Russian prestige.5

2.	 During the period 1946–63, what U.S. actions most threatened the Soviet Union, and why? In 
which instances did the United States allow the USSR to back down while saving face? Explain 
your answer.

4Clark Clifford, “American Relations with the Soviet Union,” report to the president, September 24, 1946. Conway Files, Truman Papers.
5George Kennan, “The Sources of Soviet Conduct,” Foreign Affairs ( July 1947), in America in the Cold War: Twenty Years of Revolution and 
Response, 1947–1967, ed. Walter LaFeber (New York: John Wiley and Sons, 1969), 44.
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The Atlantic Charter
Directions: Read the Atlantic Charter, and compile a list of principles on which the United States and 
the United Kingdom sought to base their foreign policy.

The Atlantic Charter (August 14, 1941)
Declaration of Principles by U.S. President Franklin D. Roosevelt 
 and British Prime Minister Winston Churchill

	 The President of the United States of America and the Prime Minister, Mr. Churchill, repre-
senting His Majesty’s Government in the United Kingdom, being met together, deem it right to 
make known certain common principles in the national policies of their respective countries on 
which they base their hopes for a better future for the world.
	 First, their countries seek no aggrandizement, territorial or other;
	 Second, they desire to see no territorial changes that do not accord with the freely expressed 
wishes of the peoples concerned;
	 Third, they respect the right of all peoples to choose the form of government under which 
they will live; and they wish to see sovereign rights and self-government restored to those who 
have been forcibly deprived of them;
	 Fourth, they will endeavor, with due respect for their existing obligations, to further the en-
joyment by all States, great or small, victor or vanquished, of access, on equal terms, to the trade 
and to the raw materials of the world which are needed for their economic prosperity;
	 Fifth, they desire to bring about the fullest collaboration between all nations in the economic 
field with the object of securing, for all, improved labor standards, economic advancement and 
social security;
	 Sixth, after the final destruction of the Nazi tyranny, they hope to see established a peace 
which will afford to all nations the means of dwelling in safety within their own boundaries, and 
which will afford assurance that all the men in all the lands may live out their lives in freedom from 
fear and want;
	 Seventh, such a peace should enable all men to traverse the high seas and oceans without 
hindrance;
	 Eighth, they believe that all of the nations of the world, for realistic as well as spiritual reasons 
must come to the abandonment of the use of force. Since no future peace can be maintained if land, 
sea, or air armaments continue to be employed by nations which threaten, or may threaten, aggres-
sion outside of their frontiers, they believe, pending the establishment of a wider and permanent 
system of general security, that the disarmament of such nations is essential. They will likewise 
aid and encourage all other practicable measures which will lighten for peace-loving peoples the 
crushing burden of armaments.

Lesson 15 
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Lesson 16

The Truman Doctrine

Objective

•	 To evaluate the wisdom of the Truman Doctrine

AP* Correlations

Skill Type III
Skill 7: Appropriate Use of Relevant Historical Evidence

Thematic Learning Objective: America in the World
WOR-7: Analyze the goals of U.S. policymakers in major interna-
tional conflicts, such as the Spanish-American War, World Wars I 
and II, and the Cold War, and explain how U.S. involvement in these 
conflicts has altered the U.S. role in world affairs

Notes to the Teacher

	 President Harry S. Truman’s historic announcement in 1947 has 
provoked increasing controversy among diplomatic historians. Early in-
terpretations praised the Truman Doctrine as courageous and prophetic. 
Some claim that the record of the Truman administration hinges on this 
unique turn in foreign policy. Revisionists and others criticize the Truman 
Doctrine as too restrictive and simplistic.
	 In this lesson, students read Truman’s speech to Congress and discuss 
the underlying assumptions and significant consequences of the impor-
tant change in American foreign policy. Next, students attempt to evaluate 
the wisdom of the policy. To conclude, students assume the role of a State 
Department official charged with advising incoming President Dwight D. 
Eisenhower on an appropriate direction for U.S. foreign policy. 
	 You may want to end the lesson by encouraging students to research 
George Kennan’s role in the formation of the Truman Doctrine and subse-
quent changes in his ideas. 

Procedure

1.	 Distribute Handout 24, and take time to read the Truman Doctrine 
aloud.

2.	 Ask students to explain why the Truman Doctrine was a historic 
change in American foreign policy. (It was the first application of the 
policy of containment and the first time the United States strayed 
from President George Washington’s Farewell Address advice to 
maintain peacetime isolation.) Advise students that this lesson will 
require them to evaluate the wisdom of this significant change in U.S. 
foreign policy.
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3.	 Review events leading up to the Truman Doctrine. Include the following:
•	 George Kennan’s analysis of Soviet behavior
•	 Soviet reluctance to leave Iran
•	 Difficulty in implementing the Potsdam agreements
•	 Inability to reach an accord to control atomic energy (Bernard 

Baruch Plan)
•	 Winston Churchill’s Iron Curtain Speech in Fulton, Missouri
•	 Both Houses achieving a Republican majority in 1946
•	 England’s announcement that it can no longer provide aid to 

Greece and Turkey, February 21, 1947
4.	 Explain the problem that led to announcement of the Truman Doc-

trine. (The democratic government of Greece was threatened by border 
countries led by Communists. Turkey needed help as well, although 
the reasons given were superficial.) Ask the following questions.
•	 What was the U.S. response? (Support for the United Nations 

led the United States to aid countries threatened by totalitarian 
regimes. Such a threat undermined our security.)

•	 What did American policy promise? (The United States promised 
support for those who were threatened with subjugation.)

5.	 Ask students to brainstorm the assumptions the Truman administra-
tion made at the time. (The Truman Doctrine is literally filled with 
assumptions about Greece and Turkey, Soviet intentions, England, 
and U.S. resources, responsibilities, best interests, and chances for 
success. The possibilities here are almost endless. Do not be satisfied 
with a short list.)

6.	 Distribute Handout 25, and have students complete it.  
Suggested Responses

Czechoslovakia—Americans reacted violently but could only 
protest. They soon helped organize the North Atlantic Trade 
Organization (NATO) to protect the United States and its 
Western European allies.

Berlin Blockade—American Air Force pilots airlifted tons of food 
and medical supplies into the blockaded German capital after 
the Soviet Union cut off supplies into the city in an attempt 
to force the other Allies to give it a larger section of the city 
to control.

China—The United States published a white paper in August 
1949, explaining why we could do nothing about the takeover.

Korea—U.S. forces intervened in Korea after the passage of a United 
Nations resolution guaranteed the sovereignty of South Korea.

7.	 Distribute Handout 26, and use the questions as a basis for discus-
sion and debate. Be sure to require students to support their positions 
with specific reasons and evidence.
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Name:

The Truman Doctrine
Directions: Read the following document in preparation for discussion of a historic shift in U.S. for-
eign policy.

President Harry S. Truman’s Message to Congress (March 12, 1947)

	 The gravity of the situation which confronts the world today necessitates my appearance be-
fore a joint session of the Congress. The foreign policy and the national security of this country are 
involved.
	 One aspect of the present situation, which I wish to present to you at this time for your con-
sideration and decision, concerns Greece and Turkey.
	 The United States has received from the Greek Government an urgent appeal for financial and 
economic assistance. Preliminary reports from the American Economic Mission now in Greece 
and reports from the American Ambassador in Greece corroborate the statement of the Greek 
Government that assistance is imperative if Greece is to survive as a free nation.
	 I do not believe that the American people and the Congress wish to turn a deaf ear to the 
appeal of the Greek Government.
	 Greece is not a rich country. Lack of sufficient natural resources has always forced the Greek 
people to work hard to make both ends meet. Since 1940, this industrious, peace-loving country 
has suffered invasion, four years of cruel enemy occupation, and bitter internal strife. . . .
	 The very existence of the Greek state is today threatened by the terrorist activities of several 
thousand armed men, led by Communists, who defy the government’s authority at a number of 
points, particularly along the northern boundaries. A Commission appointed by the United Na-
tions Security Council is at present investigating disturbed conditions in Northern Greece and al-
leged border violations along the frontier between Greece on the one hand and Albania, Bulgaria, 
and Yugoslavia on the other.
	 Meanwhile, the Greek Government is unable to cope with the situation. The Greek Army 
is small and poorly equipped. It needs supplies and equipment if it is to restore the authority to 
the government throughout Greek territory. Greece must have assistance if it is to become a self-
supporting and self-respecting democracy. 
	 The United States must supply that assistance. We have already extended to Greece certain 
types of relief and economic aid but these are inadequate. 
	 There is no other country to which democratic Greece can turn. 
	 No other nation is willing and able to provide the necessary support for a democratic Greek 
Government.
	 The British Government, which has been helping Greece, can give no further financial or eco-
nomic aid after March 31. Great Britain finds itself under the necessity of reducing or liquidating 
its commitments in several parts of the world, including Greece.
	 We have considered how the United Nations might assist in this crisis. But the situation is an 
urgent one requiring immediate action, and the United Nations and its related organizations are 
not in a position to extend help of the kind that is required.

Lesson 16 
Handout 24 (page 1)
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	 It is important to note that the Greek Government has asked for our aid in utilizing effectively 
the financial and other assistance we may give to Greece, and in improving its public adminis-
tration. It is of the utmost importance that we supervise the use of any funds made available to 
Greece, in such a manner that each dollar spent will count toward making Greece self-supporting, 
and will help to build an economy in which a healthy democracy can flourish.
	 No government is perfect. One of the chief virtues of a democracy, however, is that its defects 
are always visible and under democratic processes can be pointed out and corrected. The Govern-
ment of Greece is not perfect. Nevertheless, it represents eighty-five percent of the members of 
the Greek Parliament who were chosen in an election last year. Foreign observers, including 692 
Americans, considered this election to be a fair expression of the views of the Greek people.
	 The Greek Government has been operating in an atmosphere of chaos and extremism. It has 
made mistakes. The extension of aid by this country does not mean that the United States con-
dones everything that the Greek Government has done or will do. We have condemned in the 
past, and we condemn now, extremist measures of the right or the left. We have in the past advised 
tolerance, and we advise tolerance now.
	 Greece’s neighbor, Turkey, also deserves our attention. 
	 The future of Turkey as an independent and economically sound state is clearly no less im-
portant to the freedom-loving peoples of the world than the future of Greece. The circumstances 
in which Turkey finds itself today are considerably different from those of Greece. Turkey has 
been spared the disasters that have beset Greece. And during the war, the United States and Great 
Britain furnished Turkey with material aid. 
	 Nevertheless, Turkey now needs our support.
	 Since the war Turkey has sought financial assistance from Great Britain and the United States 
for the purpose of effecting that modernization necessary for the maintenance of its national 
integrity. 
	 That integrity is essential to the preservation of order in the Middle East.
	 The British Government has informed us that, owing to its own difficulties, it can no longer 
extend financial or economic aid to Turkey. 
	 As in the case of Greece, if Turkey is to have the assistance it needs, the United States must 
supply it. We are the only country able to provide that help.
	 I am fully aware of the broad implications involved if the United States extends assistance to 
Greece and Turkey, and I shall discuss these implications with you at this time.
	 One of the primary objectives of the foreign policy of the United States is the creation of con-
ditions in which we and other nations will be able to work out a way of life free from coercion. This 
was a fundamental issue in the war with Germany and Japan. Our victory was won over countries 
which sought to impose their will, and their way of life, upon other nations.
	 To ensure the peaceful development of nations, free from coercion, the United States has 
taken a leading part in establishing the United Nations. The United Nations is designed to make 
possible lasting freedom and independence for all its members. We shall not realize our objectives, 
however, unless we are willing to help free peoples to maintain their free institutions and their 
national integrity against aggressive movements that seek to impose upon them totalitarian re-
gimes. This is no more than a frank recognition that totalitarian regimes imposed on free peoples, 
by direct or indirect aggression, undermine the foundations of international peace and hence the 
security of the United States.

Lesson 16 
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	 The peoples of a number of countries of the world have recently had totalitarian regimes forced 
upon them against their will. The Government of the United States has made frequent protests 
against coercion and intimidation, in violation of the Yalta agreement, in Poland, Rumania, and 
Bulgaria. I must also state that in a number of other countries there have been similar developments.
	 At the present moment in world history nearly every nation must choose between alternative 
ways of life. The choice is too often not a free one.
	 One way of life is based upon the will of the majority, and is distinguished by free institutions, 
representative government, free elections, guarantees of individual liberty, freedom of speech and 
religion, and freedom from political oppression.
	 The second way of life is based upon the will of a minority forcibly imposed upon the ma-
jority. It relies upon terror and oppression, a controlled press and radio, fixed elections, and the 
suppression of personal freedoms.
	 I believe that it must be the policy of the United States to support free peoples who are resist-
ing attempted subjugation by armed minorities or by outside pressures.
	 I believe that we must assist free peoples to work out their own destinies in their own way.
	 I believe that our help should be primarily through economic and financial aid which is es-
sential to economic stability and orderly political processes.
	 The world is not static, and the status quo is not sacred. But we cannot allow changes in the 
status quo in violation of the Charter of the United Nations by such methods as coercion, or by 
such subterfuges as political infiltration. In helping free and independent nations to maintain 
their freedom, the United States will be giving effect to the principles of the Charter of the United 
Nations.
	 It is necessary only to glance at a map to realize that the survival and integrity of the Greek 
nation are of grave importance in a much wider situation. If Greece should fall under the control of 
an armed minority, the effect upon its neighbor, Turkey, would be immediate and serious. Confu-
sion and disorder might well spread throughout the entire Middle East.
	 Moreover, the disappearance of Greece as an independent state would have profound effect 
upon those countries in Europe whose peoples are struggling against great difficulties to maintain 
their freedoms and their independence while they repair the damages of war.
	 It would be an unspeakable tragedy if these countries, which have struggled so long against 
overwhelming odds, should lose that victory for which they sacrificed so much. Collapse of free 
institutions and loss of independence would be disastrous not only for them but for the world. 
Discouragement and possibly failure would quickly be the lot of neighboring peoples striving to 
maintain their freedom and independence.
	 Should we fail to aid Greece and Turkey in this fateful hour, the effect will be far reaching to 
the West as well as to the East. 
	 We must take immediate and resolute action.
	 I therefore ask the Congress to provide authority for assistance to Greece and Turkey in the 
amount of $400,000,000 for the period ending June 30, 1948. In requesting these funds, I have 
taken into consideration the maximum amount of relief assistance which would be furnished to 
Greece out of the $350,000,000 which I recently requested that the Congress authorize for the 
prevention of starvation and suffering in countries devastated by the war.

Lesson 16 
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	 In addition to funds, I ask the Congress to authorize the detail of American civilian and 
military personnel to Greece and Turkey, at the request of those countries, to assist in the tasks of 
reconstruction, and for the purpose of supervising the use of such financial and material assistance 
as may be furnished. I recommend that authority also be provided for the instruction and training 
of selected Greek and Turkish personnel.
	 Finally, I ask that the Congress provide authority which will permit the speediest and most 
effective use, in terms of needed commodities, supplies, and equipment, of such funds as may be 
authorized.
	 If further funds, or further authority, should be needed for purposes indicated in this message, 
I shall not hesitate to bring the situation before the Congress. On this subject the Executive and 
Legislative branches of the Government must work together.
	 This is a serious course upon which we embark. 
	 I would not recommend it except that the alternative is much more serious. The United States 
contributed $341,000,000,000 toward winning World War II. This is an investment in world free-
dom and world peace.
	 The assistance that I am recommending for Greece and Turkey amounts to little more than 
1 tenth of 1 percent of this investment. It is only common sense that we should safeguard this 
investment and make sure that it was not in vain.
	 The seeds of totalitarian regimes are nurtured by misery and want. They spread and grow in 
the evil soil of poverty and strife. They reach their full growth when the hope of a people for a 
better life has died. We must keep that hope alive. 
	 The free peoples of the world look to us for support in maintaining their freedoms.
	 If we falter in our leadership, we may endanger the peace of the world—and we shall surely 
endanger the welfare of our own nation.
	 Great responsibilities have been placed upon us by the swift movement of events. 
	 I am confident that the Congress will face these responsibilities squarely.

Lesson 16 
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Foreign Policy of the Truman Administration
Directions: Complete the following chart on subsequent U.S. foreign policy moves.

	 Event or Circumstance	 According to the Truman Doctrine	 Action Taken

Communist coup d’état in 
Czechoslovakia, February 
1948

Soviet blockade of West 
Berlin, June 1948

China’s fall to the  
Communists, late 1949

North Korea’s invasion across 
the 38th parallel, June 1950

Appropriate U.S. Action,

Lesson 16 
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An Informed Look at the Truman Doctrine
Directions: Answer the following questions.

1.	 What did the Truman administration set as its foreign policy goals?

2.	 To what extent was the United States able to carry out these foreign policy aims?

3.	 How often did the United States resort to military solutions?

4.	 Was the Truman Doctrine too idealistic? Explain.

5.	 Some critics claim the Truman Doctrine put the United States on a path toward overestimating 
its ability to control foreign affairs and overcommitting resources. To what extent do you agree 
with this assessment?

6.	 Would you have supported the Truman Doctrine in 1947?

Lesson 16 
Handout 26
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Lesson 17

McCarthyism and the  
Climate of Fear

Objective

•	 To recognize long-term effects of McCarthyism and the Red Scare

AP* Correlations

Skill Type II
Skill 5: Contextualization

Thematic Learning Objective: Identity
ID-3: Analyze how U.S. involvement in international crises such as 
the Spanish American War, World Wars I and II, the Great Depres-
sion, and the Cold War influenced public debates about American 
national identity in the 20th century

Notes to the Teacher

	 The early years after World War II represent a unique time in American 
history. For four years, the United States, as the sole possessor of atomic 
power, dominated the world. Soviet testing of an atomic bomb in 1949 
and a much more powerful hydrogen bomb in 1953 shattered Americans’ 
sense of security and spurred an almost irrational fear of communism. The 
fall of China in 1949 heightened the fear that something was drastically 
amiss. Perhaps there were communists in high offices in America. Senator 
Joseph McCarthy achieved momentary power by exploiting this fear and 
riding its crest of popularity.
	 In this lesson, students explore the climate that enabled a man like Mc-
Carthy to attain great power and notoriety. After discussing key events and 
personalities involved in the Red Scare, students work in small groups to 
answer questions relating to Senator McCarthy and the climate of fear he 
exploited. They conclude by engaging in a panel discussion on the topic of 
loyalty in America. Prior to the lesson, students should review basic mate-
rial concerning the McCarthy era. 

Procedure

1.	 Tell students that Arthur Miller’s play The Crucible was written dur-
ing the McCarthy era. Explain that the play is about the Salem witch 
trials. Ask students why Miller saw a parallel between those two 
periods in American history. (Students will likely highlight the hys-
teria that accompanied both of these eras. Miller himself came under 
personal scrutiny during the McCarthy era and felt a kinship with 
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the people who were accused of witchcraft and unjustly persecuted.) 
Advise students that this lesson focuses on the climate of fear which 
was exploited by Senator McCarthy and the impact of this era.

2.	 Distribute Handout 27, and ask students to answer the questions. 
Allow time to share and discuss responses.

Suggested Responses

1.	 McCarthy needed an issue for his reelection campaign.
2.	 Klaus Fuchs, the Rosenbergs, and other convicted spies 

helped lend credence to the belief that the government was 
full of communists.

3.	 In times of uncertainty, people tend to believe the person who 
yells the loudest. McCarthy was in the right place at the right 
time, and people wanted to believe him.

4.	 The Red Scare jeopardized personal rights by invading pri-
vacy and interfering with free expression of ideas.

5.	 a.	 May 26, 1938—The House established a commission on 
un-American activities to investigate anti-American orga-
nizations.

     	 b.	 June 28, 1940—The Smith Act required all aliens in the 
United States to register and made it illegal to advocate 
the overthrow of government by force.

     	 c.	 March 21, 1947—Executive Order 9835 established a 
loyalty program and instituted procedures requiring in-
vestigation of people seeking government jobs.

    	 d.	 September 23, 1950—The McCarran-Nixon Internal 
Security Act required communists to register with the 
government and established a subversive activities con-
trol board.

6.	 The passage of anticommunist laws resulted in the dismissal 
of many academics and individuals in the entertainment 
industries because of their association with the Communist 
Party. Laws also outlawed the Communist Party in America 
and made it a crime for federal employees to be members.

7.	 General belief in McCarthy reflects constant belief in a com-
munist threat.

8.	 The Senate investigated the army’s charges that McCarthy 
overstepped his bounds when he began to investigate army 
security and top-level army leaders after the army refused to 
give preferential treatment to one of McCarthy’s assistants.
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9.	 The televised Army-McCarthy hearings presented a clear con-
trast between the eloquent and persuasive reasoning of Joseph 
Welch, the army’s attorney, and the irresponsible and savage 
charges of Joseph McCarthy. Senate censure soon followed.

10.	 Students’ responses should recognize the impact of the break-
up of the Soviet Empire.

3.	 Divide students into five groups, and assign one of the following ques-
tions to each group:
•	 What possible good resulted from the Red Scare?
•	 What lessons should we learn from the McCarthy experience?
•	 What if McCarthy had died during World War II?
•	 Was McCarthy a patriot?
•	 Were the Soviets a real or an imaginary enemy in the early 1950s?

4.	 Select one member from each group to participate in a panel discus-
sion of the following questions: 
•	 What does it mean to be loyal in America? 
•	 What are the best ways to promote loyalty?



142    Advanced Placement U.S. History, Book 3 © COPYRIGHT, The Center for Learning. Used with permission. Not for resale.

Name:

McCarthyism
Directions: Answer the following questions on the McCarthy era and the Red Scare.

1.	 What originally prompted Senator Joseph McCarthy to claim that he held in his hand the names 
of 205 known communists in the State Department?

2.	 Many Americans were sure that the Russians were not intelligent enough to build their own 
atomic bomb. Many Americans felt vindicated when Klaus Fuchs, the Rosenbergs and several 
others were convicted as spies. How did these events affect the Red Scare mood?

3.	 After the Soviets had the atomic bomb, the United States became increasingly sensitive about 
threats to internal security. How did this feeling pave the way for McCarthy’s Red Scare?

4.	 Did the Red Scare violate constitutional rights of American citizens? Explain your answer.

Lesson 17 
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5.	 List and explain the four major pieces of anticommunist legislation.

6.	 To what extent were these laws effective in accomplishing their objectives?

7.	 Explain the American public’s initial faith in McCarthy.

8.	 Why did the Senate hold the Army-McCarthy hearings in 1954?

9.	 How did the hearings lead to Senator McCarthy’s downfall?

10.	 How has the media portrayed communism since the early 1990s?

Lesson 17 
Handout 27 (page 2)
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Lesson 18

Literature of the 1950s

Objectives

•	 To become familiar with several significant examples of 1950s 
literature 

•	 To assess the level of conformity during this decade

AP* Correlations

Skill Type III
Skill 7: Appropriate Use of Relevant Historical Evidence

Thematic Learning Objective: Ideas, Beliefs, and Culture
CUL-6: Analyze the role of culture and the arts in 19th- and 20th-
century movements for social and political change

Notes to the Teacher

	 The 1950s has generally been regarded as a decade that encouraged 
conformity. The end of World War II brought many servicemen and wom-
en back home, eager to resume their education, find work, settle down, 
and start families. The GI Bill supported those who attended college to 
earn degrees. Mass-produced housing developments such as Levittown, 
New York, were constructed with inexpensive houses that were within 
reach because of GI Bill–backed mortgages. The first modern suburbias 
mushroomed, and the baby boom was under way. Television entered the 
average American’s home with a barrage of variety shows, Westerns, and 
long-running family-oriented situation comedies such as Ozzie and Harri-
et, Leave It to Beaver, and Father Knows Best, all featuring Caucasian nuclear 
families. In 1950, the civil rights movement had not achieved the national 
attention it would garner after Brown v. Board of Education. The Cold War 
fostered fear of communism in the United States itself. 
	 Throughout the decade, serious authors recognized some of the flaws 
that underlay this surface of contented conformity. Members of the Beat 
Generation like Allen Ginsberg, Jack Kerouac, and Lawrence Ferlinghetti 
shocked the nation with their poetry and novels about sex, drugs, and the 
urban subculture. Flannery O’Connor’s stunning short stories emphasized 
a grotesque element in Southern settings. J. D. Salinger challenged the 
phoniness of American culture in The Catcher in the Rye, and Ray Bradbury 
excoriated intellectual conformity in Fahrenheit 451. 
	 African-American writers explored racism realistically in their work. 
Lorraine Hansberry received the New York Drama Critics award for her 
Broadway-produced play A Raisin in the Sun. James Baldwin’s Go Tell It 
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on the Mountain explored his impoverished childhood in Harlem and his 
experiences with the black church. Novels by Ralph Ellison and Richard 
Wright illuminated the lives of young black men in a hostile culture. 
	 The playwright Arthur Miller challenged the nation’s anticommunist 
fervor with his play The Crucible, in which his depiction of the hysterical 
behavior of accusers and their willingness to name others to save them-
selves was pointedly aimed at the hearings run by Senator Joseph McCar-
thy. 
	 Before the lesson, locate a video or audio recording of the song “Little 
Boxes” or print out a copy of the lyrics; all can be easily found on the In-
ternet. Students in the Hansberry group will need access to a copy of the 
Langston Hughes poem “A Dream Deferred.” You may wish to consider 
inviting a teacher of American literature to present this lesson with you. 
	 The lesson begins with the lyrics to the simple but scathing song “Little 
Boxes,” written by Malvina Reynolds in 1962 to protest the conformity 
that developed in the 1950s and early 1960s. Student groups research three 
literary works of the 1950s which address issues of cultural, racial, and 
political conformity; they then share their findings. The lesson concludes 
with a discussion of whether the 1950s was really an era of conformity as it 
is usually portrayed. 

Procedure

1.	 Play the song “Little Boxes,” or share a copy of the lyrics with students. 
Ask them to list some of the song’s objections to the suburban society 
that had been created by 1962 (inexpensive, look-alike housing de-
velopments; conformity in education and career goals; predictability 
of suburban life). Discuss briefly with students whether these charac-
teristics describe suburban living today.

2.	 Ask students to define the word conformity (orthodoxy in thought 
and behavior; acceptance of community standards imposed on all 
members of the society). Write three headings on the board: Social 
Conformity, Racial Conformity, and Political Conformity. Use these 
headings to record key ideas as students discuss mass culture of the 
1950s. Supplement their understanding as necessary with informa-
tion from Notes to the Teacher.

3.	 Tell students that they are going to study three representative works 
from the period. Ask students whether any of them have read The 
Catcher in the Rye, A Raisin in the Sun, or The Crucible. Divide the class 
into three groups based on these works, putting students who have 
read the works into the appropriate groups. Give students in each 
group a copy of the work they are studying, and distribute Handouts 
28, 29, and 30 to the appropriate groups. Give students time to re-
search the book and author if they have not already studied it in a 
literature class. 
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Suggested Responses

The Catcher in the Rye
1.	 Rebellious and troubled teenager Holden Caulfield narrates 

the story while at a psychiatric institution. He has been ex-
pelled from Pencey Prep, the last in a series of expulsions from 
private schools. He describes his trip back to Manhattan and 
his time in a hotel, as well as his encounters with irritable cab 
drivers, older women, a former resident advisor, several nuns, 
a former girlfriend, a prostitute, and others. Holden rejects 
the traditional cultural norms of 1950s America and the edu-
cational and career goals his parents and school have laid out 
for him; extremely given to oversimplification and very judg-
mental, he sees them all as phony. He has a special attachment 
to his younger sister, Phoebe. 

2.	 Key themes include the phoniness of the adult world, alien-
ation and loneliness, coming of age, materialism, and teenage 
rebellion. 

3.	 Juvenile delinquency rose after World War II, generating a re-
sponse (perhaps disproportionate) from adults. The number 
of high school dropouts increased. Gang behavior and crime 
grew more widespread; the Broadway show West Side Story 
transformed Romeo and Juliet into a story of gang warfare 
in New York City. Films starring actors Marlon Brando and 
James Dean glorified swaggering young men. Teenagers had 
their own subculture, marked by distinctive music (rock and 
roll), clothing styles, haircuts, slang, and even their own teen 
magazines. Newspapers were filled with stories of youthful 
degeneracy. The Senate even appointed a Subcommittee on 
Juvenile Delinquency which held special hearings to investi-
gate the impact of comic books on youth.

4.	 Teenagers liked the narrative style, which employed modern, 
youth-oriented slang and vulgarity. They identified with the 
narrator, Holden Caulfield, who is a sympathetic and ideal-
istic character despite his cynicism. They appreciated the 
humor of the situations in which Holden embroiled himself. 

A Raisin in the Sun 
1.	 Students should identify Lena Younger (Mama), a widow in 

a rough neighborhood of Chicago who wants to use the pro-
ceeds of her husband’s life insurance policy to buy a house for 
her family in the suburbs. Her son Walter prefers to invest it 
in a liquor business for himself, and her daughter Beneatha 
wants medical school tuition. Mama decides to buy the house 
when her daughter-in-law Ruth considers an abortion to avoid 
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adding financial pressure. The family is shaken when a white 
man shows up at their door trying to pay them to stay away 
from the house they have chosen; they refuse. A subplot has 
Beneatha considering marriage with her Nigerian boyfriend 
and a possible move to Africa. The play ends with the family 
preparing to move to the suburbs. 

2.	 Langston Hughes’s poem explores similar themes. Mama, 
Walter, Ruth, and Beneatha all face the possibility of their 
competing dreams being postponed and perhaps never 
realized, drying up like “a raisin in the sun.” The poem 
includes the implied threat of an explosion if dreams are 
continually denied. 

3.	 Hansberry grew up in Chicago with parents who were both 
intellectuals and activists. When Hansberry was eight, her 
father, a realtor, bought a house in an all-white suburb, where 
the family was threatened by a white mob. Her father even-
tually brought and won an antidiscrimination case. Hans-
berry used this incident as a starting point for the story of the 
Younger family. As a young woman, she became interested in 
Africa and then in playwriting; she dropped out of college to 
write and moved to New York, where she met many African-
American intellectuals (including Langston Hughes). 

4.	 Important issues include inner city poverty, racial segregation 
in housing, racial identity, the role of women, abortion, con-
cerns about poverty in Africa, and the strengths and obliga-
tions of family. 

The Crucible 
1.	 In Salem, Massachusetts, in 1692, a group of young girls go 

dancing in the woods with a black slave. When apprehended, 
one of them, Betty, falls into a fake coma to save herself from 
questioning; another girl, Abigail, warns the others not to 
confess. Rumors of witchcraft spread; the slave Tituba, under 
interrogation, eventually confesses to witchcraft and, joined 
by Abigail and Betty, begins to name others as witches. In-
nocent people are arrested, including John Proctor and his 
wife Elizabeth. Although innocent, he grasps at freedom by 
agreeing to confess, but he refuses to corroborate the guilt of 
others and tears up his confession, condemning himself to the 
gallows. Events in the play are somewhat altered for dramatic 
effect, but the characters are real historical figures. 

2.	 Themes include the importance of respect and reputation, the 
ease with which lies can destroy people, and the miscarriage 
of justice by fearful and ideologically bigoted judges. 
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3.	 The United States was engaged in a Cold War with the USSR 
and as a result was virulently anticommunist. The House 
Un-American Activities Committee (HUAC), responding 
to accusations by Senator Joseph McCarthy, held hearings 
accusing many people of communist sympathies. Many inno-
cent people, especially in Hollywood, the State Department, 
and even the military, were ruined; blacklists wrecked many 
careers. Miller saw clear parallels between these hearings and 
the witch trials of 1692. The play shows both those who would 
name other innocent people to save themselves and those who 
would sacrifice themselves to protect others; similar coward-
ice and courage were demonstrated during the hearings.

4.	 Some possible novels are Harriet Beecher Stowe’s Uncle Tom’s 
Cabin (1852) about slavery, Frank Norris’s The Octopus (1901) 
on the railroads, Upton Sinclair’s The Jungle (1906) about the 
meatpacking industry, and Harper Lee’s To Kill a Mockingbird 
(1960) about racial injustice. Films include the television 
miniseries on African-American history Roots (1977); the 
environmental film Erin Brockovich (2000); and the antiwar 
film and television series M*A*S*H, which was set in Korea 
but clearly satirized military life in the Vietnam era.

4.	 Bring the groups together, and have them share the information they 
have gathered. 

5.	 Ask students to discuss to what extent the decade of the 1950s re-
ally was an era of conformity. (Students arguing that conformity 
dominated may cite the ubiquity of new all-white suburbs, the sti-
fling of political dissent by the McCarthy and HUAC committees, 
and the prevalence of bland television situation comedies lacking 
minority characters and ignoring social and political issues. Students 
who see more diversity may cite the beginnings of the modern civil 
rights movement, including Brown v. Board of Education; the dissent 
evidenced by writers of the Beat Generation and others; and the ap-
pearance of a distinctive youth culture.) 
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Name:

Rebellious Voice: J. D. Salinger 
Directions: Ralph Waldo Emerson wrote, “A man must consider what a rich realm he abdicates when 
he becomes a conformist.” His friend Henry David Thoreau concurred, urging readers to keep pace to 
a “different drummer.” More than a century later, American writers like Jack Kerouac, Allen Ginsburg, 
and Ray Bradbury continued this tradition of bucking the mainstream, even in the conformist 1950s. 
J. D. Salinger’s The Catcher in the Rye, which shocked adults in 1951, is frequently taught in high school 
classes today. Answer the following questions about Salinger and this work. 

1.	 Write a summary of the plot of the book, including major characters and conflicts. 

2.	 What are some of the key themes this book explores? 

3.	 Using a variety of resources, identify other ways in which the theme of teenage rebellion and 
separation from the adult world found expression in the 1950s. 

4.	 Why do you think this book became so popular with teenagers in the 1950s and 1960s?

Lesson 18 
Handout 28
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Name:

“Young, Gifted and Black”: Lorraine Hansberry
Directions: Answer the following questions about Lorraine Hansberry and her well-known play A 
Raisin in the Sun. 

1.	 Write a summary of the plot of the play, including major characters and conflicts. 

2.	 Locate a copy of the poem “A Dream Deferred” by Langston Hughes. Why did Hansberry choose 
a line from this poem, also published in the 1950s, for the title of her play? 

3.	 To Be Young, Gifted and Black is an autobiographical play compiled from Hansberry’s writings 
after her death. In it, Hansberry describes her life growing up in Chicago. Briefly summarize 
Hansberry’s early life, and explain how elements of her own experience helped to shape A Raisin 
in the Sun. 

4.	 What important contemporary social issues and conflicts does she explore in the play? 

Lesson 18 
Handout 29
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Name:

Opposing Paranoia: Arthur Miller
Directions: Answer the following questions about Arthur Miller, his drama The Crucible, and the 
1950s context in which it appeared.

1.	 Summarize the story, and list the main figures of the Salem witch trials of 1692 as portrayed in 
Arthur Miller’s play The Crucible. 

2.	 What are the main themes of the play? 

3.	 How is this play related to historical events of the late 1940s and early 1950s? 

4.	 Brainstorm other examples of books and films which have had a significant effect on public opin-
ion in American history. 

Lesson 18 
Handout 30
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Lesson 19

Brown v. Board of Education

Objectives

•	 To research court cases that influenced the history of school segrega-
tion in the United States 

•	 To focus on the U.S. Supreme Court case Brown v. Board of Education 

AP* Correlations

Skill Type III
Skill 7: Appropriate Use of Relevant Historical Evidence

Thematic Learning Objective: Politics and Power
POL-7: Analyze how debates over civil rights and civil liberties 
have influenced political life from the early 20th century through 
the early 21st century
POL-5: Analyze how arguments over the meaning and interpreta-
tion of the Constitution have affected U.S. politics since 1787

Notes to the Teacher

	 A number of court cases have played significant roles in the history of 
the United States. Many of them deal with segregation and other racial is-
sues. Brown v. Board of Education is one of those cases. It was not, however, 
the first to deal with the issue of segregation in education, nor would it be 
the last. What makes the Brown decision important is the ripple effect it 
had on the country during the 1950s and the role that it played in the civil 
rights movement during the 1960s. 
	 The Brown case was the culmination of challenges, at both the state 
and federal level, to racial segregation in public facilities, which had been 
legitimized with the Plessy v. Ferguson decision in 1896. In that case, the 
Supreme Court ruled that “separate but equal” facilities did not violate the 
Equal Protection Clause of the Fourteenth Amendment. The two cases 
that probably doomed the Plessy decision, McLaurin v. Oklahoma State 
Board of Regents and Sweatt v. Painter, came in 1950 when the Supreme 
Court ruled that the segregation created by Jim Crow laws negatively im-
pacted the education of African Americans. 
	 The Brown decision was unique because it centered on the role of seg-
regation in education. This was important at a time in which the impact of 
the role of education was becoming more and more clear. Education was 
at center stage as the United States fell behind the Soviets in the space race, 
and it was perceived as the only legitimate avenue for change within the 
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minority community. If things were going to get better for minorities, they 
needed a quality education.
	 In this lesson, students review major Supreme Court cases that deal 
with school segregation. Students record the impact that these early cases 
had on racial segregation. Students then summarize the Brown decision 
and examine its implications, focusing on the reaction in the South.
The following books are helpful in compiling information related to this 
topic: 

• 	 The Oxford Companion to the Supreme Court of the United States, 
ed. James W. Ely and Joel B. Grossman (Oxford University Press, 
2005) 

• 	 Brown v. Board of Education: A Brief History with Documents, ed. 
Waldo E. Martin Jr. (Bedford/St. Martin’s, 1998)

• 	 A March of Liberty: A Constitutional History of the United States by 
Paul Finkelman and Melvin I. Urofsky (Oxford University Press, 
2002)

• 	 Documents of American Constitutional and Legal History, ed. Paul 
Finkelman and Melvin I. Urofsky (Oxford University Press, 2002)

•	 American Legal History: Cases and Materials, ed. James W. Ely Jr., 
Paul Finkelman, and Kermit L. Hall (Oxford University Press, 
2005)

Procedure

1.	 Ask students how they would feel if they were told they could not at-
tend their school because of the color of their skin. How would they 
feel if they had to attend an inferior school on the other side of town? 
(Students will probably focus on issues of fairness.) 

2.	 Tell students that they are going to approach Brown v. Board of Edu-
cation by investigating implications of some of the most important 
court cases dealing with segregation, civil rights, and the Fourteenth 
Amendment. 

3.	 Divide the class into small groups, and distribute Handout 31. As-
sign each group a court case, and have students investigate the main 
points of each case. Students should identify the legal principle or 
main point of the case with regard to segregation or civil rights in 
general. Have them share information with the class.

Suggested Responses

1.	 Separate black and white schools were legal.
2.	 The case denied citizenship to African Americans.
3.	 Rights of citizens (through the Fourteenth Amendment) are 

under state, not federal, control.
4.	 Fourteenth Amendment does not prohibit discrimination by 

private individuals or businesses.
5.	 Supreme Court upheld separate but equal.
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6.	 Public schools are under state regulation, not under the fed-
eral government.

7.	 Private schools must abide by segregation laws of the state.
8.	 It is the right of states to define and enforce racial classifica-

tions for educational purposes.
9.	 Maryland Supreme Court ruled black student must be admit-

ted to the state’s all-white law school.
10.	 Supreme Court ordered black student admittance to Mis-

souri’s all-white law school.
11.	 Supreme Court ruled that “separate but equal” schools were 

unattainable.
12.	Supreme Court ruled that a public institution of higher learn-

ing could not provide different treatment to a student solely 
because of his or her race as doing so deprived the student of 
the Fourteenth Amendment rights of equal protection.

4.	 Distribute Handout 32. Direct students to research the specifics of 
the Brown v. Board of Education case and complete the case summary. 

Suggested Responses

1.	 Facts of the Case—Linda Brown had to walk six blocks to her 
school bus stop, which then took her one mile to her segre-
gated school, while an all-white school was only seven blocks 
away. The District Court ruled in favor of the Board of Educa-
tion, citing the Plessy decision. 

2.	 Issues of the Case—Does racial segregation of children in pub-
lic schools deprive minorities of equal protection of the law 
under the Fourteenth Amendment? 

3.	 Arguments of the Case—The Browns argued that the Jim Crow 
segregated schools were a violation of the right of equality 
before the law and must be replaced with integrated schools. 
The Kansas Board of Education argued that the Jim Crow 
segregated schools were consistent with law and custom and 
sought to reform the segregated schools by making the black 
schools equal to the white ones.

4.	 Decision of the Court—The court ruled 9-0 that even if the 
schools were equal, segregation was still harmful to minori-
ties and unconstitutional. The major issue was not whether the 
schools were equal but whether separate was constitutional—
to which the court said no. 
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5.	 Distribute Handout 33, and tell students that they next will identify 
and describe specific reactions to school desegregation in the South. 
Explain that there were reactions across the South, but students will 
focus on four major areas. 

Suggested Responses

1.	 Southern Manifesto—Southern Congressmen called for pub-
lic opposition to school integration. 

2.	 Virginia—Senator Harry F. Byrd Sr. of Virginia organized 
a massive resistance movement that closed public schools 
across the state.

3.	 Arkansas—Arkansas Governor Orval Faubus called out the 
state’s National Guard to block African-American students 
from enrolling at Little Rock’s Central High School, leading 
to a showdown between the state and the federal government 
when President Dwight D. Eisenhower called out the Army 
to protect students. This event led to Cooper v. Aaron (1958), 
in which the Supreme Court ruled that decisions made by the 
federal court cannot be ignored by the states.

4.	 Alabama—Alabama Governor George Wallace blocked the 
entrance to the University of Alabama to keep two black 
students from enrolling, which became the infamous “Stand 
in the Schoolhouse Door.” Wallace was famous for his call for 
“segregation now, segregation tomorrow, segregation forever.” 
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Name:

Historical Court Cases Dealing with School Segregation
Directions: Research the following Supreme Court cases. Identify the main points of each case with 
regard to school desegregation.

1.	 Roberts v. City of Boston (1849)

2.	 Dred Scott v. Sandford (1857)

3.	 Slaughterhouse Cases (1873)

4.	 Civil Rights Cases (1883)

5.	 Plessy v. Ferguson (1896)

6.	 Cumming v. Richmond County Board of Education (1899)

Lesson 19 
Handout 31 (page 1)
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Name:

7.	 Berra College v. Kentucky (1908)

8.	 Gong Lum v. Rice (1927)

9.	 University of Maryland v. Murray (1936)

10.	 Missouri ex rel. Gaines v. Canada (1938)

11.	 Sweatt v. Painter (1950)

12.	McLaurin v. Oklahoma State Regents (1950)

Lesson 19 
Handout 31 (page 2)
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Name:

Case Summary: Brown v. Board of Education 
Directions: Complete the following case summary about Brown v. Board of Education.

1.	 Facts of the Case
•	 What was the background?

•	 Who was involved?

2.	 Issues of the Case
•	 What was the constitutional question?

3.	 Arguments of the Case
•	 What did Brown argue?

•	 What did the Board of Education argue?

4.	 Decision of the Court
•	 What was the majority opinion?

•	 What laws and/or parts of the Constitution were involved?

Lesson 19 
Handout 32
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Name:

Social Reactions to Brown v. Board of Education 
Directions: After your study of the Brown decision, think about the major reactions to that case in the 
South. Then record information discussed in class.

	 Southern Reactions to Desegregation	 Specific Details

1.	 Southern Manifesto 

2.	 Virginia

3.	 Arkansas

4.	 Alabama

Lesson 19 
Handout 33
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Lesson 20

Economic Recovery after  
World War II

Objectives

•	 To analyze President Harry S. Truman’s postwar wage-price policy
•	 To use statistics as a basis for hypotheses about the U.S. economy 

through the Truman and Eisenhower administrations

AP* Correlations

Skill Type III
Skill 7: Appropriate Use of Relevant Historical Evidence

Thematic Learning Objective: Work, Exchange, and Technology
WXT-6: Explain how arguments about market capitalism, the 
growth of corporate power, and government policies influenced 
economic policies from the late 18th century through the early 20th 
century

Notes to the Teacher

	 With the conclusion of World War II, economists expected the United 
States to experience another depression. The Truman administration 
struggled to achieve a balance of federal control with free collective bar-
gaining. The policies were inadequate, and massive labor strikes ensued, 
but the result was not a depression, but unprecedented economic develop-
ment.
	 President Dwight D. Eisenhower’s Modern Republicanism attempted 
to reduce the growth of the federal government and promote new and 
stronger forms of government-business cooperation. Recognizing the 
popularity of Social Security, the minimum wage, unemployment insur-
ance, and labor and farm programs, Eisenhower made no attempt to undo 
those programs, but he did try to lower taxes for industries and capital, and 
he lifted Korean War wage and price controls. The theme of Eisenhower’s 
approach might be best characterized by the comment of his defense sec-
retary, Charles Wilson, during his confirmation hearings: “What is good 
for our country is good for General Motors, and vice versa.”
	 In this lesson, students integrate several basic economic concepts into 
their study of history. They analyze postwar wage-price policy statements 
and answer questions. Students then examine statistics in order to draw 
conclusions regarding the American experience through the Truman and 
Eisenhower administrations. Students evaluate and discuss the successes 
and failures of early postwar economic policies.
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Procedure

1.	 Explain that between 1946 and 1964 more than 75 million babies 
were born in the United States. Ask students what kind of impact this 
baby boom would have had on the American economy. (Students will 
probably note the huge increase in the demand for consumer goods, 
homes, cars, and services.) Advise students that this lesson focuses 
on post–World War II economic recovery and specifically addresses 
President Truman’s postwar wage-price policy.

2.	 Distribute Handout 34, and have students complete it. Conduct a 
discussion based on students’ responses.

Suggested Responses

1.	 Dangers included inflation, deflation, depression, commodity 
shortages, and widespread labor strikes.

2.	 Truman continued New Deal approach; he emphasized 
cooperation of labor and management and the necessity of 
compromise in demands of labor and management.

3.	 The comments are somewhat ambiguous; Truman accepted 
the fact that controls were not furthering stabilization; he 
relied on the people to resist inflation; he argued to leave 
collective bargaining in the hands of labor and management; 
perhaps Truman simply did not know what to do with the 
economic situation; there was no evidence of certainty of 
economic success.

3.	 Emphasize that, at the close of 1946, it was not clear whether or not 
the United States could convert to peacetime economy without ex-
treme inflation or extreme deflation, either of which would almost 
certainly have led to another depression.

4.	 Have students complete Handout 35. Be sure to clarify the terms 
Gross National Product (GNP), GNP per capita, and unemployment rate.

5.	 Conduct a discussion based on the handout questions. Encourage 
students to provide support for their responses to questions 4 and 5.

Suggested Responses

1.	 Statistics suggest increasing prosperity but also increased 
cost of living.

2.	 Compared to prewar circumstances, America was affluent. 
Note rising salaries, GNP, and automobile ownership, as well 
as low unemployment rate.

3.	 Parallel rising cost of living suggests continuous inflation, 
limiting real value of increased income.

6.	 Have students read the sections in their textbooks that describe the 
U.S. economy from 1945 to 1960. Conduct a brief discussion com-
paring and contrasting students’ conclusions based on the handouts 
with the texts’ generalizations.
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Name:

Postwar Wage-Price Policy
Directions: Read the following postwar wage-price policy statements, and answer the questions.

	 In August 1945, President Harry Truman began his plan for reconversion from wartime 
economy with the Stabilization Act:

	 Our national welfare requires that during the reconversion period production of civilian 
goods and services go forward without interruption, and that labor and industry cooperate to 
keep strikes and lockouts at a minimum. . . .

1.	 In the near future I shall call a conference of representatives of organized labor and indus-
try, for the purpose of working out by agreement means to minimize the interruption of 
production by labor disputes in the reconversion period.

2.	 Pending the completion of the conference and until some new plan is worked out and 
made effective, disputes which cannot be settled by collective bargaining and concilia-
tion, including disputes which threaten a substantial interference with the transition to 
a peacetime economy, should be handled by the War Labor Board under existing pro-
cedures. For that interim period I call upon the representatives of organized labor and 
industry to renew their no-strike and no-lockout pledges. . . .

3.	 . . . [W]age adjustments which might affect prices must continue to be subject to stabiliza-
tion controls. With the ending of war production, however, there is no longer any threat 
of an inflationary bidding up of wage rates by competition in a short labor market. I am 
therefore authorizing the War Labor Board to release proposed voluntary wage increases 
from the necessity of approval upon condition that they will not be used in whole or in 
part as the basis for seeking an increase in price ceilings. Proposed wage increases requir-
ing price relief must continue to be passed upon by the Board.1

Early in October, Secretary of the Treasury Fred M. Vinson gave the following warning:
	 During the coming year we shall find ourselves in a somewhat paradoxical situation. The rate 
of government expenditures—and particularly those expenditures which find their way currently 
into the pockets of consumers—will be declining rapidly. Millions of workers will be laid off and 
forced to seek new jobs. As the labor market loosens, the workers’ total income will decline. Over-
time pay will rapidly diminish. Many workers who have been promoted to well-paid classifications 
will find themselves reclassified into less remunerative jobs. Workers, in many instances, will have 
to move long distances in search of new jobs. In many States, unemployment compensation, under 
existing legislation, will not prove adequate to sustain mass purchasing power.2

He went on to note the imperative of avoiding both inflation and deflation.

1Harry S. Truman, as quoted in The Truman Administration: A Documentary History, ed. Barton J. Bernstein and Allen J. Matusow (New York: 
Harper & Row, 1966), 48–49.
2Fred M. Vinson, as quoted in The Truman Administration: A Documentary History, 49.

Lesson 20 
Handout 34 (page 1)
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Name:

	 At the end of October, under pressure from labor conflicts, President Truman modified his 
wage-price program. He stated the following:

	 Like most of you, I have been disturbed by the labor difficulties of recent weeks. These dif-
ficulties stand in the way of reconversion; they postpone the day when our veterans and displaced 
war workers can get back into good peacetime jobs. We need more of the good sense, the reason-
ableness, the consideration for the position of the other fellow, the teamwork which we had during 
the war. . . .
	 I am convinced that we must get away as quickly as possible from Government controls, and 
that we must get back to the free operation of our competitive system. Where wages are concerned, 
this means that we must get back to free and fair collective bargaining.
	 As a free people, we must have the good sense to bargain peaceably and sincerely. We must be 
determined to reach decisions based upon our long-range interest . . .
	 . . . If management does grant a wage increase, it is not prevented from coming in thereafter and 
requesting Government approval to have the wage increase considered for purposes of increasing 
prices. Whether such approval is sought before or after the wage increase is given, it receives the 
same consideration. . . .
	 The second point is new and is very important. It is something which I am sure will help 
industry get over this very difficult period of readjustment. In cases where no approval of the wage 
increase has been requested by management, or even where a request has been made and denied 
by the Government, industry will not be asked by the Government to take an unreasonable chance 
in absorbing such wage increases. After a reasonable test period which, save in exceptional cases, 
will be six months, if the industry has been unable to produce at a fair profit, the entire wage 
increase will be taken into account in passing upon applications for price ceiling increases.
	 The Office of Price Administration will have to give its prompt consideration to all applica-
tions for price increases.
	 This is your Government’s wage-price policy. For the time being, the machinery that adminis-
ters it will remain the same as during the war.
	 But, as you know, I have called a conference here in Washington of the representatives of 
management and labor. It will start next week.3

	 During January 1946, the labor situation worsened. Three-quarters of a million steelwork-
ers went on strike. Also striking were meatpackers, electrical workers, and employees of Gen-
eral Motors. On February 14, President Truman again altered his stabilization program:

	 I am now modifying our wage-price policy to permit wage increases within certain limits and 
to permit any industry placed in a hardship position by an approved increase to seek price adjust-
ments without waiting until the end of a six months’ test period, as previously required. . . .
	 I am authorizing the National Wage Stabilization Board to approve any wage or salary in-
crease, or part thereof, which is found to be consistent with the general pattern of wage or salary 
adjustments established in the industry or local labor market area. . . . [P]rovision is made for the 
approval of increases found necessary to eliminate gross inequities as between related industries, 
plants, or job classifications, or to correct substandards of living, or to correct disparities between 
the increase in wage or salary rates. . . .4

3Harry S. Truman, as quoted in The Truman Administration: A Documentary History, 53, 55–56.
4Ibid., 66–67.

Lesson 20 
Handout 34 (page 2)
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Name:

Finally, shortly after the 1946 elections, Truman announced this:
	 There is no virtue in control for control’s sake. When it becomes apparent that controls are not 
furthering the purposes of the stabilization laws but would, on the contrary, tend to defeat these 
purposes, it becomes the duty of the Government to drop the controls. . . .
	 . . .[S]ome shortages remain and some prices will advance sharply when controls are removed. 
We have, however, already seen what consumer resistance can do to excessive prices. The consum-
ers of America know that if they refuse to pay exorbitant prices, prices will come down. . . .
	 Today’s action places squarely upon management and labor the responsibility for working out 
agreements for the adjustment of their differences without interruption of production.5

1.	 What economic dangers did the United States face at the conclusion of World War II?

2.	 How would you characterize Truman’s wage-price policies?

3.	 Do Truman’s comments in November 1946 reflect optimism or pessimism? Explain your 
position.

5Harry S. Truman, as quoted in The Truman Administration: A Documentary History, 84–85.

Lesson 20 
Handout 34 (page 3)
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Name:

The Economy after World War II
Directions: Examine the following statistics and comments as indicators of the American economic 
experience through the Truman and Eisenhower administrations. Then answer the questions.

Lesson 20 
Handout 35 (page 1)

Life expectancy  
at birth

GNP (in billions)

GNP per capita

Average annual income  
of a full-time employee

Average annual income 
of a full-time railroad 
worker

Average annual income  
of a full-time employee  
in health services

Average annual income  
of a non-salaried 
dentist

Retail price of one  
pound of bread

Retail price of one  
pound of round steak

Percentage of families 
owning at least one car

Unemployment rate

1940

62.9

$43.9

$754

$1,299

$1,906

$927

$3,281
(for 1941)

$0.08

$0.36

—

14.6

1947

66.8

$74.6

$1,605

$2,589

$3,211

$1,821

$6,610

$0.12

$0.76

—

3.9

1949

68.0

$79.1

$1,719

$2,844

$3,703

$1,912

$7,146

$0.14

$0.85

56%

5.9

1951

68.4

$85.6

$2,129

$3,217

$4,161

$2,099

$7,820

$0.16

$1.09

60%

3.3

1953

68.8

$88.3

$2,286

$3,581

$4,415

$2,335

$10,873
(for 1952)

$0.16

$0.92

61%

2.9

1955

69.6

$90.9

$2,408

$3,851

$4,697

$2,497

$12,480

$0.18

$0.90

70%

4.4

1957

69.5

$97.5

$2,576

$4,230

$5,416

$2,660

$14,311

$0.19

$0.94

75%

4.3

1959

69.6

$101.6

$2,731

$4,594

$6,054

$2,907
 

 —

$0.20

$1.07

74%

5.5

Sources: Historical Statistics of the United States: Colonial Times to 1970 and other reports from the U.S. Census Bureau.
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Name:

	 . . . The Bureau of Labor Statistics in 1950 calculated that a family income of $3,717 was neces-
sary to maintain a family of four on a “modest but adequate” budget.
	 In 1935–36 this poorest one-fifth of the families had received just 4.1 per cent of the total 
family income, and the richest one-fifth had received 51.7 per cent. In 1950 the percentages stood 
at 4.8 and 45.7, respectively, and by 1958 they were 4.7 and 45.5. The distribution of personal 
income had actually changed very little. The improvement in the living standard of the poorest 
one-fifth came about because total income increased tremendously rather than because they got a 
significantly larger share of this total.
	 Furthermore, personal income was not regionally well distributed. In 1959 the per capita 
personal income of the entire United States (total of personal income divided by population) was 
$2,166. In other words, the mythical average American family received that amount for each fam-
ily member. State figures showed a great diversity: Connecticut, $2,817; California, $2,661; New 
York, $2,736; South Dakota, $1,476; Mississippi, $1,162.1

1.	 How would you describe the U.S. economy between World War II and 1960? Cite specific evi-
dence to support your conclusions.

2.	 In 1958, John Kenneth Galbraith’s The Affluent Society was published. Was he correct in describ-
ing the United States of that period as affluent? Support your answer.

3.	 Pinpoint economic and social dangers suggested by the statistics.

4.	 How would you rate the overall effectiveness of President Harry S. Truman’s economic policies 
and of President Dwight D. Eisenhower’s economic programs?

5.	 What advice would President Truman and President Eisenhower have given to President John F. 
Kennedy regarding the economy as he entered the presidency?

1David A. Shannon, Twentieth-Century America: World War II and Since, 3rd ed. (Chicago: Rand McNally College Publishing Company, 
1974), 143. 
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Lesson 21

The New Frontier and the  
Great Society

Objective

•	 To identify and analyze New Frontier and Great Society programs as 
logical successors to the New Deal

AP* Correlations

Skill Type II
Skill 4: Comparison

Thematic Learning Objective: Politics and Power
POL-4: Analyze how and why the New Deal, the Great Society, 
and the modern conservative movement all sought to change the 
federal government’s role in U.S. political, social, and economic life

Notes to the Teacher

	 In the presidential campaign of 1960, John F. Kennedy challenged 
Americans to commit themselves to active participation in their country. 
Kennedy, in his skillful presentation of facts and figures, proposed a “New 
Frontier” characterized by vigor, direction, and adventure. The effective-
ness of his administration was limited by his assassination in 1963.
	 Lyndon B. Johnson, determined to use to his advantage the public’s 
grief over the assassination, pushed hard to secure passage of programs 
for which Kennedy had fought. His skills as a politician brought early suc-
cesses, including passage of the Civil Rights Act, the Voting Rights Act, 
and Medicare. Johnson’s own vision of a Great Society began to emerge. 
Unfortunately, the war in Vietnam began to consume most of the public’s 
attention and resources in the later years of his administration.
	 Prior to this lesson, students need to outline domestic accomplish-
ments of the Kennedy and Johnson administrations. In class, small groups 
analyze those administrations and write a concluding paragraph to an es-
say they might have written linking Kennedy’s New Frontier and Johnson’s 
Great Society to the New Deal of Franklin D. Roosevelt. Students share 
and evaluate their paragraphs.
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Procedure

1.	 Ask students to identify some of the legacies of President Kennedy’s 
and President Johnson’s domestic policies. (Students’ responses will 
likely include Medicare, Medicaid, Head Start, public housing, af-
firmative action, the 1965 Voting Rights Act, the 1964 Civil Rights 
Act, the space program, and the 1963 Nuclear Test Ban Treaty.) Ad-
vise students that this lesson focuses on Kennedy’s New Frontier and 
Johnson’s Great Society and how they relate to Roosevelt’s New Deal.

2.	 Distribute and assign Handout 36. See the Teacher Resource Page 
on pages 172–173 for suggested responses.

3.	 Distribute Handout 37, assign students to small groups, and direct 
them to consider the issues in part A of the handout.

Suggested Responses

1.	 Students’ responses should recognize the commitment of all 
to “promote the general welfare.”

2.	 a.	 Roosevelt’s concept of “promoting the general welfare” 
meant, in large part, helping the unfortunate deal with the 
Great Depression.

	b. 	 Kennedy would have accepted that responsibility, but he 
also saw a need to help the victims of discrimination.

	c.	 Johnson observed more subtle discrimination against 
other groups, e.g., the elderly, recent immigrants, and 
those unable to secure quality education.

3.	 One (of many) assumptions was that “general welfare” re-
quired more than monetary support.

4.	 Televised broadcasts of peaceful protests of African Ameri-
cans, books such as The Other America by Michael Harrington 
and A Nation of Immigrants by John F. Kennedy, television 
specials on the needs of particular groups, and the examples of 
foreign countries all helped to suggest needed reforms.

5.	 The programs of all three men attempted to deal with the con-
cerns of less affluent Americans.

6.	 Kennedy and Johnson recognized that money alone would 
not bring peace, justice, and security for all Americans.

7.	 In Roosevelt’s case, the Depression and increasing concerns 
about the war in Europe were limiting factors. Kennedy’s assas-
sination and the war in Vietnam hurt the later administrations.

8.	 Coherence may be less obvious than in the New Deal, but 
Kennedy and Johnson tried to bring justice to victims of 
discrimination and poverty while trying, at the same time, to 
guarantee security and education for all.
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9.	 Accept all reasonable responses. Require students to support 
their answers with specific evidence. 

10.	 Answers should reflect that civil rights legislation, Medicare, 
the Immigration Act, and federal aid to education have be-
come permanent features of America’s concept of justice.

4.	 Allow time for students to write the concluding paragraph assigned 
in part B. Even though students have not written the essay, they will 
need to have a clear idea of the thesis and supporting evidence they 
would have chosen in order to write a perceptive conclusion.

5.	 Have small groups share the finished conclusions. Ask the class to 
evaluate the conclusions both for their interpretations of the presi-
dencies and for their effectiveness as essay conclusions. Conclusions 
should go beyond mere summary. 
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Suggested Responses, Handout 37

New Frontier

Lesson 21
Teacher Resource Page (page 1)

Great Society

Program Provisions Impact

Program

Manpower Development and 

Training Act (1962)

Nuclear Test Ban Treaty 

(1963)

Space Program

Medical Retardation and 

Health Centers Act (1963)

Provisions

The program retrained farmers and chroni-

cally unemployed workers.

The United States and the Soviet Union 

banned nuclear tests in the atmosphere.

In 1961, Kennedy committed the United 

States to putting a man on the moon 

by 1970.

This act provided funds for research and 

treatment.

Impact

This act provided opportunities for the very 

poor to become self-sustaining.

This ban helped to increase security for all.

Meeting this commitment allowed the United 

States to take the lead from Russia in the space 

program.

This gave needed support for a group unable to 

speak for themselves.

Civil Rights Act (1964)

Economic Opportunities Act 

(1964)

Voting Rights Act (1965)

Medicare Act (1965)

This act banned discrimination in jobs, 

public hotels and restaurants, and voting.

This act funded a variety of “war on 

poverty” programs, including the Job 

Corps, VISTA, Head Start, Upward Bound, 

Neighborhood Youth Corps, and College 

Work Study.

This act allowed for federal registering of 

voters and federal monitoring of elections; 

it outlawed literacy tests.

This act provided federal funding for 

medical care for the elderly under 

Social Security.

This act marked the first legislative success of 

the civil rights movement.

This act solved few problems because the war 

in Vietnam required an increasingly large share 

of the national budget.

This act strengthened earlier voting laws 

designed to guarantee voting rights for African 

Americans.

The act removed a major inequity in health care.



    Advanced Placement U.S. History, Book 3  173  

Name:
Lesson 21
Teacher Resource Page (page 2)

Elementary and Secondary  

Education Act (1965)

Higher Education Act (1965)

Appalachian Development Act 

(1965)

Immigration Act (1965)

Demonstration Cities Act (1966)

Civil Rights Act (1968)

Federal funds were given to public 

schools and funds for instructional 

materials were supplied to public, 

private, and parochial schools.

This act provided federal funding for 

student loans and college construction.

This act supplied federal funds for a 

particularly depressed area.

This act gave priority to keeping families 

together and promoting national needs.

This act provided funds for rebuilding 

deteriorated urban areas.

This act banned racial discrimination in 

the sale and rental of housing.

The act helped to increase educational 

opportunity, particularly for poorer areas.

The act helped to make college education 

affordable for less affluent students.

Funds were spent on new roads, land improve-

ment, and new health centers in the area.

The act eliminated discrimination based on 

national origin.

The act aimed to inspire creativity in solving 

tough urban problems.

The act helped to integrate some  

neighborhoods.

Program Provisions Impact
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Kennedy and Johnson: Domestic Agendas
Directions: Complete the following chart on domestic aspects of the New Frontier and the Great 
Society.

New Frontier
	 Program	 Provisions	 Impact

Manpower Development  
and Training Act (1962)

Nuclear Test Ban  
Treaty (1963)

Space Program (1958)

Medical Retardation  
and Health Centers  
Act (1963)

Note: Kennedy proposals not enacted before his assassination but enacted later include the following:
	 •	 Federal aid to elementary and secondary education

	 •	 Medicare

	 •	 Voting rights and equal treatment for African Americans in public accommodations

Lesson 21 
Handout 36 (page 1)
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Great Society
	 Program	 Provisions	 Impact

Civil Rights Act  
(1964)

Economic  
Opportunities Act  
(1964)

Voting Rights Act  
(1965)

Medicare Act  
(1965)

Elementary and  
Secondary Education  
Act (1965)

Lesson 21 
Handout 36 (page 2)
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	 Program	 Provisions	 Impact

 Higher Education  
Act (1965)

Appalachian  
Development Act  
(1965)

Immigration Act  
(1965)

Demonstration  
Cities Act (1966)

Civil Rights Act  
(1968)

Lesson 21 
Handout 36 (page 3)
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Successors to the New Deal
Part A.
Directions: Discuss the following issues related to the New Frontier and the Great Society. 

1.	 Is it reasonable to draw parallels among the programs of Franklin D. Roosevelt, John F. Kennedy, 
and Lyndon B. Johnson? Why or why not?

2.	 State as succinctly as you can the political philosophy of each president:

	 a.	 Franklin D. Roosevelt

	 b.	 John F. Kennedy

	 c.	 Lyndon B. Johnson

3.	 What new assumptions did Kennedy and Johnson make about the proper role of government?

4.	 What evidence existed that government needed to assume new responsibilities?

5.	 How were the programs of the three men similar?

Lesson 21 
Handout 37 (page 1)
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6.	 How did the visions of Kennedy and Johnson differ from the vision of Roosevelt?

7.	 What factors limited the possibilities for success for each man?

8.	 What evidence is there of coherence in the New Frontier and the Great Society?

9.	 What strengths do you see in the programs of Kennedy and Johnson?

10.	 What has been the impact of the New Frontier and the Great Society?

Part B.
Directions: Assume that you have written a journal article exploring links among the New Deal, the 
New Frontier, and the Great Society. Write the concluding paragraph of that article on a separate sheet 
of paper, and be prepared to share it with the rest of the class.

Lesson 21 
Handout 37 (page 2)
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Lesson 22

Malcolm X and  
Martin Luther King Jr.

Objective 

•	 To compare and contrast the thoughts and work of Malcolm X and 
Martin Luther King Jr.

AP* Correlations

Skill Type II
Skill 4: Comparison

Thematic Learning Objective: Identity
ID-8: Explain how civil rights activism in the 20th century affected 
the growth of African American and other identity-based political 
and social movements

Thematic Learning Objective: Politics and Power
POL-7: Analyze how debates over civil rights and civil liberties 
have influenced political life from the early 20th century through 
the early 21st century

Notes to the Teacher

	 Most students are fairly familiar with the work of Martin Luther King 
Jr. and his heroic stand against racism and the structures of injustice in this 
country. In particular, most students will have had occasion to hear or read 
selections from his famous speech in 1963 at the Lincoln Memorial. He es-
poused the practice of nonviolence in response to injustice and organized 
the black community into a force willing to endure violence so that the 
injustice of the perpetrators might be exposed for all to see. Classic footage 
from the civil rights movement provides graphic illustrations of the suc-
cess of this tactic, as black men and women can be seen being beaten and 
attacked by police dogs. Sources of the philosophy of nonviolence include 
the Sermon on the Mount in Matthew’s Gospel, Henry David Thoreau’s es-
say on civil disobedience, and the practices of Mohandas Gandhi in India. 
	 Students are often less familiar with the work and thought of Malcolm 
X. Frequently, he and King are posed as antithetical icons of the black 
resistance movement in the 1960s. Dr. King rooted his movement in the 
Christian community, while Malcolm X’s thought was embedded in the 
American Nation of Islam. Martin Luther King’s thought reflected a com-
mitment to working with others while empowering members of the black 
community to advocate for themselves. Malcolm X, on the other hand, is 



180    Advanced Placement U.S. History, Book 3

more famous for his disinclination to allow anyone but blacks to work with 
the black community. He expressed a deep suspicion of whites, particu-
larly in his early and more radical work. Students can readily find speeches 
in which Malcolm X compared the white man to the devil. The Reverend 
Elijah Muhammad, founder of the Nation of Islam, developed a mythical 
justification for the creation of humans in which the root of all evil was 
white-skinned people.
	 Eight months after Martin Luther King Jr. delivered his “I Have a 
Dream” speech on the Mall in Washington, D.C., Malcolm X gave a  speech 
entitled “The Ballot or the Bullet.” In it, Malcolm X rejected the tactics of 
the civil rights movement and called for a new envisioning of the entire 
project. He advocated use of the ballot, but also proposed the use of the 
bullet when necessary; he advocated being nonviolent, but only with those 
who were also nonviolent, tacitly approving the use of violence when the 
government failed to protect blacks; he called for black ownership of busi-
nesses in the black community and the self-purification of the black com-
munity from all evils and vices. Nearly a year later, and one week before he 
was assassinated, Malcolm X gave a speech after his house was bombed. 
In that speech, he explained the new understanding of humanity he devel-
oped after his trip to Mecca. 
	 Students need to be familiar with Dr. King’s speech before beginning 
this lesson.
	 In this lesson, students first review the accomplishments of Martin 
Luther King Jr. They complete a reading on Malcolm X, then compare and 
contrast the thought and practice of Malcolm X and Dr. King. Students 
conclude by writing an essay on the different approaches of Dr. King and 
Malcolm X to the problems confronting the black community in the 1960s.

Procedure

1.	 Ask students to recall as many facts as possible about Martin Luther 
King Jr., and write them on the board. Be sure to include his role as a 
pastor in the Baptist community, his leadership role in the civil rights 
movement and the National Association for the Advancement of Col-
ored People (NAACP), the March on Washington, his advocacy of 
nonviolence, and his assassination. Ask students to reflect on why he 
has been so revered by the United States.

2.	 Ask students to brainstorm about Malcolm X. Typically, students are 
able to situate him in the Muslim community and identify him with 
the phrase “by any means necessary.” Ask students to explore that 
phrase and what it might have meant for Malcolm X. 

3.	 Share with students a brief review of the life of Malcolm X. (He was 
born in 1925 in Nebraska to a poor family and named Malcolm Little. 
His father was a disciple of Marcus Garvey and died under suspicious 
circumstances while Malcolm was a young boy. His mother was com-
mitted to a mental hospital, and Malcolm found himself engaged in 
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a series of petty crimes for which he was eventually incarcerated. He 
became a student of the Nation of Islam while in jail and took the 
name X in lieu of his own last name, arguing that his real identity 
was erased when his forebears were brought to this country in chains. 
He became a famous spokesman for the Nation of Islam but was si-
lenced by Elijah Muhammad when he made some remarks about the 
assassination of John F. Kennedy. He made a pilgrimage to Mecca and 
abandoned the Nation of Islam in order to adopt a more traditional set 
of Islamic practices and created the Organization of Afro-American 
Unity. In 1965, he was assassinated, and some suspected the Nation 
of Islam to have been responsible.)

4.	 Distribute Handout 38. When students have completed reading, 
ask them to sketch out answers to the questions at the close of the 
exercise. 

5.	 Move students into small groups, and ask them to compare and 
contrast the thought and practice of Malcolm X and Martin Luther 
King Jr. Allow students access to the Internet to consult the “I Have a 
Dream” speech that Dr. King gave in 1963.

6.	 For homework, ask students to outline essays responding to the fol-
lowing prompt:
	 Malcolm X and Martin Luther King Jr. posed differing sets 

of analyses to the problems facing the black community of 
the 1960s. To what extent did they differ in their approaches? 
Which approach best suited the needs of the United States? 
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An Interview with Malcolm X
Directions: The imaginary interview that follows will expose you to some of the thoughts of Malcolm 
X. All selections are from his speech “The Ballot or the Bullet” (1964) and from his later reflection the 
night his house was bombed a week before his assassination. As you read, take notes to summarize 
Malcolm X’s ideas. Then answer the questions at the end of the interview.

	Interviewer:	 Are you anti white?

	 Malcolm:	 . . . We’re [not] anti-white, but . . . we’re anti-exploitation, we’re anti-
degradation, we’re anti-oppression. And if the white man doesn’t want us 
to be anti-him, let him stop oppressing and exploiting and degrading us. 
Whether we are Christians or Muslims or nationalists or agnostics or athe-
ists, we must first learn to forget our differences. . . .

		  I am one who doesn’t believe in deluding myself. I’m not going to sit at your 
table and watch you eat, with nothing on my plate, and call myself a diner. 
Sitting at the table doesn’t make you a diner, unless you eat some of what’s 
on that plate. . . . Being born here in America doesn’t make you an Ameri-
can. Why, if birth made you American, you wouldn’t need any legislation, 
you wouldn’t need any amendments to the Constitution, you wouldn’t be 
faced with civil-rights filibustering in Washington, D.C., right now. They 
don’t have to pass civil-rights legislation to make a Polack an American.

		  No, I’m not an American. I’m one of the 22 million black people who are 
the victims of Americanism. One of the 22 million black people who are 
the victims of democracy, nothing but disguised hypocrisy. So, I’m not 
standing here speaking to you as an American, or a patriot. . . . I’m speaking 
as a victim of this American system. And I see America through the eyes of 
the victim. I don’t see any American dream; I see an American nightmare. 

	Interviewer:	 The way you speak has led some to think you are seeking the overthrow of 
the government. Are you?

	 Malcolm:	 I say again, I’m not anti-Democrat, I’m not anti-Republican. . . . I’m just 
questioning their sincerity, and some of the strategy that they’ve been 
using on our people by promising them promises that they don’t intend 
to keep. . . . [I]t’s time now for you and me to become more politically 
mature and realize what the ballot is for; what we’re supposed to get when 
we cast a ballot; and that if we don’t cast a ballot, it’s going to end up in a 
situation where we’re going to have to cast a bullet. . . . In the North, they 
do it a different way. They have a system that’s known as gerrymandering. 
. . . It means when Negroes become too heavily concentrated in a certain 
area, and begin to gain too much political power, the white man comes 
along and changes the district lines. You may say, “Why do you keep saying 
white man?” Because it’s the white man who does it. I haven’t ever seen 



    Advanced Placement U.S. History, Book 3  183  

Name:

any Negro changing any lines. They don’t let him get near the line. . . . And 
usually, it’s the white man who grins at you the most, and pats you on the 
back, and is supposed to be your friend. He may be friendly, but he’s not 
your friend. 

	Interviewer:	 How do you see yourself in terms of the civil rights movement?
	 Malcolm:	 We need some new allies. The entire civil-rights struggle needs a new in-

terpretation, a broader interpretation. . . . To those of us whose philosophy 
is black nationalism, the only way you can get involved in the civil-rights 
struggle is give it a new interpretation. . . . Well, we’re justified in seeking 
civil rights, if it means equality of opportunity, because all we’re doing there 
is trying to collect for our investment. Our mothers and fathers invested 
sweat and blood. Three hundred and ten years we worked in this country 
without a dime in return. . . . You let the white man walk around here talk-
ing about how rich this country is, but you never stop to think how it got 
rich so quick. It got rich because you made it rich. . . .

		  Not only did we give of our free labor, we gave of our blood. Every time he 
had a call to arms, we were the first ones in uniform. . . . We have made a 
greater sacrifice than anybody who’s standing up in America today. We have 
made a greater contribution and have collected less. Civil rights, for those 
of us whose philosophy is black nationalism, means: “Give it to us now.” 

	Interviewer:	 But are you advocating violence?

	 Malcolm:	 Any time you demonstrate against segregation and a man has the audacity to 
put a police dog on you, kill that dog, kill him. . . . Then you’ll put a stop to it. 

		  I don’t mean go out and get violent; but at the same time you should never 
be nonviolent unless you run into some nonviolence. I’m nonviolent with 
those who are nonviolent with me. . . . Any time you know you’re within 
the law, within your legal rights, within your moral rights, in accord with 
justice, then die for what you believe in. But don’t die alone. Let your dying 
be reciprocal. This is what is meant by equality. 

	Interviewer:	 What about the successes of the nonviolent marches throughout the 
South?

	 Malcolm:	 Uncle Sam’s hands are dripping with blood, dripping with the blood of the 
black man in this country. He’s the earth’s number-one hypocrite. . . . Ex-
pand the civil-rights struggle to the level of human rights, take it into the 
United Nations, where our African brothers can throw their weight on our 
side, where our Asian brothers can throw their weight on our side, where our 
Latin-American brothers can throw their weight on our side, and where 800 
million Chinamen are sitting there waiting to throw their weight on our side. 

	Interviewer:	 Can you explain what you mean by black nationalism?

Lesson 22 
Handout 38 (page 2)
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	 Malcolm:	 The political philosophy of black nationalism means that the black man 
should control the politics and the politicians in his own community; no 
more. The black man in the black community has to be re-educated into 
the science of politics so he will know what politics is supposed to bring 
him in return. . . . The political philosophy of black nationalism is being 
taught in the Christian church. It’s being taught in the NAACP. It’s being 
taught in CORE meetings. It’s being taught in SNCC [Student Nonviolent 
Coordinating Committee] meetings. It’s being taught in Muslim meetings. 
It’s being taught where nothing but atheists and agnostics come together. . 
. . Black people are fed up with the dillydallying, pussyfooting, compromis-
ing approach that we’ve been using toward getting our freedom. We want 
freedom now, but we’re not going to get it saying “We Shall Overcome.” 
We’ve got to fight until we overcome.

		  The economic philosophy of black nationalism is pure and simple. It only 
means that we should control the economy of our community. Why should 
white people be running all the stores in our community? Why should 
white people be running the banks of our community? . . .

		  If we own the stores, if we operate the businesses, if we try and establish 
some industry in our own community, then we’re developing to the position 
where we are creating employment for our own kind. Once you gain control 
of the economy of your own community, then you don’t have to picket and 
boycott and beg some cracker downtown for a job in his business.

		  The social philosophy of black nationalism only means that we have to 
get together and remove the evils, the vices, alcoholism, drug addiction, 
and other evils that are destroying the moral fiber of our community. We 
ourselves have to lift the level of our community, the standard of our com-
munity to a higher level, make our own society beautiful so that we will be 
satisfied in our own social circles and won’t be running around here trying 
to knock our way into a social circle where we’re not wanted. . . . 

		  A gospel such as black nationalism . . . [is designed] to make the black 
man re-evaluate himself. . . . We’ve got to change our own minds about 
each other. . . . We have to see each other with new eyes. . . We have to 
come together with warmth so we can develop unity and harmony that’s 
necessary to get this problem solved ourselves. 

	Interviewer:	 Are you willing to work with Martin Luther King and the NAACP?

	 Malcolm:	 We will work with anybody, anywhere, at any time, who is genuinely inter-
ested in tackling the problem head-on, nonviolently as long as the enemy 
is nonviolent, but violent when the enemy gets violent. We’ll work with 
you on the voter-registration drive, we’ll work with you on rent strikes, 
we’ll work with you on school boycotts. . . .
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		  Last but not least, I must say this concerning the great controversy over 
rifles and shotguns . . . . If the white man doesn’t want the black man buy-
ing rifles and shotguns, then let the government do its job.1

	Interviewer:	 Can you explain what changes developed in your perspective after your Haj?

	 Malcolm:	 When I got over there and went to Mecca and saw these people who were 
blond and blue-eyed and pale-skinned . . . , I said, “Well,” but I watched 
them closely. And I noticed that though they were white, and they would 
call themselves white, there was a difference between them and the white 
ones over here. And that basic difference was this: In Asia or the Arab 
world or in Africa, where the Muslims are, if you find one who says he’s 
white, all he’s doing is using an adjective to describe something that’s inci-
dental about him, one of his incidental characteristics; so there’s nothing 
else to it, he’s just white.

		  But when you get the white man over here in America and he says he’s 
white, he means something else. You can listen to the sound of his voice—
when he says he’s white, he means he’s boss. That’s right. That’s what white 
means in this language. . . . White means free, boss. He’s up there. So that 
when he says he’s white he has a little different sound in his voice.

	Interviewer:	 But your experience of differences abroad has not led you to abandon vio-
lence as a tool?

	 Malcolm:	 I saw in the paper where they—on the television where they took this 
Black woman down in Selma, Alabama, and knocked her right down on 
the ground, dragging her down the street. . . . And Negro men standing 
around doing nothing about it saying, “Well, let’s overcome them with our 
capacity to love.” What kind of phrase is that? “Overcome them with our 
capacity to love.” And then it disgraces the rest of us, because all over the 
world the picture is splashed showing a Black woman with some white 
brutes, with their knees on her holding her down, and full-grown Black 
men standing around watching it. . . .

		  [S]ince the federal government has shown that it isn’t going to do anything 
about it but talk, it is a duty, it’s your and my duty as men, as human beings, 
it is our duty to our people, to organize ourselves and let the government 
know that if they don’t stop that Klan, we’ll stop it ourselves. . . . So, we 
only mean vigorous action in self-defense, and that vigorous action we feel 
we’re justified in initiating by any means necessary. 

	Interviewer:	 So what is the major difference now in how you understand the problem of 
rights for blacks?

Lesson 22 
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1Malcolm X, “The Ballot or the Bullet,” in Malcom X Speaks: Selected Speeches and Statements, ed. George Breitman (New York: Grove Press, 
1990), 23–44 passim. Copyright © 1965, 1989 by Betty Shabazz and Pathfinder Press. Reprinted by permission.
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	 Malcolm:	 [O]nce we became identified with the orthodox Muslim world, we also 
formed a group known as the Organization of Afro-American Unity, 
which is designed to fight all the negative political, economic, and social 
conditions that exist in our neighborhood. It’s a nonreligious organization 
to which anyone can belong who’s interested in direct action.

		  And one of our first programs is to take our problem out of the civil rights 
context and place it at the international level, of human rights, so that the 
entire world can have a voice in our struggle. 

	Interviewer:	 Last year you said you would work with the other civil rights groups. Is 
that still your position?

	 Malcolm:	 [W]e will work with all others, even civil rights groups, who are dedicated 
to increase the number of Black registered voters in the South. . . . So we 
will join in with them in their voter registration and help to train brothers 
in the arts that are necessary in this day and age to enable one to continue 
his existence upon this earth.

		  I say again that I’m not a racist, I don’t believe in any form of segregation or 
anything like that. I’m for brotherhood for everybody, but I don’t believe in 
forcing brotherhood upon people who don’t want it. Let us practice brother-
hood among ourselves, and then others who want to practice brotherhood 
with us, we practice it with them also, we’re for that. But I don’t think that we 
should run around trying to love somebody who doesn’t love us.2

1.	 Evaluate Malcolm X’s claims not to be anti-white. Why do you think so many rejected his analysis?

2.	 Analyze Malcolm X’s critique of the civil rights movement. Be sure to read both speeches before 
you do so.

3.	 When did he see the use of violence as justifiable?

4.	 What economic and political changes did he advocate for the black community?

Lesson 22 
Handout 38 (page 5)

2Malcolm X, “Educate Our People in the Science of Politics,” in February 1965: The Final Speeches, ed. Steve Clark (New York: Pathfinder 
Press, 1992), 75–105 passim. Copyright © 1992 by Betty Shabazz and Pathfinder Press. Reprinted by permission.
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Lesson 23

The Impact of the Warren Court

Objective

•	 To examine the impact of the Warren court on the American legal 
system

AP* Correlations

Skill Type III
Skill 7: Appropriate Use of Relevant Historical Evidence

Thematic Learning Objective: Politics and Power
POL-5: Analyze how arguments over the meaning and interpreta-
tion of the Constitution have affected U.S. politics since 1787

Notes to the Teacher

	 In 1953, President Dwight D. Eisenhower appointed Earl Warren as 
the chief justice of the United States Supreme Court. Warren, a graduate 
of the University of California Law School, had served as state attorney 
general and governor in California. Warren’s court would, over a period of 
sixteen years, change the structure of America’s legal and judiciary systems. 
	 When Warren assumed the position of chief justice, the Court was a 
divided one. The judicial restraint faction, led by Justice Felix Frankfurter, 
believed that the stability of the law must be maintained and that prec-
edents should not be changed. The activist faction, led by Justices Hugo 
Black and William Douglas, believed that the law is a living, breathing 
thing and cannot be stagnant. When Warren joined the Court, he allied 
himself with the activist justices. In 1962, two of the judicial restraint jus-
tices retired and President John F. Kennedy appointed two replacements. 
Justice Byron White aligned himself with the judicial restraint group, while 
Justice Arthur Goldberg joined the activist group. This action gave Warren 
a solid activist majority and paved the way for several landmark cases that 
changed the face of the American legal system. 
	 In this lesson, students research several important decisions made by 
the Warren Court and complete a chart. They answer questions about key 
excerpts from majority, concurring, and dissenting opinions from five 
landmark cases. Finally, they discuss the influence of the Court on today’s 
American legal system. 

Procedure

1.	 Distribute Handout 39, and review the legal terms.
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Suggested Responses

1.	 De facto—literally means “in fact” regardless of legality; for 
example, de facto segregation which occurs because of social 
or economic factors, not because of law

2.	 De jure—the opposite of de facto; by the law
3.	 Exclusionary rule—evidence seized by illegal means cannot 

be used during a criminal trial
4.	 Majority opinion—the written statement that explains and 

supports the decision made by the majority of judges in a 
court case

5.	 Concurring opinion—the written statement that explains and 
supports the decision made by judges who agree with the ma-
jority opinion but for different reasons

6.	 Dissenting opinion—the written statement that explains and 
supports the decision made by the minority of judges in a 
court case

7.	 Search and seizure—practice of searching and/or seizing 
property belonging to an individual suspected or accused of 
criminal activity

8.	 Due process—legal safeguards that protect the rights of an ac-
cused individual

9.	 Miscegenation—marriage or sexual relations between indi-
viduals of different races

10.	 Self-incrimination—statements of an individual accused per-
son that substantiate his or her guilt

2.	 Ask for examples of some of the legal rights that have been defined 
in the United States since the 1950s (rights of the accused, includ-
ing the right to counsel, right to due process, and the right not to 
have to incriminate oneself; civil and voting rights). Explain that 
many of these legal rights were defined by the Supreme Court during 
the tenure of Chief Justice Earl Warren, when the Court dealt with 
antitrust violations, obscenity laws, and the freedom of speech, the 
press, and religion, as well as cases which defined legal precedents for 
the accused. Laws that enforced segregation of public facilities and 
restricted personal liberties, such as marriages and voting rights, were 
struck down during Warren’s tenure. 

3.	 Distribute Handout 40, and have students complete the activity as 
directed. See the Teacher Resource Page on page 190 for suggested 
responses. 

4.	 Divide the class into five small groups. Distribute Handout 41, and 
assign one section to each group. Have students read the excerpts and 
answer the questions. In a whole class setting, have groups summa-
rize their cases and briefly discuss answers to the questions.
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Suggested Responses

Mapp v. Ohio
1.	 Results of all unreasonable searches and seizures could not be 

used as evidence in court.
2.	 A combination of the Fourth Amendment’s ban against un-

reasonable searches and seizures and the Fifth Amendment’s 
protection against self-incrimination make the exclusionary 
rule not only justified, but also required.

3.	 The question is whether states have the right to determine on 
their own whether they will apply the exclusionary rule.

Miranda v. Arizona
1.	 Suspects must be warned of their right to remain silent and of 

the possibility of self-incrimination; a waiver of rights must be 
voluntary; suspects must have the right to counsel and to have 
counsel present at questioning; they may refuse to answer 
questions during an interrogation.

2.	 Harlan foresaw a decrease in confessions.
Tinker v. Des Moines
1.	 Officials must be able to show that disruption is something 

more than an unpleasant or uncomfortable event. It must 
substantially interfere with the requirements of appropriate 
discipline in the operation of the school.

2.	 Black questioned whether teachers and students have the 
right to use the school as a platform for speech. 

Brown v. Board of Education
1.	 “To separate them [children in grade and high schools] from 

others of similar age and qualifications solely because of their 
race generates a feeling of inferiority as to their status in the 
community that may affect their hearts and minds in a way 
unlikely ever to be undone. . . .”

2.	 The decision reversed Plessy v. Ferguson.
Gideon v. Wainwright
1.	 Accused persons have the right to defense counsel.
2.	 The Fourteenth Amendment requires due process of law for 

the deprival of liberty just as for deprival of life, and there 
cannot constitutionally be a difference in the quality of the 
process based merely upon a supposed difference in the sanc-
tion involved.

5.	 Ask students to summarize how the American legal system was 
changed by the Warren Court. (Brown v. Board of Education was 
decided in the early years of the Warren court, when it was evenly di-
vided between the two factions. The later landmark cases, decided by 
a more activist court, defined critical personal legal rights in America. 
Important cases guaranteed individual rights concerning freedom of 
religion, speech, and the press, while still others struck down laws 
that supported racial segregation.)
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Suggested Responses, Handout 40

	 Case	 Year		  Summary	 Right Protected
Justice/ 

Majority Opinion 

Lesson 23
Teacher Resource Page

Roth v. United States

Watkins v. United 

States

Hamilton v. Alabama

Escobedo v. Illinois

McLaughlin v. Florida

Shepard v. Maxwell

Loving v. Virginia

United States v. 

Wade

Katz v. United States

1957

1957

1961

1964

1964

1966

1967

1967

1967

Brennan

Warren

Douglas

Goldberg

White

Clark

Warren

Brennan

Stewart

Freedom of press

Due process

Due process

Due process/  

Self-incrimination

Equal protection

Due process/Fifth  

Amendment

Equal protection under the 

Fourteenth Amendment

Due process

Unreasonable search  

and seizure; Fourth 

Amendment

Average person applying local standards 

can determine whether material is 

obscene. Obscenity is not protected by 

the Constitution as part of freedom of 

the press.

Watkins was denied due process in his 

refusal to testify before the House Un-

American Activities Committee, whose 

questioning was beyond the power of 

Congress

Absence of defendant’s counsel at the 

time of his arraignment violated his 

rights under due process.

Accused persons have an absolute right 

to remain silent rather than be forced to 

incriminate themselves.

Florida law prohibiting cohabitation 

by an unmarried biracial couple 

violated equal protection guaranteed by 

Fourteenth Amendment.

Defendant did not receive a fair trial 

because of massive, widespread, and 

prejudicial publicity.

Laws against interracial marriage consti-

tute invidious racial discrimination.

No police lineup may be conducted 

without the presence of counsel.

People are entitled to protection of 

conversations from wiretapping without 

a warrant.

© COPYRIGHT, The Center for Learning. Used with permission. Not for resale.
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Name:

Legal Terms
Directions: Define the following terms.

1.	 De facto

2.	 De jure

3.	 Exclusionary rule

4.	 Majority opinion

5.	 Concurring opinion

6.	 Dissenting opinion

7.	 Search and seizure

8.	 Due process

9.	 Miscegenation

10.	 Self-incrimination

Lesson 23 
Handout 39
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Name:

Notable Cases Decided by the Warren Court
Directions: Use your textbook, the Internet, and other resources to research the following Supreme 
Court cases, and complete the chart. Identify the legal right each of the cases supported. 

	 Case	 Year	 Opinion	 Summary	 Protected

Roth v. 
United States

Watkins v. 
United States

Hamilton v. 
Alabama

Justice/ 
Majority 

Lesson 23 
Handout 40 (page 1)

Right
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Name:

	 Case	 Year	 Opinion	 Summary	 Protected

Escobedo v. 
Illinois

McLaughlin 
v. Florida

Shepard v. 
Maxwell

Lesson 23 
Handout 40 (page 2)

Right
Justice/ 
Majority 
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Name:

	 Case	 Year	 Opinion	 Summary	 Protected

 Loving v. 
Virginia

United States 
v. Wade

Katz v. 
United States

Lesson 23 
Handout 40 (page 3)

Justice/ 
Majority Right
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Name:

Five Landmark Cases of the Warren Court
Directions: Read the following excerpts, and answer the questions. 

Case 1: Mapp v. Ohio (1961) 
Majority Opinion ( Justice Tom C. Clark)

	 . . . in extending substantive protections of due process to all constitutionally unreasonable 
searches—state or federal—it was logically and constitutionally necessary that the exclusion doc-
trine—an essential part of the right to privacy—be also insisted upon as an essential ingredient of 
the right. . .

Concurring Opinion ( Justice Hugo Black)

	 I am still not persuaded that the Fourth Amendment, standing alone, would be enough to bar 
the introduction into evidence against an accused of papers and effects seized from him in viola-
tion of its commands. For the Fourth Amendment does not itself contain any provision expressly 
precluding the use of such evidence, and I am extremely doubtful that such a provision could be 
properly inferred from nothing more than the basic command against unreasonable searches and 
seizures. Reflection on the problem, however, . . . has led me to conclude that when the Fourth 
Amendment’s ban against unreasonable searches and seizures is considered together with the Fifth 
Amendment’s ban against compelled self-incrimination, a constitutional basis emerges which not 
only justifies but actually requires the exclusionary rule.

Dissenting Opinion ( Justice John M. Harlan)

	 . . . Our concern here . . . is not with the desirability of that [exclusionary] rule but only with 
the question whether the States are Constitutionally free to follow it or not as they may themselves 
determine. . . .

1.	 What did the exclusionary rule exclude from trial? Why?

2.	 How did Justice Black’s reasoning differ from the majority opinion?

3.	 Did Justice Harlan support the state’s right to apply or not apply the exclusionary rule?

Lesson 23 
Handout 41 (page 1)
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Name:

Case 2: Miranda v. Arizona (1966)
Majority Opinion (Chief Justice Earl Warren)

	 . . . [T]he prosecution may not use statements, whether exculpatory or inculpatory, stem-
ming from custodial interrogation of the defendant unless it demonstrates the use of procedural 
safeguards effective to secure the privilege against self-incrimination. By custodial interroga-
tion, we mean questioning initiated by law enforcement officers after a person has been taken 
into custody. . . . As for the procedural safeguards to be employed, . . . the following measures 
are required. Prior to any questioning, the person must be warned that he has a right to remain 
silent, that any statement he does make may be used as evidence against him, and that he has the 
right to the presence of an attorney, either retained or appointed. The defendant may waive . . . 
these rights, provided the waiver is made voluntarily, knowingly and intelligently. If, however, he 
indicates in any manner and at any stage of the process that he wishes to consult with an attorney, 
before speaking, there can be no questioning. Likewise, if the individual is alone and indicates in 
any manner that he does not wish to be interrogated, the police may not question him. The mere 
fact that he may have answered some questions or volunteered some statements on his own does 
not deprive him of the right to refrain from answering any further inquiries until he has consulted 
with an attorney and thereafter consents to be questioned. . . .
	 The warning of the right to remain silent must be accompanied by the explanation that any-
thing said can and will be used against the individual in court. This warning is needed in order to 
make him aware not only of the privilege, but also of the consequences of foregoing it. . . .

Dissenting Opinion ( Justice John M. Harlan)

	 What the Court largely ignores is that its rules impair, if they will not eventually serve wholly 
to frustrate, an instrument of law enforcement that has long and quite reasonably been thought 
worth the price paid for it. There can be little doubt that the Court’s new code would markedly 
decrease the number of confessions. To warn the suspect that he may remain silent and remind 
him that his confessional may be used in court are minor obstructions. To require also an express 
waiver by the suspect and an end to questioning whenever he demurs must heavily handicap 
questioning. And to suggest or provide counsel for the suspect simply invites the end of the inter-
rogation. . . .

1.	 What did Chief Justice Warren say has to be done to ensure due process?

2.	 How did Justice Harlan feel the new rules would impair law enforcement?

Lesson 23 
Handout 41 (page 2)
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Name:

Case 3: Tinker v. Des Moines (1969) 
Majority Opinion ( Justice Abe Fortas)

	 . . . First Amendment rights, applied in light of the special characteristics of the school environ-
ment, are available to teachers and students. It can hardly be argued that either students or teachers 
shed their constitutional rights to freedom of speech or expression at the schoolhouse gate. . . . That 
they [Boards of Education] are educating the young for citizenship is reason for scrupulous protec-
tion of Constitutional freedoms of the individual, if we are not to strangle the free mind at its source 
and teach youth to discount important principles of our government as mere platitudes. . . . 
In order for the State in the person of school officials to justify prohibition of a particular expres-
sion of opinion, it must be able to show that its action was caused by something more than a mere 
desire to avoid discomfort and unpleasantness that always accompany an unpopular viewpoint. 
Certainly where there is no finding and no showing that engaging in the forbidden conduct would 
“materially and substantially interfere with the requirements of appropriate discipline in the op-
eration of the school,” the prohibition cannot be sustained. . . .
	 . . . [T]he record fails to yield evidence that the school authorities had reason to anticipate that 
the wearing of the armbands would substantially interfere with the work of the school or impinge 
upon the rights of other students. . .  . The school officials banned and sought to punish petitioners 
for a silent, passive expression of opinion, unaccompanied by any disorder or disturbance on the 
part of petitioners. . . .
	 . . . [T]he school authorities did not purport to prohibit the wearing of all symbols of political 
or controversial significance. . . . Instead, a particular symbol—black armbands worn to exhibit 
opposition to this Nation’s involvement in Vietnam,—was singled out for prohibition. Clearly, the 
prohibition of expression of one particular opinion, at least without evidence that it is necessary to 
avoid material and substantial interference with schoolwork or discipline, is not constitutionally 
permissible.

	 	 Dissenting Opinion (Justice Hugo Black)

	 . . . Assuming that the Court is correct in holding that the conduct of wearing armbands for the 
purpose of conveying political ideas is protected by the First Amendment, the crucial remaining 
questions are whether students and teachers may use the schools at their whim as a platform for 
the exercise of free speech. . . .
	 . . . While I have always believed that under the First and Fourteenth Amendments neither the 
State nor the Federal Government has any authority to regulate or censor the content of speech, I 
have never believed that any person has a right to give speeches or engage in demonstration where 
he pleases and when he pleases. . . . 
	 It is a myth to say that any person has a constitutional right to say what he pleases, where he 
pleases, and when he pleases. . . . 

1.	 According to the majority opinion, what does a school district have to prove to justify a rule 
limiting students’ rights to free speech?

2.	 How did Justice Black differ from the majority opinion?

Lesson 23 
Handout 41 (page 3)
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Name:

Case 4: Brown v. Board of Education (1954)
Unanimous Opinion (Chief Justice Earl Warren)

	 . . . Today, education is perhaps the most important function of state and local governments. 
Compulsory school attendance laws and the great expenditures for education both demonstrate 
our recognition of the importance of education to our democratic society. . . . Today it is a principal 
instrument in awakening the child to cultural values, in preparing him for later professional train-
ing, and in helping him to adjust normally to his environment. In these days, it is doubtful that any 
child may reasonably be expected to succeed in life if he is denied the opportunity of an education. 
Such an opportunity, where the state has undertaken to provide it, is a right which must be made 
available to all on equal terms. . . . 
	 To separate them [children in grade and high schools] from others of similar age and qualifica-
tions solely because of their race generates a feeling of inferiority as to their status in the community 
that may affect their hearts and minds in a way unlikely ever to be undone. . . . 
	 We conclude that in the field of public education the doctrine of “separate but equal” has no 
place. Separate educational facilities are inherently unequal. Therefore, we hold that the plaintiffs 
and other similarly situated . . . are . . . deprived of the equal protection of the laws guaranteed by 
the Fourteenth Amendment. . . . 

1.	 What factors played an important role in the Court’s decision?

2.	 What previous case did Warren here reverse?

Lesson 23 
Handout 41 (page 4)
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Name:

Case 5: Gideon v. Wainwright (1963)
Majority Opinion ( Justice Hugo Black)

	 Since Gideon was proceeding in forma pauperis, we appointed counsel to represent him 
and requested both sides to discuss in their briefs and oral arguments the following: Should this 
Court’s holding in Betts v. Brady be reconsidered? . . .
	 The Sixth Amendment provides, “In all criminal prosecutions, the accused shall enjoy the 
right . . . to have the Assistance of Counsel for his defence.” We have construed this to mean that in 
federal courts counsel must be provided for defendants unable to employ counsel unless the right 
is competently and intelligently waived. . . . 
	 Not only these precedents but also reason and reflection require us to recognize that in our 
adversary system of criminal justice, any person haled into court, who is too poor to hire a lawyer, 
cannot be assured a fair trial unless counsel is provided for him. This seems to us to be an obvious 
truth. Governments, both state and federal . . . spend vast sums of money to . . . try defendants 
accused of crime. . . . Similarly, there are few defendants charged with crime, few indeed, who fail 
to hire the best lawyers they can get to prepare and present their defenses. That government hires 
lawyers to prosecute and defendants who have the money hire lawyers to defend are the strongest 
indications of the widespread belief that lawyers in criminal courts are necessities, not luxuries. 
The right of one charged with crime to counsel may not be deemed fundamental and essential to 
fair trials in some countries, but it is in ours.

Concurring Opinion ( Justice Tom C. Clark)

	 That the Sixth Amendment requires appointment of counsel in “all criminal prosecutions” is 
clear, both from the language of the Amendment and from this Court’s interpretation. . . .
	 I must conclude here . . . that the Constitution makes no distinction between capital and 
noncapital cases. The Fourteenth Amendment requires due process of law for the deprival of “lib-
erty” just as for deprival of “life,” and there cannot constitutionally be a difference in the quality 
of the process based merely upon a supposed difference in the sanction involved. How can the 
Fourteenth Amendment tolerate a procedure which it condemns in capital cases on the ground 
that deprival of liberty may be less onerous than deprival of life—a value judgment not universally 
accepted—or that only the latter deprival is irrevocable? I can find no acceptable rationalization 
for such a result, and I therefore concur in the judgment of the Court.

1.	 What right did the majority opinion guarantee?

2.	 Justice Clark agreed with the decision to overturn Betts v. Brady, but for a different reason. What 
reason did he cite?

Lesson 23 
Handout 41 (page 5)
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Lesson 24 

Democrats and Republicans:  
Evolution and Transformation

Objective

•	 To analyze the developments and transformations of America’s po-
litical parties as they evolved into the Republican and Democratic 
Parties of today

AP* Correlations

Skill Type II
Skill 4: Comparison

Thematic Learning Objective: Politics and Power
POL-2: Explain how and why major party systems and political 
alignments arose and have changed from the early Republic through 
the end of the 20th century

Notes to the Teacher

	 While not perfect, one way to follow the development of the Demo-
cratic and Republican Parties is to see them as two original political factions 
that rose out of disagreements about the Constitution and the principle of 
a strong central government versus that of states’ rights. This stretches back 
to the Anti-Federalists of Thomas Jefferson and the Federalists of Alexander 
Hamilton. Jefferson would later call his party the Democratic-Republican 
Party. The current Democratic Party would emerge under Andrew Jackson 
prior to the Civil War; the Republican Party would develop from various 
groups opposed to the extension of slavery. 
	 As our country expanded and matured and democratic rights were 
extended to all its citizens, political parties also evolved to reflect changes 
in society. Like living organisms responding to competition and seeking 
to survive, each political party evolved as it sought new voters and new 
coalitions. These new voters would also change the direction of the party. 
	 In this lesson, students examine the emergence and evolution of 
American political parties over time. In small groups, they prepare pre-
sentations on different political eras. They apply the knowledge they have 
gained about the development of political parties by completing a “Who 
Am I?” activity.



202    Advanced Placement U.S. History, Book 3

Procedure

1.	 Ask why political parties have emerged, evolved, and changed over 
time. (Changes in government resulted in political and sectional 
differences, which led to new political parties. Changes during the 
presidency of Andrew Jackson caused divisions along economic lines. 
In a competition for votes, political parties established platforms that 
appealed to specific groups of voters. Demands for reform resulted in 
the establishment of third parties like the Populists. Disagreements 
over foreign policy resulted in party divisions. Territorial expansion 
opened new areas for settlement, resulting in voters with different 
needs. Economic crises, panics, and depressions, as well as a desire 
for a change in economic policy, resulted in the formation of parties 
that supported the gold standard and free silver. Internal migrations 
led to the growth of cities and resulted in new regional divisions.)

2.	 Divide the class into small groups. Distribute Handout 42, and as-
sign each group a political party to research. Instruct students to 
research the evolution of the party and to prepare a report to present 
to the class.

Suggested Responses

1.	 Democratic-Republican Party
•	 This party supported states rights, a strict interpretation of 

the Constitution, no central bank, and  an agrarian-based 
society.

•	 Support came from Southerners, farmers, and the poor 
and illiterate.

•	 The “Peaceful Revolution” of 1800 saw the transfer of 
leadership and power from the Federalist Party to the 
Democratic-Republican Party without violence. James 
Madison (1808) kept elements of Federalist rule includ-
ing stronger central government and central bank. 

2.	 Federalist Party
•	 This party supported strong central government, a na-

tional bank, a loose interpretation of Constitution, and 
manufacturing.

•	 Supporters came from New England, the cities, and the 
rich and educated. 

•	 Unpopular policies under John Adams (1800) caused 
a decline in the party, which was viewed as out of touch 
with the nation and the tide of nationalism following the 
War of 1812, which the party opposed.

3.	 Jacksonian Democrats
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•	 Democratic-Republican Party split over bitterness from 
“the Corrupt Bargain,” and supporters of Jackson began 
calling themselves the Democratic Party.

•	 Democrats were for states’ rights, elimination of a central 
bank, and not using federal money for state projects.

•	 In 1828, Andrew Jackson and the Democratic Party won 
the presidency. His policies, which destroyed the central 
bank and seemed antiwealth, antiprivilege, and antire-
gional, resulted in the creation of the Whig Party by 1834. 

•	 Jacksonian Democracy was aimed at expanding democ-
racy and opening up business opportunities for all white 
men. 

4.	 The National Republicans or Whigs
•	 This group resembled the earlier Federalist Party, but in 

1834 the party reorganized as the Whigs in opposition to 
Jackson’s perceived abuse of power.

•	 Known as the party of the wealthy, it was supported by 
merchants and urban dwellers. 

•	 This party supported a central bank and internal improve-
ments.

•	 The party’s Southern wing supported slavery in contrast 
to the position of its Northern wing, causing its eventual 
collapse prior to the Civil War.

5.	 Democrats from 1840 to 1896
•	 This group was dominant in the North in spite of the issue 

of slavery.
•	 This party espoused states’ rights, was against a national 

bank, and believed in rapid western expansion as a way to 
prevent the expansion of slavery.

•	 Democrats were first seen as the party that thwarted the 
cause of liberty by supporting “popular sovereignty” and 
were perceived as being supportive of slavery in both the 
North and the South. 

•	 During the Civil War, the Northern Democratic Party 
split into two factions—war Democrats, who supported 
Lincoln, and Copperheads, who were antiwar and more 
like typical Jacksonian Democrats who supported states’ 
rights and typically held racist views. 

•	 Following the Civil War, the Democratic Party re-
gained power in the South and disenfranchised African 
Americans.
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6.	 Republicans from 1854 to 1900 
•	 This group supported the Kansas-Nebraska Act, which 

overturned the Missouri Compromise and allowed “pop-
ular sovereignty” or the extension of slavery in previously 
free territories of the Louisiana Purchase and resulted in 
the formation of a new political party. 

•	 Free Soilers and Northern or Conscience Whigs joined 
with abolitionists to form a new party, which was desig-
nated as the Republican Party. The party sought to restore 
the union as a champion of liberty, supported farmers, 
and initially was for a strong central government until the 
late 1800s. 

•	 This group began to change in late nineteenth century and 
became the party of laissez-faire capitalism, less govern-
ment control, traditional Protestantism, and Prohibition. 

•	 Farmers began leaving the party over silver coinage.
7.	 Democrats to 1900

•	 Grover Cleveland won the presidency and become the 
first Democratic president since 1856. 

•	 Some support came from mid-Atlantic and lower Mid-
west states, but especially from the South. 

•	 The Democrats had become the party of business which 
supported a national bank, the gold standard, and lais-
sez-faire capitalism; Democrats opposed imperialism, 
favored reform such as civil service, and opposed big-city 
corruption.

•	 Because the Democratic Party took the blame for the 
Panic of 1893, the party ended up splitting between the 
farmers and business interests, with farmers prevailing 
later. 

•	 Catholic immigrants from the cities wanted government to 
stay out of the morality business and opposed Prohibition. 

•	 The modern Democratic Party emerged during the late 
nineteenth century under William Jennings Bryan, who 
became the first leader of a major political party to em-
brace the idea of the government protecting the welfare 
of the common person. Farmers flocked to Bryan and 
favored the free coinage of silver to relieve the effects of 
the Panic of 1893. 

•	 Republicans portrayed Democrats as the party of rum, 
Romanism, and rebellion. 
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8.	 Democrats from 1900 to 2000
•	 Woodrow Wilson (1912) was elected because of deep di-

visions in the Republican Party. His progressive reforms 
gained women the right to vote and helped resolve various 
antitrust issues. 

•	 The Stock Market Crash (1929) and the Great Depres-
sion led to major alterations, as the party abandoned its 
laissez-faire capitalism and moved decisively toward gov-
ernment regulation. The Democratic Party of Franklin D. 
Roosevelt (FDR) looked more like the Democratic Party 
of today, associated with civil rights and social and eco-
nomic regulation. 

•	 Supporters consisted of union members, intellectuals, the 
poor, African Americans, women, immigrants, Southern-
ers, Catholics, and city dwellers, and the party would 
dominate the political scene until Ronald Reagan. 

•	 During the 1960s, the Democratic Party began to em-
brace the ideals of the civil rights movement and once 
again seemed to embrace the dispossessed. 

•	 Conservative Southern Democrats called Dixiecrats 
began leaving the party in 1948 when Harry Truman 
showed support for civil rights and desegregated the mili-
tary. They  left in even greater numbers after Lyndon B. 
Johnson’s Civil Rights Act of 1964. 

•	 By 1984, the Democratic “New Deal” coalition of vot-
ers seemed broken. The South and ethnic whites in the 
Northeast turned to the Republican Party. The Demo-
cratic Party began to move more toward the center and 
ran Southerners for president. It appealed to those who 
opposed Republican policies and called itself a “big tent” 
party, a party big enough to appeal to most Americans. 

•	 The Democratic Party (1992–2000) under Bill Clinton 
and others would move to the right on issues such as wel-
fare reform and balancing the federal budget. 

•	 In 2008, the Democrats would nominate the nation’s first 
African-American president, Barack Obama, who ran on 
a platform of change.

9.	 Republicans from 1900 to 2000
•	 William McKinley’s election marked the beginning of 

progressivism, although he himself was not progressive. 
Teddy Roosevelt, a progressive, became president after 
McKinley was assassinated. 
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•	 Support came from the middle class, workers, business-
men, and wealthy farmers, marking a realignment of the 
GOP. 

•	 The party was split between those who wanted progres-
sive reform and those who desired legislation favorable to 
business. 

•	 The Republican Party, from the early 1900s through the 
beginnings of the 1930s, became the party of less tax and 
less government; support came from the middle-class, 
rural areas, and Protestant churches. A strong element 
of anti-immigrant feeling arose, especially against immi-
grants from Eastern and Southern Europe. 

•	 In the 1960s, the Republican Party under Barry Goldwa-
ter and then Richard Nixon, in a “Southern Strategy,” ap-
pealed to the Southern white voters who were abandoning 
the Democratic Party for a variety of reasons, including 
the civil rights movement and the growth of middle-class 
suburbs in the South.

•	 By the 1980s, Ronald Reagan used this Southern Strategy 
to unite voters who wanted less government control with 
social conservatives who were tired of rapid social change 
and legislation and who wanted a stronger foreign policy. 
The South was becoming more like the rest of the nation 
as it moved beyond segregation. Reagan attracted North-
ern white ethnic Democrats and factory workers who felt 
that the Democratic Party had abandoned them. 

•	 George H. W. Bush, elected president in 1988, and his 
son, George W. Bush, elected in 2000, ran on a conserva-
tive social and political platform.

3.	 Distribute Handout 43, and have students answer the questions. 
Review responses. 

Suggested Responses

1.	 Initially, Americans were concerned about a central govern-
ment with too much power because of their experience with 
Great Britain and its abuse of power. After William Jennings 
Bryan and later Teddy Roosevelt, Woodrow Wilson, and 
Franklin Roosevelt, the trend was to expand government’s 
role in areas such as social and economic regulation. The 
Democratic Party has been branded by Republicans as the 
party of big government.

2.	 Jacksonian Democracy meant expanding democratic rights to 
all white males. The Civil War and Reconstruction expanded 
democratic rights to African-American males and brought 



Advanced Placement U.S. History, Book 3    207  

the Republican Party new voters. The progressive movement 
through the Twentieth Amendment extended the vote to 
women. The civil rights movement in the 1960s guaranteed 
African Americans in the South the right to vote. Each politi-
cal party seeks to gain new voters. The Democratic Party went 
after African-American voters and began a major realignment 
of voters in the South. 

3.	 Newly defined groups respond to political parties out of 
self-interest. Past examples are Southern farmers for the 
Democratic-Republican Party, New England merchants and 
the wealthy for the Federalists, immigrants who trended to-
ward the Democratic Party out of self-interest, and African 
Americans who changed party affiliation from Republican to 
Democratic based upon self-interest. 

4.	 The issue of slavery led to the collapse of the Whig party. The 
Republican Party formed in opposition to the extension of slav-
ery to the new states; both populism and progressivism were ad-
opted by the Democratic Party and led to a revival of that party 
under FDR during the Great Depression when the Republican 
Party’s continued reliance on laissez-faire capitalism failed. 

5.	 A political party can become branded as the party of wars. 
During the late nineteenth century, our age of imperialism, 
the Democratic Party opposed the Republicans who sup-
ported imperialism and expansionism. Even later during the 
1920s and 1930s the Republicans were isolationist; following 
the Vietnam War, the roles reversed again. 

6.	 Economic crises have transformed both parties. The Demo-
cratic Party supported populism under Bryan and took up the 
cause of common people and dispossessed voters while the 
Republican Party believed that government cannot solve all 
crises and should not be relied upon to do so.

7.	 Since the 1960s, Northerners moving to the South added to 
the Republican majority.

4.	 Distribute Handout 44, and have students complete it as directed. 
Review responses.

Suggested Responses

1.	 b
2.	 p 
3.	 j
4.	 i
5.	 n
6.	 k

7.	 l
8.	 h
9.	 o
10.	 d
11.	 q
12.	e

13.	g
14.	 m
15.	 f
16.	 c
17.	 a
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Name:

The Evolution of Political Parties
Directions: Use the following points to consider the evolution of American political parties.
•	 In what ways have political parties evolved and changed during specific historical periods? In-

clude commentary on additional parties as well. 

•	 Cite at least one cause for changes in the direction of the political party.

•	 List and briefly describe two major historical events of the era.

•	 Name major political figures of the era.

•	 Locate two political cartoons of the main issues of the era, and explain their significance. One 
should show opposition to and another should demonstrate support for the selected political 
party. 

1.	 Democratic-Republican Party

2.	 Federalist Party

3.	 Jacksonian Democrats

4.	 The National Republicans or Whigs

Lesson 24 
Handout 42 (page 1)
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Name:

5.	 Democrats from 1840 to 1896

6.	 Republicans from 1854 to 1900

7.	 Democrats to 1900

8.	 Democrats from 1900 to 2000

9.	 Republicans from 1900 to 2000

Lesson 24 
Handout 42 (page 2)
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Name:

The Formation of the Modern Parties
Directions: Determine how each of the following has affected the formation of the modern Demo-
cratic and Republican Parties.

1.	 Growth of government 

2.	 Evolution of democracy 

3.	 Competition for voters 

4.	 Reforms 

5.	 Wars and foreign policies

6.	 Economic crises, panics, and depressions 

7.	 Internal migrations 

Lesson 24 
Handout 43
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Name:

Who Am I?
Directions: Using the choices below, indicate the individuals, political party, and time period that 
would appeal to each of the following. 

a.	 Clinton, Gore, Democratic Party 
(1992–2004)

b. 	 Hamilton, Federalist Party (1787) 
c.	 John Quincy Adams, National 

Republican Party (1828)
d. 	 Harding, Coolidge, Hoover,  

Republican Party (1920s)
e. 	 Know-Nothing Party (1850)
f. 	 Kennedy, Johnson, Democratic 

Party, (1960) 
g. 	 Goldwater, Nixon, Republican 

Party (1960–64) 
h. 	 Grant, Republican Party (1870)
i.	 Jefferson, Democratic- 

Republicans (1800)
j. 	 Jacksonian Democrat (1830) 
k.	 Stephen Douglas, Democratic 

Party (1850s)
l. 	 William Jennings Bryan,  

Democratic Party (1896)
m.	 Reagan, Republican Party (1980)
n.	 Lincoln, Republican Party (1854)
o.	 Franklin D. Roosevelt,  

Democratic Party (1932)
p. 	 Whig Party (1834) 
q.	 Tilden, Democratic Party (1876)

	���� 1.	 I am a merchant living in Massachusetts in 
1800 and support a strong central govern-
ment and a national bank.

	���� 2.	 I am opposed to Andrew Jackson and his 
veto of the National Bank and refer to him 
as King Andrew I. 

	���� 3.	 I am a farmer living in Kentucky and am 
against using federal money on state proj-
ects. I am for states’ rights and support the 
right of all white men to vote.

	���� 4.	 I am a poor uneducated Southern farmer 
who believes in states’ rights and that 
America should focus on creating an agrar-
ian society and avoid the negative aspects of 
urban life. 

	����5.	 I am antislavery and a free-soil proponent 
who has just joined a new political party 
based in the North, consisting of the true 
descendants of Thomas Jefferson’s Demo-
cratic-Republican Party. 

	���� 6.	 I am a Northerner who supports popular 
sovereignty. 

	���� 7.	 I am a Midwestern farmer who believes that 
government should protect the welfare of the 
dispossessed or common people; I support 
coinage of free silver and freer credit. 

	���� 8.	 I am an African-American male, recently 
freed from slavery, and can vote for the 
first time; I support the party that is most 
responsible for making this happen. 

Lesson 24 
Handout 44 (page 1)
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Name:

	���� 9.	 I am part of a new coalition of voters, which includes union members, African Ameri-
cans, immigrants, the poor, women, intellectuals, urbanites, Southerners, and Catholics. 
We support the political party that has expanded the scope of the federal government to 
provide welfare and assistance to those in need. 

	���� 10. 	I am a white rural Protestant who is concerned about new immigrants from eastern and 
southern Europe who are Catholic and have radical ideas. I support the party with less gov-
ernment control, a laissez-faire attitude, lower taxes for the rich, and Prohibition. 

	���� 11.	 I am a white Southerner living in Mississippi during Reconstruction. I fought for the 
Confederacy and will be glad when the Northern occupiers leave forever and we can 
resume our normal way of life. 

	���� 12.	I live in the North and have a small business. I am concerned about the large number of 
immigrants, especially Catholics, moving to America. I suspect that they want to take 
over the country, do away with democracy, and take their orders from the Pope. My party 
is very secretive. I have no position on slavery. 

	���� 13.	 I live in the suburbs of Birmingham, Alabama, and I have just joined a new political party 
because of their Southern strategy, which appeals to me. I am tired of the civil rights 
movement and what it is doing to the South. I want lower taxes and less government 
intrusion. 

	���� 14.	 I am a union member living in Detroit, Michigan, who believes that my political party has 
failed me. The country is going in the wrong direction, undermining the family and leading 
to immorality. Politicians do not seem to represent the interest of little guys like me; they 
are elitists who think they know how to run the government through social engineering. 
I’m tired of other countries pushing us around overseas. I’m voting for the candidate who 
promises less government intrusion and a stronger military. 

	���� 15.	My political party has taken on the mantle of social change and has embraced the civil 
rights movement. We are once again the party of the dispossessed and common people 
even if it means losing the vote of the South for a generation. 

	���� 16.	 It is shortly after the War of 1812, and once again there are two parties. I prefer a strong 
central government, industrialization, and internal improvements. 

	���� 17.	 I am glad that my political party has moved back toward the center politically. The Solid 
South is no longer in existence; state after state has changed party affiliation. I have had 
concerns that our party’s base is too narrow. Our last three presidential candidates have 
been from the South, since it seems that liberal Northern candidates are not as electable. 

Lesson 24 
Handout 44 (page 2)
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Part 3 

One Century Ends, Another Begins 

	 The period between 1970 and the present has been marked by the end 
of the Cold War, a rise in the power of the conservative or right wing of 
American politics, and a continued simmering of the radical left, which has 
its roots in the 1960s. At the end of World War II, America and the world 
existed under the cloud of a Cold War. Communism spread throughout 
Eastern Europe, often by force. Communism also spread through China 
and North Korea as well as in Southeast Asia. President Richard Nixon’s 
visit to China began a thawing of American foreign policy and saw China 
enhance its position as a world power. This section examines that thawing 
of the ice of the Cold War through détente, the transitional period of the 
1970s, the end of the idea of an imperial presidency, and the presidency of 
Ronald Reagan. Also covered are the development of the Republican and 
Democratic Parties over time, the rise of conservatism, and the war in Iraq.

	 Lesson 25	 Changes in the 1970s

Lesson 26	 Nixon, China, and Détente

Lesson 27	 The Conservatism of Reagan

Lesson 28	 The Radical Right and Left

Lesson 29	 The End of the Cold War

Lesson 30	 Bill Clinton’s Presidency

Lesson 31	 The War in Iraq
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Lesson 25

Changes in the 1970s

Objective

•	 To understand the legacies of some of the Great Society programs

AP* Correlations

Skill Type II
Skill 4: Comparison

Thematic Learning Objective: Politics and Power
POL-4: Analyze how and why the New Deal, the Great Society, 
and the modern conservative movement all sought to change the 
federal government’s role in U.S. political, social, and economic life

Notes to the Teacher

	 A combination of the civil rights movement and the laws instituted 
under the Johnson administration (1963–68), known collectively as the 
Great Society, resulted in many Americans changing their view of the 
federal government. People enjoyed greater freedom than they had previ-
ously known. The new laws affected national politics, as well as life on a 
daily basis, particularly in the inner cities. While many of these changes 
were welcomed by activists, people of color, and women, they were seen 
by others—particularly people of privilege, workers in traditional union-
based occupations, and farmers—as government intrusion. If the 1960s 
can be seen as a time of change, the 1970s are frequently seen as a period 
of reaction. Under President Richard Nixon, federal government priori-
ties shifted away from spending on inner-city problems and toward a more 
limited government role in solving these problems. 
	 In this lesson, students examine key aspects of Great Society laws and 
the effects they had on political culture in the United States. Next, they 
role-play different characters in a roundtable discussion about the meaning 
of these changes for individuals and for the United States. They evaluate 
the meaning of the Great Society in relation to the election of Nixon and 
the decline of enforcement and funding of the Great Society’s programs. 
Students analyze a political cartoon about Nixon and write about their 
impressions as political reporters.

Procedure

1.	 Ask students what they know was the purpose of Lyndon B. Johnson’s 
Great Society. Accept all reasonable answers, including that it was to 
improve the lot of inner-city poor, to assist people to move out of pov-
erty, and to address problems associated with racism. 
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2.	 Pair students, and distribute Handout 45 for students to complete. 

Suggested Responses

1.	 These programs were to change the role of the federal gov-
ernment by helping both underprivileged people and the 
children of the middle class become better educated, as well 
as to improve different aspects of peoples’ lives.

2.	 Roosevelt’s programs developed as a direct response to the 
social conditions which arose out of the Great Depression, 
when large percentages of the population were out of work 
and needed relief. Johnson’s programs developed during a pe-
riod of relative prosperity for America, but when a large por-
tion of the population was living in poverty. Roosevelt’s and 
Johnson’s programs both were aimed at providing immediate 
relief, with long-range goals.

3.	 President Nixon began to stop funding for some of these pro-
grams and argued that it was not the federal role to be involved 
at the local level; his programs limited the Great Society that 
had barely started under President Johnson.

3.	 Distribute Handout 46, and prepare for the roundtable discussion. 
Depending on the number of students, you may assign additional 
roles. Allow students time to create specific identities for themselves 
so that the discussion will be as meaningful as possible. In such a dis-
cussion, students take on the role of a person who lived in the period 
and engage in an open-ended conversation, both answering questions 
and providing ideas. The goal is for the teacher to direct the discus-
sion as little as possible unless there is a lull in the conversation or 
students are unable to express themselves in character.

4.	 Distribute Handout 47, and discuss the cartoon as a class. (Nixon’s 
attitude was to stave off social change by delaying the enforcement of 
legislation and court decisions, such as the Brown v. Board of Educa-
tion ruling.)

5.	 Have students reflect on the material in writing as political reporters 
of the late 1970s. They should reflect on changes of funding priorities, 
the effect of the Vietnam War on federal spending, changes in federal 
administration policies, the roles of student activists, and challenges 
faced by generational differences.



    Advanced Placement U.S. History, Book 3  217  

Name:

Great Society Programs, Critique, and Aftermath
Directions: Read the following excerpts, and answer the questions.

Document 1
Major Great Society Programs 

	 Lyndon B. Johnson’s presidency was marked by a legislative agenda aimed at improving the 
lives of the poor in America. Many of his Great Society programs attacked poverty by improv-
ing living conditions. Other programs attempted to break the cycle of poverty, in which so many 
Americans were mired, by providing schools in poor areas with new and better-equipped class-
rooms, additional funds for scholarships, and a program of low-interest college loans for qualifying 
students.  New childhood education programs like Head Start provided disadvantaged four- and 
five-year-olds with an advantage. The establishment of Medicare and Medicaid guaranteed health 
care to every American over the age of sixty-five and to individuals living below the poverty level.  
Other programs sought to reclaim and conserve the environment and to promote the preservation 
of our nation’s artistic and literary heritage.  The Job Corps, a new program to provide skills to 
American youth, many of whom lived below the poverty line, was also created.   

Document 2
New Deal to Great Society 

	 The New Deal of Franklin D. Roosevelt established the foundation of a welfare state in 
America. During Roosevelt’s administration, the majority of programs benefited whites rather 
than African-Americans, who were still confined to the lower ranks of the labor class and denied 
the training needed for higher paying jobs.  Few whites who benefited from the programs recog-
nized the fact that their advantageous position came about because of government intervention or 
aid.  By the 1960s, programs aimed to redistribute the opportunity to succeed and to move out of 
poverty by providing the means to succeed directly to the poor.  
	 Lyndon B. Johnson in his Great Society programs sought to redistribute not wealth in 
America, but rather the opportunity to become wealthy.  Through the establishment of programs 
and resources which provided the poor, particularly poor blacks, with improved educational op-
portunities and job training, Johnson, with an eye toward fiscal conservatism, tried to manage with 
little in the way of new funds.  By the end of the 1960s, a middle-class backlash against the Great 
Society had begun, even though most of the programs had spread their benefits to the middle 
class as well as to those living below the poverty line. Federal funds for educational improvements 
were distributed through school systems, not directly to poor children.  All schools in a district 
benefited, not just the poor ones.  The Federal School Lunch Program, which mainly benefited 
middle class families, was not regarded by most of its beneficiaries as welfare, but food stamps were 
seen as a form of dependence on the federal government, as a portion of “the dole.” 

Lesson 25 
Handout 45 (page 1)
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Name:

Document 3
The Domestic Side of Imperialism

	 The result is that after 1969, President Nixon largely gave up working with Congress on do-
mestic initiatives. His most important initiative, the Family Assistance Plan, sought welfare reform 
via a negative income tax for low-income households. It did not work, partly because Nixon failed 
to institute an effective White House lobbying organization along the Kennedy/Johnson lines to 
intensely lobby for major White House programs, and even more because the majority Democrats 
both north and south had established stake holdings with welfare client interests such as the nurs-
ing home industry by 1970. Another program, general revenue sharing, was designed to transfer 
federal surplus monies to states without the extensive federal restrictions inherent in Johnson-era 
categorical grant programs. Congress accepted that, but as a supplement rather than substitute for 
existing grants (for which congressional credit-taking is easily achieved). So by mid-1970 Nixon 
had practically abandoned conciliation with Congress, and he embarked on plans to find and re-
verse congressionally mandated policies. He avoided open attack on well-grounded and popular 
programs such as school desegregation and environmentalist initiatives. . . . Never one to back 
from a fight, Nixon was rhetorically and administratively prepared for an institutionally based 
slugfest with the Congress.1

1.	 What were the purposes of some of these programs?

2.	 How was Lyndon B. Johnson’s Great Society an extension of the New Deal programs of Franklin 
D. Roosevelt?

3.	 How did President Nixon change course?

1Russell D. Renka, “Nixon and the Imperial Presidency,” Southeast Missouri State University, <http://cstl-cla.semo.edu/renka/ui320-75/
presidents/nixon/nixon_imperialpres.asp> (11 October 2010). Internal footnotes omitted.

Lesson 25 
Handout 45 (page 2)
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Name:

1970s Role-Play
Directions: Think about the identity of your character, and develop a persona including name, age, 
race and/or ethnicity, memories, dreams, and aspirations. Make him or her come to life. Based on your 
assigned role—with a partner or on your own—prepare to discuss the following questions.

•	 What does the Great Society mean to you?

•	 What does the Great Society mean for the future of the United States?

Roles
1.	 Female domestic servant in Montgomery, Alabama

2.	 Male underemployed carpenter in Philadelphia, Pennsylvania

3.	 Male college student in Berkeley, California

4.	 Male engineer in Pittsburgh, Pennsylvania

5.	 Female housewife in Washington, D.C.

6.	 Male construction worker in Columbus, Ohio

7.	 Female college student in Boston, Massachusetts

8.	 Male grape picker in a small town in Texas

9.	 Male Chinese immigrant resettled in New York City

10.	 Male Mexican immigrant resettled in Phoenix, Arizona

11.	 Male banker in Boston, Massachusetts

12.	Male Democratic politician, admirer of President John F. Kennedy

13.	Female admirer of Dr. Martin Luther King Jr.

14.	 Female follower of Betty Friedan

15.	Female debutante from Raleigh, Virginia

16.	 Male automobile worker in Pittsburgh, Pennsylvania

Lesson 25 
Handout 46 
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Name:

Legacies of the Great Society
Directions: Study the following political cartoon. What does it tell you about Nixon’s attitude toward 
social change in the 1970s?

Lesson 25 
Handout 47

Fig. 25.1.

Fig. 25.1. “ You One of Those Extremists Who Thinks It’s Time for Desegregation?” A 1969 Herblock cartoon, copyright by the Herb Block 
Foundation.
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Lesson 26

Nixon, China, and Détente

Objective
•	 To examine the principle of détente in the relationship between Rich-

ard Nixon and China

AP* Correlations
Skill Type III

Skill 7: Appropriate Use of Relevant Historical Evidence
Thematic Learning Objective: America and the World

WOR-7: Analyze the goals of U.S. policymakers in major interna-
tional conflicts, such as the Spanish-American War, World Wars I 
and II, and the Cold War, and explain how U.S. involvement in these 
conflicts has altered the U.S. role in world affairs

Notes to the Teacher
	 Animosity and rivalry developed between China and the Soviet Union 
during the Cold War. The issue was their divergent interpretations of com-
munist ideology. President Richard M. Nixon and his national security 
advisor and later secretary of state, Henry Kissinger, sought to use that 
animosity and rivalry to produce a thawing in the diplomatic and trade 
tensions between the United States and China. Nixon’s and Kissinger’s ac-
tions resulted in the State Department becoming the most powerful shaper 
of American foreign policy since World War II. 
	 Kissinger, a Harvard University professor of political science, proposed 
that the United States support the development of balance of power diplo-
macy, by which the five major powers, which included the United States, 
China, and the Soviet Union, would police the world and maintain peace. 
While he was a famously blunt supporter of an anticommunist stance for 
the United States, Nixon was a realist and knew that China was no longer a 
weak puppet government in Asia but a strong world power with enormous 
economic potential. 
	 China supported the North Vietnamese in their struggle against first 
the French and then the United States in Indochina. Nixon and Kissinger 
believed that changes in the relationship between the United States and 
China were vital to America exiting an increasingly unpopular war. In 1969, 
early in Nixon’s administration, Kissinger, at that time the national security 
advisor, began to conduct secret talks with North Vietnamese officials in 
Paris. This led to Kissinger’s proposal that the United States might use the 
animosity between the Soviets and the Chinese and play them off each 
other in hopes that China would pressure North Vietnam to accept a peace 
treaty which would allow the United States to withdraw from the war. 
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	 In 1971, Kissinger, on behalf of the Nixon administration, began a series 
of communiqués with the leadership of the People’s Republic of China. A 
Chinese invitation to America to field a team at a table tennis tournament 
led to this development of what was called “ping pong diplomacy.” Kiss-
inger wrote a twenty-seven-page memo to Nixon summarizing his visit 
to China to arrange Nixon’s visit and describing the political and foreign 
policy nuances of the Chinese offer to host a visit by the U. S. president. In 
1972, Nixon began his historic visit to Beijing and in May 1972 a historic 
visit to Moscow, where he met with the Soviet leader Leonid Brezhnev. 
The U.S.–Soviet talks led to the establishment of a series of Strategic Arms 
Limitation Talks (SALT), which resulted in the reduction of nuclear arma-
ments for both the United States and the Soviet Union. 
	 Nixon’s policies resulted in Chinese and Russian pressure on the North 
Vietnamese to end the war with the United States. Nixon was a practical real-
ist in his view of foreign policy and was encouraged by Kissinger to support 
the admission of China to the United Nations and to ameliorate to a certain 
extent the conflict between America and China over the existence of a sepa-
rate Chinese government on the island of Taiwan off the Chinese coast. 
	 Nixon’s actions resulted in a thawing of the Cold War and are perhaps 
his greatest legacy, which laid the groundwork for the actual end of the 
Cold War, the collapse of the Soviet Union, and the continued improve-
ment of U.S. relations with China. 
	 In this lesson, students read an excerpt from a communiqué between 
Henry Kissinger and Richard Nixon regarding Kissinger’s trip to China to 
arrange Nixon’s visit. Students summarize the excerpt and write paragraphs 
evaluating the worth of Nixon’s trip to China. 

Procedure

1.	 Ask students to define détente (a lessening of tensions). Explain that 
during the first half of the twentieth century most Americans were 
fiercely anticommunist and as such strongly opposed the spread of 
communism around the world. Mention that the United States need-
ed the support of the communist regime of Josef Stalin in order to 
battle the Third Reich during World War II. After the war, a Cold War 
of diplomatic standoffs with the Soviet Union dominated American 
foreign policy, while a hot war was fought between the United States 
and North Korea, which was supported by the Chinese. 

2.	 Ask students what foreign policy problems faced the United States 
during the first few years of Richard Nixon’s administration. (A huge 
antiwar movement aimed at America’s involvement in Vietnam had 
sprung up in America. China–U.S. relations did not exist. Both the 
United States and the Soviet Union were nuclear powers; the Soviet 
Union controlled most of Eastern Europe in a Communist bloc of na-
tions, which opposed almost every proposal from the United States in 
the United Nations.) 
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3.	 Use the information in Notes to the Teacher to review events lead-
ing up to the meeting between Henry Kissinger and the Chinese 
leadership.

4.	 Distribute Handout 48, and have students read the excerpt and an-
swer the questions. Review students’ responses.

Suggested Responses

1.	 Kissinger believed Taiwan would be a tough issue.
2.	 Kissinger saw the Chinese leaders as deeply ideological and 

close to fanatical in their beliefs.
3.	 Kissinger said the visit might panic the Soviet Union into 

sharp hostility. It could shake Japan loose from its heavily 
American moorings and cause violent upheaval in Taiwan. 
It would have major impact of our other Asian allies, such 
as Korea and Thailand. It would increase already substantial 
hostility in India. Some quarters might seek to sabotage the 
summit.

4.	 The result would be continued isolation from one-quarter of 
the world’s most talented people and a country rich in past 
achievements and future potential.

5.	 The United States needed to make clear the continued pri-
orities attached to negotiations with the Soviets. The United 
States needed to emphasize that it would not collude with 
the Soviet Union against China, nor with China against the 
Soviets.

6.	 The United States needed to make clear that America was not 
shifting its allegiance from Japan to China. It was necessary 
to reaffirm diplomatic relations with Taiwan and support for 
a mutual defense treaty even while it was evident that there 
would be political evolution over the coming years. The 
United States had to try to convince India that improved 
U.S.–Chinese relations might produce a better relationship 
between China and India.

7.	 The United States needed to stress both continued bonds 
and hope that reconciliation with the Chinese would serve 
the cause of regional peace. Kissinger believed that in India, 
after the initial shock, America’s China moves might produce 
a healthier relationship.

5.	 Have students write short essays explaining how Nixon’s visit to 
China and later to Russia helped to begin the thawing of the Cold 
War and laid the groundwork for later administrations in establishing 
a new American foreign policy. Encourage use of various sources of 
information.
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Name:

A Trip to China
Directions: The following excerpt pertains to a meeting between Henry Kissinger and the leadership 
of the People’s Republic of China to lay the groundwork for Richard Nixon’s historic visit to China. 
Read the document, and answer the questions. Be prepared for discussion.

Memorandum for the President

	 We have laid the groundwork for you and Mao to turn a page in history. But we should have 
no illusions about the future. Profound differences and years of isolation yawn between us and 
the Chinese. They will be tough before and during the summit on the question of Taiwan and 
other major issues. And they will prove inplacable foes if our relations turn sour. My assessment 
of these people is that they are deeply ideological, close to fanatic in the intensity of their beliefs. 
At the same time they display an inward security that allows them, within the framework of their 
principles, to be meticulous and reliable in dealing with others. 
	 Furthermore, the process we have now started will send enormous shock waves around the 
world. It may panic the Soviet Union into sharp hostility. It could shake Japan loose from its heav-
ily American moorings. It will cause violent upheaval in Taiwan. It will have major impact on our 
other Asian allies, such as Korea and Thailand. It will increase the already substantial hostility in 
India. Some quarters may seek to sabotage the summit over the coming months. 
	 However, we were well aware of these risks when we embarked on this course. We were aware 
too that the alternative was unacceptable—continued isolation from one-quarter of the world’s 
most talented people and a country rich in past achievements and future potential.
	 And even the risks can be managed and turned to our advantage if we maintain steady nerves 
and pursue our policies responsibly. With the Soviet Union we will have to make clear the contin-
ued priorities we attach to our concrete negotiations with them. Just as we will not collude with 
them against China, so we have no intention of colluding with China against them. If carefully 
managed, our new China policy could have a longer term beneficial impact on Moscow.
	 With Japan our task will be to make clear that we are not shifting our allegiance in Asia from 
her to China. On Taiwan we can hope for little more than damage limitation by reaffirming our 
diplomatic relations and mutual defense treaty even while it becomes evident that we foresee a 
political evolution over the coming years. With our other Asian allies we will need to stress both 
our continued bonds and our hope that reconciliation between us and the Chinese will serve the 
cause of regional peace. And in India, after the initial shock, our China moves might produce a 
more healthy relationship.
	 For Asia and for the world we need to demonstrate that we are enlarging the scope of our 
diplomacy in a way that, far from harming the interests of other countries, should instead prove 
helpful to them.
	 Our dealings, both with the Chinese and others, will require reliability, precision, finesse. If 
we can master this process, we will have made a revolution.1

1Henry Kissinger to Richard Nixon, “My Talks with Chou En-lai,” July 14, 1971, box 1033, Miscellaneous Memoranda Relating to HAK Trip 
to PRC, July 1971, National Security Council Files, Nixon Presidential Materials Project, National Archives.

Lesson 26 
Handout 48 (page 1)
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Name:

1.	  What issue did Kissinger believe would be most difficult to discuss with the Chinese?

2.	  What was Kissinger’s assessment of the Chinese leadership?

3.	 How did Kissinger think other nations would react to Nixon’s visit? 

4.	 What did Kissinger believe would be the alternative if Nixon did not visit China?

5.	 What did Kissinger believe the United States would have to do to maintain good relations with 
the Soviet Union? 

6.	 According to Kissinger, how would the United States have to approach its allies in the Far East? 

7.	 What did Kissinger think the United States had to do to get other countries’ support for new 
relations with China? 

Lesson 26 
Handout 48 (page 2)
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Lesson 27 

The Conservatism of Reagan 

Objective

•	 To analyze the rise of Ronald Reagan and conservatism, as well as his 
impact on foreign affairs, domestic policy, the Republican Party, and 
the American character

AP* Correlations

Skill Type II
Skill 4: Comparison

Thematic Learning Objective: Politics and Power
POL-4: Analyze how and why the New Deal, the Great Society, 
and the modern conservative movement all sought to change the 
federal government’s role in U.S. political, social, and economic life

Notes to the Teacher

	 When Ronald Reagan delivered his first inaugural address in 1981, 
he referred to the rapid growth of government in the Johnson and Carter 
administrations. In the thirty years following Franklin D. Roosevelt’s ad-
ministration, Americans relied on the government to solve the nation’s 
economic and social problems. Since then, people came to depend on a 
free market economy and to rely less on government to solve problems and 
more on the energy of individuals competing in the free market. In this 
sense, he was a conservative.
	 In 1980, America seemed to be declining in power worldwide. The 
country was in the midst of a prolonged recession, double-digit interest 
rates, long lines at the gas pump, at the height of the Cold War, and expe-
riencing the humiliating consequences of a prolonged hostage crisis that 
President Jimmy Carter seemed unable to resolve. President Carter had 
lectured about malaise. Ronald Reagan assured people that the best was 
yet to come and that many of the current problems had been created by a 
government bureaucracy bloated in size and characterized by great inef-
ficiency. He promised to cut taxes, reform the tax code, and reduce the size 
of the government. In addition, Reagan challenged the “evil empire” to an 
arms race and won, contributing to the collapse of communism worldwide. 
	 The priorities set by Lyndon B. Johnson in the Great Society when he 
declared war on poverty and supported affirmative action resulted in the 
rise of modern conservatism. The failure of government and its inability 
to deal with Vietnam, Watergate, and an economy spiraling out of control 
with higher taxes, inflation, and rising interest rates caused people to lose 
faith in big government. 
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	 In this lesson, students explore the Reagan era and determine why 
Ronald Reagan was elected president and what his accomplishments were.

Procedure

1.	 Present the following sentence, and ask students to comment: 
Government is not the solution to the problem; government 
is the problem. 

Use the following questions to generate discussion.
•	 What modern president might have said something like this?
•	 What does it mean? 
•	 Why would the president say this? 
•	 How did government become the problem? 
•	 What might be the solution? 
•	 To whose presidency might this be a reaction? 

Suggested Responses

Reagan’s first inaugural speech referenced former Presidents 
Johnson and Carter and the failures of the Great Society. 
According to Reagan, the expansion of government and in-
crease of taxes created a system in which the individuals lose 
freedom as more and more choices are made for them by an 
increasingly powerful government. Reagan believed that the 
solution was to cut taxes, reform tax laws, and reduce the size 
of government.

2.	 Read the following statements by Reagan, and ask what they mean.
a.	 “It is not my intention to do away with government. It is rather to 

make it work—work with us, not over us; to stand by our side, not 
ride on our back. Government can and must provide opportunity, 
not smother it; foster productivity, not stifle it.” (Reagan assured 
people in his first inaugural address in 1981 that he would rein in 
big government and make it work for the people.)

b.	 “The press is trying to paint me as trying to undo the New Deal. 
I’m trying to undo the Great Society.” (Reagan, like other Repub-
licans by then, accepted much of the New Deal, but resisted the 
Great Society, which expanded government even more.)

3.	 Ask students what these quotes tell them about Reagan. (He wanted 
to reduce the size of government and make it less intrusive in Ameri-
can lives.) Ask why Reagan was an attractive presidential candidate 
and president. (His reassuring optimism contrasted to Carter’s style.) 
Ask why many historians might regard the Reagan presidency as a 
failure. (His tax cuts were mostly for the rich, and subsequent deficits 
have caused great harm to the economy.)



Advanced Placement U.S. History, Book 3    229  

4.	 Divide the class into small groups of three or four students, and 
distribute Handout 49. Have students complete the handout as 
directed. 

Suggested Responses

Foreign Policy
1.	 P
2.	 P
3.	 N
4.	 P
5.	 N

6.	 N
7.	 P
8.	 P
9.	 N
10.	 P

11.	 N
12.	N
13.	P
14.	 P
15.	P 

Domestic Policy
1.	 N
2.	 N
3.	 P
4.	 N
5.	 P

6.	 P
7.	 P
8.	 N
9.	 N
10.	 P

11.	 P
12.	N
13.	N
14.	 P
15.	N

5.	 Divide the class into five small groups. Distribute Handout 50, and 
have students prepare a simulated news broadcast roundtable. 

6.	 Have students make their presentations. Ask students to evaluate 
Reagan as a president. 

Suggested Response

Conservatives would agree that his accomplishments in trans-
forming the economy by lowering taxes and reducing the size 
of government were important. Because he ranks high in most 
of the important categories, he should be considered near the 
top as a president, but not as high as Franklin D. Roosevelt, 
Abraham Lincoln, or George Washington. His accomplish-
ments in standing up to the Soviet Union would place him 
near the top of presidents who have expanded American 
power and changed the international order. Failures in the 
war on drugs, the Iran-Contra scandal, and his Middle East 
policies would drop him somewhat overall. Those to his left 
politically would blame him for vastly increasing the deficit 
and for helping only the rich by lowering taxes. He could be 
regarded as a successful president, responsible for a revival of 
conservatism, but not as one of the most important presidents 
in the whole history of the country. 
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7.	 Have students write essays responding to the following prompt:
	 President Ronald Reagan’s policies led to the longest con-

tinuous expansion of prosperity in our nation’s history. By 
reducing the size of government and lowering taxes he left 
the country stronger and more confident than before. Do you 
agree or disagree? 

Suggested Response

Students will see Reagan either as a successful, great twentieth-
century president whose economic and foreign policies made 
us stronger and led to the collapse of the Soviet Union or as 
one whose tax and reform policies led to a dangerous increase 
in deficits and helped only the rich.
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Name:

Reagan Pros and Cons
Directions: Determine which of the following would be considered a positive factor (P) and which 
would be considered a negative factor (N) in Ronald Reagan’s presidency. Be prepared to defend your 
choices. 

Foreign Policy
	���� 1.	 Reagan challenged the Soviets to an arms race. When they could not keep up, their empire 

collapsed.
	���� 2.	 Reagan stood up to communist expansion throughout the world, especially in the West-

ern Hemisphere in Grenada, Nicaragua, and El Salvador.
	���� 3.	 Constant military intervention in places like Nicaragua, El Salvador, and Grenada was 

done to prop up fascist military rulers who exploited their populations.
	���� 4.	 At the Reykjavik Summit, Ronald Reagan and Mikhail Gorbachev came close to an 

agreement to reduce intermediate range nuclear weapons significantly, but talks broke 
down over Reagan’s Strategic Defense Initiative (SDI); however, this summit opened 
the way to the Intermediate-Range Nuclear Forces Treaty (1987), which was the first 
treaty to reverse the arms race. 

	���� 5.	 SDI or the Star Wars plan was too expensive, would never work, and would increase 
tension with the Soviets.

	���� 6.	 Reagan’s insistence on calling the Soviets “evil” versus the “good” America was too sim-
plistic and could be ridiculed.

	���� 7.	 Reagan embarked on a peacetime military buildup that allowed for the success of the 
first Gulf War under George H. W. Bush.

	���� 8.	 Reagan liberated Grenada from a communist-style government.
	���� 9.	 Reagan should not be credited with causing the collapse of communism; it was the result 

of the enlightened thinking of Gorbachev, who foresaw his nation’s economic decline 
and helped to change its policies effectively.

	���� 10. 	 Reagan abandoned détente, called the Soviet Union an “evil empire,” and challenged 
the Soviets on the basis of moral superiority.

	���� 11.  	Middle East policy was a failure when we were driven out of Lebanon and Reagan con-
tinued the decades-long State Department policy of accommodation with Arab despots.

	���� 12.  	Congress cut off funding to the counterrevolutionary movement in Nicaragua. The Reagan 
administration illegally sold arms to Iran through the CIA to enable the administration to 
fund Contras seeking to overthrow Sandinista rule. Eleven administration officials, includ-
ing Secretary of Defense Casper Weinberger, were convicted of crimes related to the scandal.

	���� 13.	  Americans enjoyed eight years of unbroken peace during the Cold War.
	���� 14. 	 Reagan transformed the international order based on a bipolar world of western democ-

racies versus communism.
	���� 15. 	 Communism was no longer a danger to the world. Presidents such as Richard Nixon 

and Jimmy Carter suggested we should plan for and be able to live in a world where both 
communism and capitalist democracies could coexist.

Lesson 27 
Handout 49 (page 1)
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Name:
Lesson 27 
Handout 49 (page 2)

Domestic Policy

	���� 1.	 Reagan’s tax policies raised revenues, leading to more government spending than ever 
before.

	���� 2. 	 Reagan’s supply-side economic theories were derided and called voodoo economics by 
presidential challenger George H. W. Bush.

	���� 3. 	 Reagan helped Americans regain self-confidence and compared America to a “city on a 
hill,” a beacon of hope for the entire world to look up to.

	���� 4.	 Reagan’s tax policies helped the rich while the rest of America suffered through eco-
nomic stagnation. He created a false prosperity built on debt.

	���� 5.	 Reagan created one of the longest economic booms in American history.

	���� 6.	 Reagan lowered the top interest rate from 70 percent to 28 percent by the time he left 
office.

	����7.	 Twenty million new jobs were created during Reagan’s term in office.

	���� 8. 	 Under Reagan, the national debt nearly tripled, placing an enormous economic burden 
on future generations.

	���� 9.	 The Republican Party became far too conservative as a result of Reagan, was no longer 
part of mainstream America, and was at odds with the majority of voters.

	���� 10. 	 Reagan restored the economy by using supply-side economics, under which he cut the 
budget and lowered taxes. This led to dramatic increases in the economy and included 
new investments and productivity, as well as a decrease in the deficit and a prosperous 
American economy.

	���� 11. 	 Reagan reduced the size of the federal government for the first time since the New Deal.

	���� 12. 	 Reagan may have had some charisma and a gift of communication, but many on the 
far left said that the United States was not exceptional and that Reagan’s belief that the 
country was led America to intrude on other nations’ affairs, creating problems rather 
than solving them.

	���� 13. 	 The only reason the federal government was reduced in size was because, with less tax 
money collected, government programs and spending had to be reduced.

	���� 14. 	 Reagan’s Economic Recovery Act (1981) and the Tax Reform Bill (1986) resulted in 
reform.

	���� 15. 	 Reagan’s war on drugs led to increased governmental intrusion into private lives and the 
loss of individual rights.
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Name:

The Reagan Legacy
Directions: Prepare and deliver a television newscast commentary as part of a round-robin discus-
sion. The topic of your commentary is the legacy of Ronald Reagan, from either a conservative view 
or a liberal view. Use the benefit of hindsight, and base your presentation on the real events, decisions, 
and legacy of the Reagan era. Be descriptive and specific as you analyze and assess the challenges and 
potential outcomes. Your presentation should answer the following questions:

1.	 What were Ronald Reagan’s accomplishments, and what were his failures? 

2.	 Where should he be ranked among the presidents and why?

3.	 Overall, was he a success or a failure?

4.	 Whom would you compare him to as a president?

5.	 Did he have any lasting accomplishments that stand out?

6.	 Did he have any failures?

Lesson 27 
Handout 50
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Lesson 28

The Radical Right and Left 

Objectives 

•	 To explain how radical impulses continue from one age to the next, 
often in new versions

•	 To discover examples of radicalism throughout U.S. history

AP* Correlations

Skill Type II
Skill 4: Comparison

Thematic Learning Objective: Ideas, Beliefs, and Culture
CUL-5: Analyze ways that philosophical, moral, and scientific ideas 
were used to defend and challenge the dominant economic and so-
cial order in the 19th and 20th centuries

Thematic Learning Objective: Work, Exchange, and Technology
WXT-7: Compare the beliefs and strategies of movements advocat-
ing changes to the U.S. economic system since industrialization, 
particularly the organized labor, Populist, and Progressive move-
ments

Notes to the Teacher

	 This lesson is not meant to examine a definitive list of all radical left 
and right groups throughout U.S. history. Many of the issues of the radical 
left and right, such as communism, socialism, free love, nationalization of 
industries, complaints about the direction of government, and interference 
in individual rights guaranteed in the Constitution, have been present since 
the nation’s beginnings. The radical right has been depicted as resistant to 
change. The radical left is often depicted as wanting to destroy society and 
take away personal liberties. Many among the radical right believe that the 
radical left has expanded the power and scope of government and inter-
fered with the individual rights guaranteed by the Constitution. This has 
been an issue since the Progressive era, when members of the radical left 
such as Edward Bellamy demanded that society expand government even 
further. 
	 We can assume that the United States has had four major political 
reform movements: Populism, Progressivism, the New Deal, and the 
Great Society. With each successive movement, radical right resistance has 
grown in the face of government expansion, social experimentation, per-
ceived loss of individual freedom, and higher taxation. Many believe that 
there has been a real basis for resistance to change, which may be a pos-
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sible explanation for the growth of the radical right. On the other hand, the  
radical left has a vision of expanding democracy to all and forming a perfect 
society even if it means changing the fundamental structure of the Con-
stitution. Since the Progressive era, liberals have called our Constitution 
a “living document,” implying that living things change or are changeable 
over time. 
	 In this lesson, students examine the roots of American radicalism, 
from the Utopian communes of the early nineteenth century to the con-
servative movements of the twenty-first century. They research examples 
of major radical movements and participate in class discussion about how 
they would react to specific scenarios involving radical movements. 

Procedure

1.	 Ask students what they think is the difference between a radical left 
and a radical right position. (A radical left position involves a desire 
for fundamental change in society, while a radical right position re-
sists any rule that seems unjust or untraditional.) 

2.	 Ask when twentieth-century American conservatism developed 
(not in the New Deal of FDR, but even before as a consequence of 
the urban-industrial order that developed in the late nineteenth and 
twentieth centuries). Read the following excerpt:

. . . On many important levels, twentieth-century American con-
servatism developed much like its counterpart, as a widespread 
and lasting political consequence of the urban-industrial order 
that emerged in the late nineteenth and early twentieth centuries. 
Modern conservatism’s two main branches—the economic, built 
on opposition to government action (or inaction) that impedes 
the vitality of business; and the cultural, centered on constantly 
evolving issues of race, religion, gender, family, sexuality, and 
patriotism, among others—emerged well before the New Deal, 
even before modern conservatives sought to define themselves as 
such or confine themselves primarily to one political party. When 
one considers the ways in which forces like anticommunism, 
Protestant fundamentalism, post–Great Migration racial politics, 
feminism, sexual revolutions, the corporate economy, and inter-
ventionist government profoundly shaped modern conservatism, 
there is ample reason to conclude that a foundation had been laid 
long before the crisis of the Great Depression. Any understanding 
of modern conservatism must be built on an understanding first 
and foremost of the gathering forces in postwar America that even-
tually brought Ronald Reagan to power. . . .1

	 Ask what is necessary to understand the development of late twenti-
eth-century conservatism (an understanding of the forces in America 
after World War II).

1Leonard Moore, “Approaching Conservatism,” OAH Magazine of History 17 ( January 2003). 
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3.	 Distribute Handout 51, and have students complete it as directed.

Suggested Responses

1.	 Brook Farm
2.	 Oneida Community
3.	 Fruitlands
4.	 Seneca Falls Declaration 
5.	 Temperance Movement
6.	 Communism
7.	 Knights of Labor
8.	 Socialism
9.	 American Federation of Labor
10.	 Nationalists of Edward Bellamy
11.	 The Grange
12.	Populist Party
13.	Social Gospel Movement
14.	 Eugenics
15.	Woodrow Wilson
16.	 Upton Sinclair
17.	 Social Gospel Movement
18.	 New Deal
19.	 Governor Huey Long
20.	Dr. Francis Townsend
21.	 New Deal
22.	McCarthyism
23.	New Left Movement
24. Conservatives
25.	Martin Luther King Jr.
26.	Beat Movement
27.	 Students for a Democratic Society (SDS)
28.	Student Nonviolent Coordinating Committee (SNCC)
29. Hippies
30.	Weathermen 
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4.	 Divide the class into pairs, and distribute Handout 52. Assign each 
pair one of the reform movements to research. 

Suggested Responses

1.	 Utopian Societies: Radical Left 
Examples—Owenites (New Harmony), Fourierism, Brook 

Farm, Fruitlands, Oneida Community 
Summary—Although Utopian communities varied in struc-

ture, many were founded by intellectuals seeking to deal 
with the competitive nature of the capitalist system, to 
reform the system of marriage, or to change the nature of 
property rights. Most failed quickly when they ran out of 
sources of sustainable income. 

2.	 Antebellum Reform/Civil War: Radical Left
Examples—Seneca Falls Convention, temperance movement, 

Mary Nichols, abolitionism, Frederick Douglass and Wil-
liam Lloyd Garrison, Sojourner Truth, Grimké sisters 

Summary—Women of this era had few legal rights. The Sen-
eca Falls Convention called for equality between men and 
women, and the abolitionist and temperance movements 
both offered new roles for women. The temperance move-
ment arose as a protest against a general increase in drink-
ing and the problems attributed to it, including physical 
abuse in families. Others saw it as immoral and as a cause 
for poverty. William Lloyd Garrison, a radical white abo-
litionist who burned copies of the Constitution because 
it supported slavery, advocated immediate emancipation 
and complete civil rights for African Americans. Freder-
ick Douglass split with Garrison over the Constitution, 
saying that it should be used as a means to fight slavery.

3.	 Antebellum Reform/Civil War: Radical Right 
Examples—Ku Klux Klan, Christian Party, Anti-Masonic 

Party, Know-Nothing Party,
Summary—Groups like the Anti-Masonic Party, Know-

Nothing Party, American Party, and the Ku Klux Klan 
became identified as anti-immigrant. They were against 
the Irish who came to America in the millions due to the 
potato famine. The Know-Nothing Party, according to 
Abraham Lincoln, was anti-Negro, anti-immigrant, and 
anti-Catholic. They were pro-American, pro-Anglo-Sax-
on, and pro-Protestant. The Anti-Masonic Party arose 
in reaction to social change and a belief that European 
Masonic immigrants were bringing with them antidemo-
cratic, immoral, and secular ideas that would corrupt 
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young men and families. The Know-Nothing Party saw 
a conspiracy in the increase in the number of Roman 
Catholics and thought it would lead to the demise of 
democracy as Catholics would take direction from the 
Pope. The Klan arose as a defeated South sought to pun-
ish those who caused its destruction. Nativism existed 
earlier in America, and it would continue to be an impulse 
among the radical right and conservatives. 

4.	 Gilded Age/Populism: Radical Left
Examples—Marxism, Knights of Labor, anarchism, Molly 

Maguires, American Federation of Labor, single tax 
movement, The Nationalists of Edward Bellamy, Daniel 
DeLeon and the Socialist Labor Party, The Grange, the 
Greenback Party, the Farmer’s Alliance or Populist Party, 
Eugene V. Debs and the Socialist Party, Social Gospel 
Movement and Walter Rauschenbusch, Hull House 

Summary—Daniel DeLeon was considered the first Ameri-
can Marxist and was the first to introduce Marxist theory 
and party discipline. The Russian Revolution completely 
changed the Utopian expectations and assumptions of 
the left. Marxism was not the first movement to men-
tion the words socialism or communism and to discuss the 
abolition of private property, religion, and the family. It 
succeeded because earlier Utopian socialist movements 
had allowed people to accept their program peacefully 
and voluntarily. Marx, however, advocated revolution 
by force. The Knights of Labor made radical demands, 
including an eight-hour work day, equal pay for women, 
an end to child labor, and employer/employee ownership 
of factories and mines. They favored government owner-
ship of railroads and a graduated income tax. The party 
declined in part because it was linked to labor violence 
and anarchism at the Haymarket Square Riot and was 
replaced by less radical unions like the American Federa-
tion of Labor. Henry George and the single tax movement 
proposed that all land be nationalized with no individual 
ownership. The American people would become the 
landowners, and a tax would be paid for use of the land. 
This was at odds with Marxism. Most of the other radical 
left movements of the era also called for some type of na-
tionalization of major businesses by the government as a 
solution to the inequalities between the rich and the poor. 
Bellamy’s Looking Backward had a tremendous impact 
on society and suggested that a perfect society included 
an all-powerful state government that made all major 
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decisions for the public good. Eugenics would be used to 
create a better race of people, gradually eliminating the 
inferior types. The Greenback Party and later the Populist 
Party were the first radical political parties in the United 
States, calling for more government expansion, debt relief 
for farmers, free coinage of silver, and nationalization of 
major industries. The Social Gospel movement declared 
that capitalism was the devil and applied the teachings of 
the Gospel to the ills of society brought about by indus-
trialization. It suggested that perfection could be attained 
on earth.

5.	 Gilded Age/Populism: Radical Right
Examples—Ku Klux Klan, nativism 
Summary—On the radical right, reaction came in the form of 

resistance to change. White people coming from Eastern 
and Southern Europe were rejected by nativists because 
they were Catholic and not of Anglo-Saxon origin. 

6.	 Progressivism: Radical Left
Examples—Edward Bellamy, Henry George, Charles Beard, 

Lincoln Steffens, Upton Sinclair, Ida Tarbell, Prohibition, 
eugenics 

Summary —Progressive historian Charles Beard, in arguing 
that America’s founding fathers drafted a Constitution 
that protected their wealth and privilege, sought to dis-
credit the past as a way to transform society. The state 
began to rely more and more on scientific principles and 
on experts to guide society and the economy. The radical 
left became more convinced that the government should 
guide society and the economy and rely less on laissez-
faire policies. They would rely on experts rather than 
those having experience in the free market in making 
economic and social decisions. Upton Sinclair promoted 
socialism as salvation in his book The Jungle. Private 
property, marriage, and religion all worked to halt hu-
man progress. Other muckrakers believed that the ills 
of society could be done away with through government 
intervention. Eugenics, a progressive idea, sought to im-
prove society by improving the race and eliminating the 
weak and diseased.

7.	 Progressivism: Radical Right
Examples—Nativism, Ku Klux Klan
Summary—As society began changing, those on the radical 

right demanded changes in immigration policy. Groups 
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like the KKK became anti anything that seemed like 
change. It was pro-fundamentalist Protestant, for Prohi-
bition, pro-Anglo-Saxon, and patriotic. 

8.	 New Deal Reform: Old Left and New Radical Left 
Examples—Huey Long and Share Our Wealth, Dr. Francis 

Townsend and the Constitution as a “living document” 
Summary—The New Deal brought about a major shift in 

government size and its willingness to intervene eco-
nomically and socially. Those on the left supported this 
or argued for more government intervention. Governor 
Huey Long criticized FDR for not doing enough for the 
poor. He proposed a national minimum wage, cheap food, 
and free education for the poor. He also thought that the 
government should take money from the rich and give it 
to the poor so that they could have enough to buy a house 
and a car. The radical right were criticized as selfish reac-
tionaries interested mostly in protecting their privileged 
position.

9.	 New Deal Reform: Radical Right
Examples—Charles Lindbergh and the America First Party, 

H. L. Mencken, American Liberty League, Father Charles 
Coughlin 

Summary—Those on the radical right began labeling FDR as 
a socialist who was trying to create a welfare state. They 
criticized the New Deal as an extension of the federal gov-
ernment far beyond the role given it in the Constitution; 
to them, the New Deal was un-American and represented 
the erosion of personal liberties and individual choice. 
The Liberty League charged that the New Deal was de-
stroying traditional American values and doing away with 
individual liberties. It was anti-trade union. 

10.	 Postwar McCarthyism: Radical Right
Examples—John Birch Society, Joseph McCarthy, American 

Nazi Party, Ku Klux Klan
Summary—The main focus of the radical right in this era was 

anticommunism. After World War II with Nazism de-
feated, the United States and the Soviet Union resumed 
a bitter rivalry. Groups on the radical right pointed to 
the presence of communists in the government. Because 
of Cold War rhetoric and competition, those who were 
identified as communists were hunted down and pros-
ecuted. McCarthyism became synonymous with fear of 
communists. It was also an attack on the privileged of the 
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Northeast; the intellectual elite on the right believed it 
victimized the poor. McCarthy is also a link to the radi-
cal right of the present and their views. The John Birch 
Society was anticommunist. It promoted the reduction of 
the size of government and the acceptance of more per-
sonal responsibility. It opposed the civil rights movement, 
introduced elements of conspiracy theory regarding the 
intellectual elite, and emphasized the danger of a com-
munist conspiracy.

11.	 The 1950s, the 1960s, and Beyond: Radical Left
Examples—Civil rights movement, feminism, countercul-

ture, sexual revolution, C. Wright Mills, Paul Goodman, 
Herbert Marcuse, Norman O. Brown, Martin Luther 
King Jr., the Beat movement, Students for a Democratic 
Society (SDS), Student Nonviolent Coordinating Com-
mittee (SNCC), free speech movement, hippies, antiwar 
movement, Black Panthers, Weathermen, the Pill, Timo-
thy Leary and LSD 

Summary—The Beat movement, a cultural phenomenon of 
the 1950s, rejected society and its morality, experimented 
sexually, and used drugs. Beatniks were cultural radicals. 
During the 1960s, they transformed into hippies. In the 
1960s, the term New Left was first used by C. Wright 
Mills, who began arguing for a new movement led by 
young intellectuals based on countercultural themes as 
opposed to the older working-class labor themes. The new 
left came together on the issues of civil rights, antiwar, 
and antiestablishment. The modern feminist movement is 
said to have begun with Betty Friedan’s book The Feminine 
Mystique, which questioned assumptions about women’s 
roles. The old left became the parents and teachers of a new 
generation of leftists. Intellectuals like Goodman, Mar-
cuse, and Brown called for breaking free from civilization 
and reality, liberating oneself from labor and engaging 
in pleasure (connection to Fourier and Fourierism). The 
civil rights movement radicalized by 1966 and the SNCC 
under Stokely Carmichael called for Black Power. The 
Black Panther Party adopted the stance of “By any means 
necessary” and “Power to the People.” 

12.	The 1950s, the 1960s, and Beyond: Radical Right
Examples—Barry Goldwater, John Stormer, Phyllis Schafly, 

Christian fundamentalism, Moral Majority, Southern 
Strategy of Richard Nixon, Southern Legal Resource 
Center, Aryan Nations, Council of Conservative Citizens, 
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American Nazi Party, White Power, Liberty Lobby, New 
Christian Right

Summary—The Goldwater campaign in 1964 led to the 
establishment of the new right movement. It included 
libertarian, anticommunist, and traditionalist themes. 
John Stormer, in his book None Dare Call It Treason, 
wrote about the decay in society and its retreat of twenty 
years in the face of communism. Phyllis Schlafly’s book A 
Choice, Not an Echo condemned the feminist movement. 
During the 1980s, America began turning to the right. 
The new right of this era focused more on social issues 
and concerns about national sovereignty like the Panama 
Canal. It was often associated with Christian fundamen-
talism. It developed in reaction to the social and political 
excesses of the 1960s and 1970s, defeat in Vietnam, in-
creased drug use, free sex, and government programs 
handing out money. Numerous fringe radical right groups 
advocate extremist positions. The Moral Majority of Jerry 
Falwell promoted direct action by its members in the 
areas of antiabortion, opposition to homosexuality, the 
promotion of family values, and opposition to the Equal 
Rights Amendment. They began to decline after Reagan’s 
two terms when they believed that their agenda had been 
favorably addressed. The rise of the new Christian right 
is also associated with Jerry Falwell. The growth of the 
religious right in the South began, in part, as a reaction to 
perceived social disintegration following the Great Soci-
ety, the counterculture movement of the 1960s, and the 
Civil Rights Act of 1964; Nixon’s Southern Strategy in his 
successful presidential run of 1968 attracted disaffected 
white voters in the South. 

5.	 Distribute Handout 53, and divide students into four groups. Assign 
one scenario to each group, and have students prepare short presenta-
tions responding to the scenarios.

Suggested Responses

1.	 Student responses may include the following reasons for the 
failure of the utopian society: lack of competition, lack of 
discipline, unrealistic expectations, laziness, lack of farming 
skills, and unstable membership.

2.	 This society resembles those based on socialism, commu-
nism, and Nazism. A plan to control society in this way was 
a very strong impulse in America in the late 1800s, and it has 
continued to the present. Individual choice and liberty are 
lost if the government controls everything.
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3.	 The person in the scenario reveals that he is for socialism, that 
he drinks alcohol in speakeasies, and that he is marrying an 
Italian woman. His friend tells him how the wrong kind of 
immigrants are ruining America and that more Catholic immi-
grants mean eventual rule by the pope and the loss of democ-
racy. The friend also warns him that these new independent 
women will lead him to immoral practices. 

4.	 The Huey Long supporter would blame the greedy rich for the 
Depression and advocate taking most of the wealth and giving 
it to the poor, while the free-market supporter would blame 
the government and its restrictive policies for prolonging the 
economic downturn. His advice would be to lower taxes and 
to stop spending money on wasteful projects.
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Name:

Left and Right Movements
Directions: Using your textbook, the Internet, and other resources, match each term to its descrip-
tion. Some terms are used more than once.

American Federation of Labor
Beat Movement
Brook Farm
Communism
Conservatives
Eugenics
Fruitlands
The Grange
Hippies
Martin Luther King Jr. 
Knights of Labor
Governor Huey Long 
McCarthyism
Nationalists of Edward Bellamy
New Deal

New Left Movement
Oneida Community
Populist Party
Seneca Falls Declaration 
Upton Sinclair 
Social Gospel Movement
Socialism
Student Nonviolent Coordinating  

Committee (SNCC)
Students for a Democratic Society (SDS)
Temperance Movement
Dr. Francis Townsend
Weathermen 
Woodrow Wilson

	������������ 1.	 This was a transcendental Utopian commune.

	������������ 2.	 We believe in free love and pure communism, and we are anti-American.

	������������ 3.	 We believe animals have rights. They should not be used for food or to plow 
the fields.

	������������ 4. 	 “We hold these truths to be self-evident: that all men and women are cre-
ated equal.”

	������������ 5. 	 We urge people to take a pledge to abstain from drinking alcohol.

	������������ 6. 	 The abolition of private property and religion is no longer a choice; it must 
be accomplished by force.

	������������ 7. 	 We will accept women, Negroes, and all types of labor into our union. We 
call for the eight-hour work day and equality among men and women. 

	������������ 8. 	 We believe in nationalization of all major industries and redistribution of 
wealth.

Lesson 28 
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	������������ 9. 	 This is a craft union; we want real gains in labor progress.

	������������ 10. 	 I call for the government takeover of railroads, coal mines, telegraph, and 
telephones.

	������������ 11. 	 We the farmers look to the government for assistance in our desperate 
times. We can no longer rely only on each other.

	������������ 12. 	 The government must be the force to bring about equality. It must inter-
vene and provide a more equitable distribution of wealth. We call for an 
income tax, state ownership of railroads, bimetallism, and direct election 
of senators and restriction of immigrants. 

	������������� 13. 	 Society must engineer the perfect human—spiritually, morally, and intellectu-
ally. Man will replace God, there will be heaven on earth, and, instead of saving 
souls, we will save people. 

	������������ 14. 	 All souls are not equal in the sight of God. It’s not logical to think that God 
wants diseased and enfeebled worshipers. Sterilization of the unfit will lead 
to a better race.

	������������ 15. 	During my tenure in office, I nationalized the railroads, made conscription 
mandatory, limited free speech, and regulated the prices on food.

	������������ 16. 	 Aside from writing a popular book that influenced Theodore Roosevelt, I 
ran for governor of California on a socialist platform. 

	������������ 17. 	 This movement focused on the social, not on the gospel. It believed that the 
government should become one gigantic Hull House, giving assistance to 
those in need. 

	������������ 18. 	 We do not believe in leaving the national economy up to the uncertainty 
of laissez-faire policies of earlier times. We will now depend on trained ex-
perts who will do much better jobs.

	������������ 19. 	 I believe we should redistribute wealth. No one should make more than one 
million dollars or acquire more than five million in wealth. My plan will be 
called Share Our Wealth.

	������������ 20. 	 I have a plan to help seniors. They would automatically receive $200 a 
month.

	������������ 21. 	 The people’s view of the role of government shifted because of this plan that 
increased the government’s power.
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	������������ 22. 	 We need to rid our government and society of communists. Anyone 
suspected of engaging in communist activities should be pursued and 
blacklisted.

	������������ 23. 	 This movement of the 1960s included civil rights, feminism, and counter-
culture, and the sexual revolution started.

	������������ 24. 	 In the 1960s, it was common to believe that this group could be easily 
manipulated because they were conformists who preferred to live in mass 
assembled communities like Levittown, New York. 

	������������ 25. 	 He called for nonviolence and inclusion in American society. 

	������������ 26. 	 This 1950s movement rejected societal values such as family, patriotism, 
morality, and the church.

	������������ 27. 	 This new left movement called for participatory democracy, socialized 
medicine, and unilateral disarmament and claimed that students, not the 
working class, were the agents of change. 

	������������ 28. 	 This movement began to radicalize under its leader, Stokely Carmichael, 
first banning whites and then openly advocating violence. Black Power and 
the Black Panther were its symbols. 

	������������ 29. 	 We were cultural or lifestyle radicals, mostly interested in liberating our 
minds and not in the oppressed people of the world.

	������������ 30. 	 We believed that changing the system is hopeless. We therefore chose 
violence. 

Lesson 28 
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Social, Political, and Economic Reform Movements
Directions: Identify at least three examples of groups or individuals active in or associated with the 
following movements. Then write a short summary of the main characteristics of each group. 

1.	 Utopian Societies: Radical Left

2.	 Antebellum Reform/Civil War: Radical Left

3.	 Antebellum Reform/Civil War: Radical Right

4.	 Gilded Age/Populism: Radical Left 

5.	 Gilded Age/Populism: Radical Right

6.	 Progressivism: Radical Left

7.	 Progressivism: Radical Right

8.	 New Deal Reform: Old Left and New Radical Left

9.	 New Deal Reform: Radical Right

10.	 Postwar McCarthyism: Radical Right

11.	 The 1950s, the 1960s, and Beyond: Radical Left

12.	The 1950s, the 1960s, and Beyond: Radical Right

Lesson 28 
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What Would You Do?
Directions: The following scenarios are from different periods and involve radicalism. Follow the 
directions in each scenario, including answering questions. Write up to one page for each scenario, and 
be prepared for class discussion. 

1.	 Utopian Societies

	 You are a visitor, a successful dairy farmer from Ohio. You find yourself among transcendental-
ist vegetarian members of the Fruitlands Commune at Harvard, Massachusetts. This commune 
disapproves of private ownership of land and laboring for profit. It also forbids the exploitation 
of animals, including using them to plow the soil, milking them, making use of their skins for 
leather, and using their manure as fertilizer to grow crops. A plan to plant fruit trees for food 
never materialized, and when the yearly crops are ready for harvest, most of the male members 
find some excuse to be away, so the crops are never gathered. Practices include nudism, loud 
swearing with a pure heart to uplift those nearby, and bathing in cold water as a purgative. This 
commune, like most other Utopian communes, fails after a few short years.

	 Some members approach you and want to know how you feel about their commune and why it 
may be failing. What do you say? What are they doing wrong? How do you create a self-sustaining 
commune capable of surviving without rich patrons providing money? 

2.	 Populism

	 In Edward Bellamy’s novel Looking Backward, the main character awakens after 113 years, 3 
months, and 11 days to find himself in a different world. The state is everything. It is the farm, 
the factory, the grocery store, and the owner of all private property. State governments are done 
away with, as are political parties, taxes, and democracy. Everything is scientifically planned by 
groups of specially trained social engineers, and society runs like clockwork, everything to the 
last detail. The people he encounters are perfect, without faults or blemishes. The government 
uses eugenics to create a better race of people.

	 Why might people think this represents a perfect America? What type of government does it 
sound like? Is greater perfection achieved in society by the government controlling and planning 
everything? Is anything lost if government controls everything? 

Lesson 28 
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3.	 Nativism

	 It is in the early 1920s, and a good friend has invited you to a patriotic July 4 celebration at Stone 
Mountain, Georgia. When you arrive, you see hundreds of people you recognize as members of 
the Ku Klux Klan in traditional white robes and hoods. You do not say anything at the gather-
ing, but on the ride home that night, you discuss your feelings with your friend, who may have 
played a practical joke on you. Your political views are more in line with Upton Sinclair; you 
visit speakeasies, where you cavort with flappers, and your new bride is Italian. You discover 
that your friend really supports the KKK. Write a short conversational exchange detailing your 
differences.

4.	 New Deal

	 You are an ardent supporter of Governor Huey Long’s Share Our Wealth program, and you have 
encountered a supporter of laissez-faire free market capitalism. The topic is, “How Do We End 
the Depression?” Your discussion centers on who is at fault for the Depression, how it can be 
stopped, and the proper role of government.

Lesson 28 
Handout 53 (page 2)
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Lesson 29

The End of the Cold War 

Objectives

•	 To understand the new Soviet policies 
•	 To assess U.S. responses to these changes

AP* Correlations

Skill Type III
Skill 7: Appropriate Use of Relevant Historical Evidence

Thematic Learning Objective: America in the World
WOR-7: Analyze the goals of U.S. policymakers in major interna-
tional conflicts, such as the Spanish-American War, World Wars I 
and II, and the Cold War, and explain how U.S. involvement in these 
conflicts has altered the U.S. role in world affairs

Notes to the Teacher

	 U.S. foreign policy from 1947 until 1989 was determined by the Cold 
War consensus that everything the United States wanted and needed 
economically and politically was the opposite of what the leaders of its 
archrival—the Soviet Union—wanted and needed. Of course, the world 
was more complicated than such a dichotomy would suggest, and under the 
policy of détente of the 1970s, diplomats from both countries negotiated 
over a number of issues, but the basic assumption, as argued by President 
Ronald Reagan in 1983, was that the Soviet Union was an “evil empire.” 
	 Beginning in 1985 with the election of Mikhail Gorbachev as General 
Secretary of the Soviet Union and his articulated policies of perestroika 
and glasnost, the previous American assumptions collapsed, and official 
policies had to change. Within a few years, the situation changed again: 
the Soviet Union itself collapsed, as did its hold on developments in neigh-
boring countries, opening an exciting and terrifying Pandora’s Box of new 
possibilities.
	 In this lesson, students examine aspects of General Secretary Gor-
bachev’s statements. Then they act as advisors to President Reagan 
and suggest approaches in a seminar activity. Students analyze what 
the administration of President Reagan did in terms of continuing or 
changing U.S. policy toward the Soviet Union and write reflections as 
to whether they think that in this situation the United States missed an 
opportunity.
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Procedure

1.	 Ask students to brainstorm examples of Cold War foreign policy 
that the U.S. government employed up to the mid-1980s (arms race; 
isolation of people who disagreed with official policies; competition 
over resources with the Soviet Union; fighting communists in Korea, 
Vietnam, and elsewhere).

2.	 Distribute Handout 54, and allow students time to complete it.

Suggested Responses

1.	 Gorbachev saw perestroika as a forward movement for his 
country; it involved more local control, a mixed economy, and 
dialogue over decision making.

2.	 Glasnost involved a free exchange of ideas.
3.	 Socialism is by its nature democratic and participatory, which 

Gorbachev emphasizes.
4.	 Soviet policy prior to this was far from democratic.
5.	 Gorbachev planned to reduce weapons and improve relations 

with the United States.
6.	 Gorbachev wanted to democratize and localize decision 

making.
3.	 Distribute Handout 55, and have students read the material. Then set 

up the room for an inner/outer seminar. Students in the inner circle 
debate the issues; students in the outer circle listen and take notes.

4.	 Ask students to reflect in writing on the nature of the U.S. response 
and whether they think that it is an example of a missed opportunity. 
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General Secretary Gorbachev:  
A New Beginning or a Return to Socialist Values?
Directions: Read the excerpts, and answer the questions that follow.

Document 1
Mikhail Gorbachev, Perestroika (1987)

	 The policy of restructuring puts everything in its place. We are fully restoring the principle 
of socialism. “From each according to his ability, to each according to his work,” and we seek to 
affirm social justice for all, equal rights for all, one law for all, one kind of discipline for all, and high 
responsibilities for each. Perestroika raises the level of social responsibility and expectation. . . .
	 Perestroika means mass initiative. It is the comprehensive development of democracy, socialist 
self-government, encouragement of initiative and creative endeavor, improved order and discipline, 
more glasnost, criticism and self-criticism in all spheres of our society. It is utmost respect for the 
individual and consideration for personal dignity.1

Document 2
Gorbachev’s Speech to the United Nations (1988)

	 Our country is undergoing a truly revolutionary upsurge. The process of restructuring is gain-
ing pace; we started by elaborating the theoretical concepts of restructuring; we had to assess the 
nature and scope of the problems, to interpret the lessons of the past, and to express this in the 
form of political conclusions and programs. This was done. The theoretical work, the re-interpre-
tation of what had happened, the final elaboration, enrichment, and correction of political stances 
have not ended. They continue. However, it was fundamentally important to start from an overall 
concept, which is already now being confirmed by the experience of past years, which has turned 
out to be generally correct and to which there is no alternative. 
	 In order to involve society in implementing the plans for restructuring it had to be made 
more truly democratic. Under the badge of democratization, restructuring has now encompassed 
politics, the economy, spiritual life, and ideology. We have unfolded a radical economic reform, 
we have accumulated experience, and from the new year we are transferring the entire national 
economy to new forms and work methods. Moreover, this means a profound reorganization of 
production relations and the realization of the immense potential of socialist property. . . .
	 Now about the most important topic, without which no problem of the coming century can 
be resolved: disarmament. . . . 
	 Today I can inform you of the following: The Soviet Union has made a decision on reducing 
its armed forces. In the next two years, their numerical strength will be reduced by 500,000 per-
sons, and the volume of conventional arms will also be cut considerably. These reductions will be 
made on a unilateral basis, unconnected with negotiations on the mandate for the Vienna meeting. 
By agreement with our allies in the Warsaw Pact, we have made the decision to withdraw six tank 
divisions from the GDR, Czechoslovakia, and Hungary, and to disband them by 1991. Assault 
landing formations and units, and a number of others, including assault river-crossing forces, with 
their armaments and combat equipment, will also be withdrawn from the groups of Soviet forces 

1Mikhail Gorbachev, Perestroika: New Thinking for Our Country and the World (New York: Harper and Row, 1987), 31, 34.
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situated in those countries. The Soviet forces situated in those countries will be cut by 50,000 
persons, and their arms by 5,000 tanks. All remaining Soviet divisions on the territory of our al-
lies will be reorganized. They will be given a different structure from today’s which will become 
unambiguously defensive, after the removal of a large number of their tanks. . . . 
	 Finally, being on U.S. soil, but also for other, understandable reasons, I cannot but turn to the 
subject of our relations with this great country. . . . Relations between the Soviet Union and the 
United States of America span five and a half decades. The world has changed, and so have the 
nature, role, and place of these relations in world politics. For too long they were built under the 
banner of confrontation, and sometimes of hostility, either open or concealed. But in the last few 
years, throughout the world people were able to heave a sigh of relief, thanks to the changes for the 
better in the substance and atmosphere of the relations between Moscow and Washington.2

1.	 What does perestroika mean in your own words?

2.	 What does glasnost mean in your own words?

3.	 In what ways are these terms consistent with socialism?

4.	 In what ways were these ideas a new start for Soviet domestic policy?

5.	 What did Gorbachev plan to do in terms of foreign policy?

6.	 In what ways were his plans different from those of his predecessors? 

2“Address by Mikhail Gorbachev at the 43rd UN General Assembly Session, December 7, 1988,” The Cold War Files: Interpreting U. S. History 
Through Documents, <http://www.wilsoncenter.org/coldwarfiles/files/Documents/1988-1107.Gorbachev.pdf> (11 October 2010).
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What Should the United States Now Do?
Directions: Read the following document, and use the questions to prepare for class discussion.

The Governor’s Island Summit, December 1988

	 The last official meeting between President Reagan and General Secretary Gorbachev—after 
four spectacular summits that commanded worldwide attention at Geneva 1985, Reykjavik 1986, 
Washington 1987 and Moscow 1988—took place on an island in New York harbor on December 
7, 1988 during the Soviet leader’s trip to deliver his now-famous United Nations speech announc-
ing unilateral arms cuts and—to many observers—the ideological end of the Cold War. 
	 Adding particular interest to this abbreviated summit was the participation of then-President-
elect George H. W. Bush, who was at that moment constructing a national security team of aides 
who were distinctly more skeptical of Gorbachev’s motives than President Reagan or his top 
officials were. In fact, the transition from the Reagan to the Bush administrations at the end of 
1988 and beginning of 1989 might be described as a transition from doves to hawks. (One of the 
leading hawks was Bush’s deputy national security adviser Robert Gates, now serving as Secretary 
of Defense for President George W. Bush and President-elect Barack Obama.)
	 According to evidence from the Soviet side—much of it published here for the first time any-
where—Gorbachev explicitly prepared the U.N. speech as a means to speed up arms reductions, 
engage the new American leader, and end the Cold War. After the successful signing of the INF 
Treaty at the Washington summit in 1987 eliminated that entire class of nuclear weapons, the 
Soviet leadership was prepared for a very quick progress on the strategic offensive weapons treaty 
START. Building on the personal understanding and chemistry between President Reagan and 
General Secretary Gorbachev, the Soviets were counting on signing the treaty with Reagan, before 
the U.S. presidential election of 1988. 
	 Having made substantial concessions on verification and shorter-range missiles for the INF 
Treaty, Gorbachev was signaling Reagan throughout the spring of 1988 trying to push for faster 
progress on START. But Reagan’s conventionally-minded advisers—particularly Frank Carlucci 
at the Defense Department and Colin Powell at the White House—undercut Secretary of State 
George Shultz with their go-slow approach, even though Shultz saw the opportunities for radical 
arms reductions. Opposition from the U.S. Navy over submarine-launched cruise missiles also 
stalled progress, even though the withdrawal of such missiles was manifestly in the U.S. national 
security interest. The result was that the Americans were not ready to agree on START in time for 
the Moscow summit in May–June 1988. Even after the summit, Gorbachev still kept hope alive for 
signing the treaty; but there was no progress, at least in part because then Vice-President Bush—in 
the middle of a presidential campaign where securing the conservative base of the Republican 
Party was key to his strategy—was not eager to move any arms control forward. 
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	 During the summer of 1988, gradually, the documents show that the Soviet leadership realized 
that the treaty would have to wait until the new administration came to power in Washington, and 
therefore, the most important priority for Soviet foreign policy now was not to lose the momentum 
and to hit the ground running with the new administration. Georgy Arbatov in his June 1988 memo 
to Gorbachev emphasized the importance of being prepared for the new administration—not 
slowing down the pace of negotiations, keeping the initiative, and building a base of support in 
Europe—thus keeping the pressure for comprehensive cuts in conventional arms, including elimi-
nation of asymmetries and reductions of Soviet forces by 500,000. However, in the summer of 
1988, the Soviet side still saw this plan as part of mutual reductions in Europe.
	 In the summer of 1988, the groundbreaking Soviet XIX Party Conference discussed the main 
ideas that later became part of the Gorbachev U.N. address and adopted them as guidelines for 
Soviet foreign policy. But even that significant ideological shift did not produce any response 
in the United States preoccupied with the electoral campaign. In the fall of 1988, however, after 
various Soviet initiatives did not result in U.S. engagement, the Soviets felt the need to radical-
ize their approach if they were to achieve quick progress with the new administration. Former 
ambassador to Washington and now key Central Committee official Anatoly Dobrynin in his Sep-
tember memorandum to Gorbachev suggested that the General Secretary should meet with the 
President-elect as early as possible, preferably during his visit to New York for the session of the 
U.N. General Assembly. Dobrynin suggested that if Gorbachev delivered an address at the U.N., it 
would be helpful in his relations with the new administration and would have positive impact on 
the American public opinion. 
	 Late October 1988 brought a major break with past Soviet positions, when Gorbachev de-
cided to offer deep reductions in Soviet forces in Europe as a unilateral initiative, and to deliver 
a major address at the United Nations. Gorbachev conceptualized this speech as an “anti-Fulton, 
Fulton in reverse” in its significance—comparing it with the historic Winston Churchill “Iron Cur-
tain” speech of 1946 in Fulton, Missouri, at the beginning of the Cold War. Gorbachev wanted his 
speech to signify the end of the Cold War, offering deep Soviet reductions in conventional weap-
ons as proof of his policy. These reductions would address the most important Western concern 
about the threat of war in Europe, where the Soviets enjoyed significant conventional superiority. 
This move, in Gorbachev’s mind, would build trust and open the way for a very fast progress with 
the new American administration. His meeting with President-elect Bush and President Reagan 
would take place immediately after the U.N. speech.
	 However, the documents show that Gorbachev and his advisers had first to convince their own 
military of the wisdom of making such unilateral unbalanced reductions, including the problem 
of what to do with the personnel being withdrawn from Europe. Gorbachev seemed well aware of 
the potential opposition to his initiative both in the Politburo and in the Armed Forces—a very 
sensitive issue to handle. The decision making on the U.N. speech involved a very narrow circle of 
advisers, and the full scope of numbers was never discussed at the Politburo or published, partly 
because as Gorbachev stated in an unprecedented direct way on November 3, “If we publish how 
the matters stand, that we spend over twice as much as the U.S. on military needs, if we let the 
scope of our expenses be known, all our new thinking and our new foreign policy will go to hell. 
Not one country in the world spends as much per capita on weapons as we do, except perhaps the 
developing nations that we are swamping with weapons and getting nothing in return.” 	
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	 Gorbachev’s U.N. speech on December 7 explicitly endorsed the “common interests of 
mankind” (no longer the class struggle) as the basis of Soviet foreign policy and, significantly for 
Eastern Europe, declared “the compelling necessity of the principle of freedom of choice” as “a 
universal principle to which there should be no exceptions.” Gorbachev particularly surprised CIA 
and NATO officials with his announcement of unilateral cuts in Soviet forces totaling 500,000 
soldiers, and the withdrawal from Eastern Europe of thousands of tanks and tens of thousands of 
troops. 
	 Reaction in the West ranged from disbelief to astonishment. The New York Times editorial-
ized, “Perhaps not since Woodrow Wilson presented his Fourteen Points in 1918 or since Franklin 
Roosevelt and Winston Churchill promulgated the Atlantic Charter in 1941 has a world figure 
demonstrated the vision Mikhail Gorbachev displayed yesterday at the United Nations.” U.S. Sen. 
Daniel Patrick Moynihan called this speech “the most astounding statement of surrender in the 
history of ideological struggle,” while retired Gen. Andrew Goodpaster, a former NATO com-
mander and top aide to President Eisenhower, described Gorbachev’s announcement of unilateral 
troop cuts as “the most significant step since NATO was founded.” 
	 Little of this world-shaking impact was evident in the highest-level U.S. government reaction. 
At the Governors Island meeting, for example, President Reagan remarked only that “he had had a 
brief report on it, and it all sounded good to him”; while Vice-President and President-elect Bush 
remarked that he “would like to build on what President Reagan had done” but “he would need 
a little time to review the issues. . . .” Bush described the “theory” behind his “new team” as “to 
revitalize things by putting in new people.”
	 But the new Bush advisers were more than skeptical of Gorbachev. In subsequent memoirs, 
national security adviser Brent Scowcroft dismissed the U.N. speech when he described his 
staunch opposition to any early summit with Gorbachev in 1989: “Unless there were substan-
tive accomplishments, such as in arms control, the Soviets would be able to capitalize on the one 
outcome left—the good feelings generated by the meeting. They would use the resulting euphoria 
to undermine Western resolve, and a sense of complacency would encourage some to believe the 
United States could relax its vigilance. The Soviets in general and Gorbachev in particular were 
masters at creating these enervating atmospheres. Gorbachev’s U.N. speech had established, with 
a largely rhetorical flourish, a heady atmosphere of optimism. He could exploit an early meeting 
with a new president as evidence to declare the Cold War over without providing substantive ac-
tions from a ‘new’ Soviet Union. Under the circumstances which prevailed [in 1989], I believed an 
early summit would only abet the current Soviet propaganda campaign.”
	 Ironies abound in this statement. The Soviet evidence shows that substantive accomplish-
ments in arms control were very much on the table and available at the very beginning of the 
Bush administration. These included the START agreement for 50% reductions in strategic arms 
that the Bush administration would not actually sign until 1991, or the withdrawn deployments 
of tactical nuclear weapons that President Bush did not order until the fall of 1991, to immediate 
reciprocation by Gorbachev. The U.S. ambassador to Moscow, Jack Matlock, titled his chapter on 
this initial period of the Bush administration, “Washington Fumbles”; while Gorbachev’s advisor 
Anatoly Chernyaev is even harsher with his chapter title, “The Lost Year.” 
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	 Chernyaev subsequently wrote: “Much has been written about the impression that Gor-
bachev made on the world in his U.N. speech. But we also have to consider the impact on him 
of the world’s response to his speech. . . . Having received such broad recognition and support, 
having been ‘certified’ a world class leader of great authority, he could be faster and surer in shaking 
off the fetters of the past in all aspects of foreign policy.” Regrettably, exactly those “fetters of the 
past” continued to restrain the highest levels of the George H. W. Bush administration from meet-
ing Gorbachev half-way, and arguably prevented dramatic reductions in nuclear weapons, fissile 
materials, and conventional armaments, to the detriment of international security today.1

1.	 In 1988 and 1989, how should the United States have changed its policies to meet the needs of 
the current situation?

2.	 What issues were of greatest concern?

3.	 What opportunities existed to end the spiraling arms race?

Lesson 29 
Handout 55 (page 4)

1Dr. Svetlana Savranskaya and Thomas Blanton, eds., “Reagan, Gorbachev, and Bush at Governor’s Island: Previously Secret Documents from 
Soviet and U.S. Files on the 1988 Summit in New York, 20 Years Later,” National Security Archive: Electronic Briefing Book No. 261, 8 December 
2008, <http://www.gwu.edu/~nsarchiv/NSAEBB/NSAEBB261/> (11 October 2010). Internal footnotes omitted.
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Lesson 30

Bill Clinton’s Presidency

Objectives

•	 To analyze Bill Clinton’s legacy as president
•	 To assess whether this legacy is different from those of his predecessors

AP* Correlations

Skill Type III
Skill 7: Appropriate Use of Relevant Historical Evidence

Thematic Learning Objective: Politics and Power
POL-7: Analyze how debates over civil rights and civil liberties 
have influenced political life from the early 20th century through 
the early 21st century

Thematic Learning Objective: America in the World
WOR-8: Explain how U.S. military and economic involvement in 
the developing world and issues such as terrorism and economic 
globalization have changed U.S. foreign policy

Notes to the Teacher

	 Since the end of World War II, U.S. presidents have carved out a large 
role for themselves in terms of both domestic and foreign policy; with the 
exception perhaps of Jimmy Carter, most presidents have been imperial 
presidents.1

	 With the changes in the Soviet Union, the larger role of the United 
Nations in world affairs, and calls for domestic reforms at home, it was 
only when a president from the next generation—Bill Clinton—came into 
office that countless imperial policies and approaches were openly chal-
lenged. In some ways, Clinton’s reform approach looked back to that of 
President Abraham Lincoln in the nineteenth century; in other ways, his 
administration looked forward to that of President Barack Obama in the 
twenty-first century. For a variety of political reasons, the reform overtures 
that were made had little success. They indicate a change in the nature of 
the presidency and in the purpose of the federal government.
	 In this lesson, students examine “On the Pulse of Morning,” Maya An-
gelou’s poem that she read at Clinton’s inauguration. (The poem is easily 
accessible online.) Next, students research two aspects of the Clinton ad-
ministration’s domestic policy: the attempt to reform medical care and the 
attempt to improve race relations. In addition, they research two examples 
of his administration’s foreign policy: the situation between Egypt and 
Israel and the role of the United States in the United Nations, particularly 
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1As coined by Arthur M. Schlesinger Jr. in his book The Imperial Presidency, originally published in 
1973; in the 2004 edition, Schlesinger discusses modern developments of the term. 

in terms of ending the conflict in Kosovo. Students respond to an essay 
question based on their research.

Procedure

1.	 Ask students what they know about President Bill Clinton (Demo-
crat, had an affair with an intern, married to Hillary Clinton).

2.	 Distribute Handout 56, and have small groups complete part A.

Suggested Responses

1.	 The poem expresses hope for the future, particularly desire 
for all people to get along with one another.

2.	 She looked for fairness and respect for all people.
3.	 Accept all reasonable responses.

3.	 Have students complete part B of Handout 56. Given the contem-
porary nature of the topic, this is an excellent way for students to do 
Internet research. Encourage students to apply the following critical 
thinking questions to any Web site they visit. 
•	 Who is providing the information? 
•	 Is the site funded by a specific institution or  organization?
•	 If the site deals with a controversial issue, is more than one view-

point provided?
•	 Is evidence of gender, racial, or other bias present?
•	 Does the site’s author provide information about where he or she 

obtained the site’s data?
•	 Does the author include working links to other sites?
•	 When was the site created? Is the data updated regularly?
•	 Is the text well-written and accurate? Does it contain errors in 

grammar or spelling? 
4.	 Discuss students’ research results. (Clinton’s approach in foreign 

policy was different from that of his predecessors, indicating a change 
in the “imperial presidency.” In domestic policy, he attempted to 
broaden the audience, but his approach remained imperial, and he 
failed to accomplish his goals.)

5.	 Assign students to write essays responding to the following prompt: 
Did President Clinton’s approach to domestic and foreign 
policy fulfill Maya Angelou’s hopes and signify an end of the 
“imperial presidency”? Why or why not?
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President Clinton’s Domestic and Foreign Policies
Part A.
Directions: Maya Angelou read “On the Pulse of Morning” at President Bill Clinton’s inauguration. 
Read the poem, and answer the following questions.

1.	 What do you think Angelou’s message is in the poem?

2.	 What did she expect from Clinton’s administration?

3.	 In what ways were Angelou’s expectations similar to or different from your thoughts about Presi-
dent Clinton?

Part B.
Directions: Research and report on the following four efforts of the Clinton administration.

•	 The attempt to reform medical care

•	 The attempt to advance race relations

•	 The attempt to improve contact between Israelis and Palestinians

•	 The attempt to end the war in Kosovo

Lesson 30 
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Lesson 31

The War in Iraq

Objectives

•	 To understand the reasons why the U.S. government went to war 
with Iraq

•	 To assess whether the war was a just one

AP* Correlations

Skill Type III
Skill 7: Appropriate Use of Relevant Historical Evidence

Thematic Learning Objective: America in the World
WOR-8: Explain how U.S. military and economic involvement in 
the developing world and issues such as terrorism and economic 
globalization have changed U.S. foreign policy

Notes to the Teacher

	 In the aftermath of al-Qaeda’s attacks on the World Trade Center in 
New York on September 11, 2001, the U.S. government went to war with 
Iraq—an oil-rich country with a long history and a proud Islamic past, a 
country that was formerly allied with the United States. Whatever position 
one may have on this war, and given that we lack historical perspective, 
by 2010 its effect on both countries was disastrous. In the United States, 
this war generated name-calling, racism, and anti-Islamic attitudes. It also 
contributed to an economic crisis. In Iraq, it contributed to the toppling 
of one government, the destruction of national treasures, and the attempt 
to rebuild the nation at great expense. Some would argue that all of these 
negative consequences could have been predicted; others hold that they 
are simply unintended consequences of war.
	 In this lesson, students grapple with both official government policies 
and critical opinions about the war. They discuss what they think they 
know about the war and attempt to correct misconceptions. Next, students 
look at a variety of viewpoints on the war and use this material to debate 
whether the war was just. Students complete a document-based question.

Procedure

1.	 Ask students what they know about Iraq. (Formerly Mesopotamia, 
Iraq is a landlocked country in western Asia; most people are Arabs; 
most are Sunni Muslims. It was ruled by Ottomans until 1920 and 
under British mandate in the 1920s; the country became indepen-
dent in 1932. In the 1960s, the Ba’th Party, led by Saddam Hussein, 
tried to take over. Hussein was president as of 1979; he allied with the 
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United States during the 1980s war against Iran. In the 1990s during 
the Persian Gulf War, the United States allied with Kuwait after that 
country was invaded by Iraqi troops.)

2.	 Distribute Handout 57, and give students time to complete it. 
Suggested Responses

Document 1—President George W. Bush stated that it was neces-
sary to stop Iran, Iraq, and North Korea from hurting their 
people; the countries had dangerous, horrible leaders.

Document 2—Bush emphasized that Hussein was a threat since 
the attacks in New York City.

Document 3—Senator Robert Byrd saw Iraq as an enemy; he be-
lieved that the war would lead to serious problems.

Document 4—President Bush stated that the Iraqi government 
used illegal weapons.

Document 5—Hussein denied that Iraq had those weapons that 
President Bush described.

Document 6—John Brady Kiesling stated that, as a diplomat, he 
could no longer work for the U.S. government, which was 
spreading lies and creating dangerous policies and situations.

Document 7—Michael Livingston pointed out that millions of 
people demonstrated against war.

Document 8—Stephen Kinzer emphasized that the war dragged 
on; Hussein was correct, and there were no illegal weapons.

Document 9—According to Howard Zinn, Americans were less 
safe as a result of the war.

Document 10—Noam Chomsky predicted that the aftermath of 
the war would be horrible.

3.	 Organize two groups of three students. Assign one group to be in fa-
vor of a war against Iraq in 2003 and the other to be in opposition to a 
war against Iraq in 2003. Provide the following debate topic: Was the 
United States justified in initiating a war against Iraq? Why or why 
not?

4.	 Instruct the remaining students to prepare questions based on their 
roles as members of the Senate; assign specific roles from specific 
states. 

5.	 Allow time for students to debate the issue and to pose and answer 
questions.

6.	 At the end of the debate, have audience members vote for the best 
position to meet the interests and values of the United States.

7.	 Assign students to write essays responding to the following prompt:
	 Was the United States justified in initiating war against Iraq 

in 2003? Why or why not? Use at least eight of the documents 
in Handout 57 to support your position.
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Selected Documents Related to the War in Iraq
Directions: Read each document, and summarize each one in your own words.

Document 1
President George W. Bush, State of the Union Address ( January 29, 2002)

	 Iraq continues to flaunt its hostility toward America and to support terror. The Iraqi regime 
has plotted to develop anthrax and nerve gas and nuclear weapons for over a decade. 
	 This is a regime that has already used poison gas to murder thousands of its own citizens, 
leaving the bodies of mothers huddled over their dead children. This is a regime that agreed to 
international inspections then kicked out the inspectors. This is a regime that has something to 
hide from the civilized world. 
	 States like these, and their terrorist allies, constitute an axis of evil, arming to threaten the 
peace of the world. By seeking weapons of mass destruction, these regimes pose a grave and grow-
ing danger. They could provide these arms to terrorists, giving them the means to match their 
hatred. They could attack our allies or attempt to blackmail the United States. In any of these cases, 
the price of indifference would be catastrophic.1

Document 2
President Bush, National Address on the Five-Year Anniversary of 9/11 (September 11, 2006)

	 On September the 11th, we learned that America must confront threats before they reach 
our shores, whether those threats come from terrorist networks or terrorist states. I’m often asked 
why we’re in Iraq when Saddam Hussein was not responsible for the 9/11 attacks. The answer is 
that the regime of Saddam Hussein was a clear threat. My administration, the Congress, and the 
United Nations saw the threat—and after 9/11, Saddam’s regime posed a risk that the world could 
not afford to take. The world is safer because Saddam Hussein is no longer in power. And now the 
challenge is to help the Iraqi people build a democracy that fulfills the dreams of the nearly 12 
million Iraqis who came out to vote in free elections last December.2

Document 3
Senator Robert Byrd, Speech in Senate (September 26, 2002)

	 In the event of a war with Iraq, might the United States be facing the possibility of reaping 
what it has sown? The role that the U.S. may have played in helping Iraq to pursue biological war-
fare in the 1980s should serve as a strong warning to the president that policy decisions regarding 
Iraq today could have far reaching ramifications on the Middle East and on the United States in the 
future. 	
	 In the 1980s, the Ayatollah Khomeni was America’s sworn enemy, and the U.S. government 
courted Saddam Hussein in an effort to undermine the Ayatollah and Iran. Today, Saddam Hus-
sein is America’s biggest enemy, and the U.S. is said to be making overtures to Iran. The Bush 
administration is also discussing whether to arm groups of ethnic dissidents, such as the Kurds, in 
Iraq. 

1“Text of President Bush’s 2002 State of the Union Address,” The Washington Post, <http://www.washingtonpost.com/wp-srv/onpolitics/
transcripts/sov012902.htm> (28 July 2010). 
2“George W. Bush: Address to the Nation on the Five-Year Anniversary of 9/11,” American Rhetoric, <http://www.americanrhetoric.com/
speeches/wariniraq/gwbush911after5years.htm> (28 July 2010).
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	 Could the U.S. be laying the groundwork for a brutal civil war in Iraq? Could this proposed 
policy change precipitate a deadly border conflict between the Kurds and Turkey? 
	 Decisions involving war and peace, should never be rushed or muscled through in haste. Our 
founding fathers understood that, and wisely vested in the Congress, not the president, the power 
to declare war.3

Document 4
President George W. Bush, State of the Union Address ( January 28, 2003)

	 Our nation and the world must learn the lessons of the Korean Peninsula and not allow an 
even greater threat to rise up in Iraq. A brutal dictator, with a history of reckless aggression, with 
ties to terrorism, with great potential wealth will not be permitted to dominate a vital region and 
threaten the United States. 
	 Twelve years ago, Saddam Hussein faced the prospect of being the last casualty in a war he had 
started and lost. To spare himself, he agreed to disarm of all weapons of mass destruction.
	 For the next 12 years, he systematically violated that agreement. He pursued chemical, bio-
logical and nuclear weapons even while inspectors were in his country. 
	 Nothing to date has restrained him from his pursuit of these weapons: not economic sanc-
tions, not isolation from the civilized world, not even cruise missile strikes on his military facili-
ties. 	
	 Almost three months ago, the United Nations Security Council gave Saddam Hussein his final 
chance to disarm. He has shown instead utter contempt for the United Nations and for the opinion 
of the world. 
	 The 108 U.N. inspectors were sent to conduct—were not sent to conduct a scavenger hunt for 
hidden materials across a country the size of California. The job of the inspectors is to verify that 
Iraq’s regime is disarming. 
	 It is up to Iraq to show exactly where it is hiding its banned weapons, lay those weapons out 
for the world to see and destroy them as directed. Nothing like this has happened. 
	 The United Nations concluded in 1999 that Saddam Hussein had biological weapons materi-
als sufficient to produce over 25,000 liters of anthrax; enough doses to kill several million people. 
He hasn’t accounted for that material. He has given no evidence that he has destroyed it. The 
United Nations concluded that Saddam Hussein had materials sufficient to produce more than 
38,000 liters of botulinum toxin; enough to subject millions of people to death by respiratory 
failure. He hasn’t accounted for that material. He’s given no evidence that he has destroyed it.
	 Our intelligence officials estimate that Saddam Hussein had the materials to produce as much 
as 500 tons of sarin, mustard and VX nerve agent. In such quantities, these chemical agents could 
also kill untold thousands. He’s not accounted for these materials. He has given no evidence that 
he has destroyed them. U.S. intelligence indicates that Saddam Hussein had upwards of 30,000 
munitions capable of delivering chemical agents. Inspectors recently turned up 16 of them, de-
spite Iraq’s recent declaration denying their existence. Saddam Hussein has not accounted for the 
remaining 29,984 of these prohibited munitions. He has given no evidence that he has destroyed 
them. 
	 From three Iraqi defectors we know that Iraq, in the late 1990s, had several mobile biological 
weapons labs. These are designed to produce germ warfare agents and can be moved from place 
to a place to evade inspectors. Saddam Hussein has not disclosed these facilities. He has given no 
evidence that he has destroyed them.4

3“Robert Byrd Speech in the Senate,” Spartacus, <http:www.spartacus.schoolnet.co.uk.USAbyrd.htm> (28 July 2010).
4“Text of President Bush’s 2003 State of the Union Address,” The Washington Post, <http://www.washingtonpost.com/wp-srv/onpolitics/
transcripts/bushtext_012803.html> (28 July 2010)
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Document 5
Statement from Saddam Hussein (February 4, 2003)

	 There is only one truth and therefore I tell you as I have said on many occasions before that 
Iraq has no weapons of mass destruction whatsoever. . . . 
	 If the purpose was to make sure that Iraq is free of nuclear, chemical and biological weapons 
then they can do that. These weapons do not come in small pills that you can hide in your pocket.
	 These are weapons of mass destruction and it is easy to work out if Iraq has them or not. We 
have said many times before and we say it again today that Iraq is free of such weapons.5

Document 6
John Brady Kiesling, Letter of Resignation from the Foreign Service of the United States 
(February 24, 2003)

	 The policies we are now asked to advance are incompatible not only with American values 
but also with American interests. Our fervent pursuit of war with Iraq is driving us to squander the 
international legitimacy that has been America’s most potent weapon of both offense and defense 
since the days of Woodrow Wilson. We have begun to dismantle the largest and most effective web 
of international relationships the world has ever known. Our current course will bring instability 
and danger, not security. 
	 The sacrifice of global interests to domestic politics and to bureaucratic self-interest is nothing 
new, and it is certainly not a uniquely American problem. Still, we have not seen such systematic 
distortion of intelligence, such systematic manipulation of American opinion, since the war in 
Vietnam. The September 11 tragedy left us stronger than before, rallying around us a vast interna-
tional coalition to cooperate for the first time in a systematic way against the threat of terrorism. 
But rather than take credit for those successes and build on them, this Administration has chosen 
to make terrorism a domestic political tool, enlisting a scattered and largely defeated Al Qaeda as 
its bureaucratic ally. We spread disproportionate terror and confusion in the public mind, arbi-
trarily linking the unrelated problems of terrorism and Iraq. The result, and perhaps the motive, 
is to justify a vast misallocation of shrinking public wealth to the military and to weaken the safe-
guards that protect American citizens from the heavy hand of government. September 11 did not 
do as much damage to the fabric of American society as we seem determined to do to ourselves. Is 
the Russia of the late Romanovs really our model, a selfish, superstitious empire thrashing toward 
self-destruction in the name of a doomed status quo?6

Document 7
Michael Livingston, “What Next for the U.S. and European Antiwar Movements?” (Summer 
2003)

	 The European antiwar movement organized demonstrations that brought millions of people 
into the streets before the start of the invasion of Iraq. Now that the invasion is over and we have 
entered a phase of increasing resistance to the Anglo-American occupation, what will the move-
ment do? Trying to find an answer to this question, I attended a talk organized by the Social Forum 
of Segovia (Spain) on Wednesday, June 25. 
	 Social Forums exist throughout Europe and are the backbone of the global justice movement 
in the European Union (EU). The Social Forum of Segovia was one of the main organizers of 

5“Did Saddam Hussein Have Weapons of Mass Destruction after the First Gulf War?” ProCon.org , <http://usiraq.procon.org/view.answers.
php?questionID=000897> (28 July 2010).
6“Letter of Resignation,” John Brady Kiesling, <http://www.bradykiesling.com/resignation_letter.htm> (28 July 2010).

Lesson 31 
Handout 57 (page 3)



268    Advanced Placement U.S. History, Book 3 © COPYRIGHT, The Center for Learning. Used with permission. Not for resale.

Name:

the largest demonstration in Segovia’s history. In February, in conjunction with demonstrations 
around the world, 12,000 marched through the streets of Segovia, a town of 55,000. At the same 
time in Madrid, some 70 miles away, more than one million marched. (Madrid’s population is 
approximately 5 million according to the most recent census.) In Barcelona, almost 2 million 
marched that same day. Approximately one out of every five Spaniards demonstrated. Public 
opinion polls showed between 80% and 90% opposition to the war. Demonstrations took place in 
hundreds of other Spanish cities and in the rest of Europe and the world, including the U.S.7

Document 8
Stephen Kinzer, “Catastrophic Success” (2006)

	 Just 122 American lost their lives in the three weeks between March 20, 2003, when the in-
vasion of Iraq began, and April 9, when Saddam [Hussein]’s regime collapsed. Bush apparently 
believed that these would be the only casualties the United States would have to sustain. In the 
next two years, however, insurgents killed nearly 2,000 more Americans. Many times that number 
of Iraqis dies. No end to the conflict was in sight. . . .
	 The other shock that awaited Americans after they deposed [President Hussein] was that 
he had, in fact, been telling the truth when he claimed not to have any biological, chemical, or 
nuclear weapons. An American team called the Iraq Survey Group spent ten months scouring Iraq 
in search of these weapons, or factories where they might have been produced, but found nothing. 
When its work was complete, David Kay, who had been its chief inspector, returned to Washington 
and told the Senate Armed Services Committee that it was “important to acknowledge failure.”8

Document 9
Howard Zinn, “The Coming End of the Iraq War” (2007)

	 Our military presence in Iraq is making us less safe, not more so. It is inflaming people in the 
Middle East, and thereby magnifying the danger of terrorism. Far from fighting “there rather than 
here,” as President Bush has claimed, the occupation increases the chance that enraged infiltrators 
will strike us here at home.9

Document 10
Noam Chomsky, Interventions (2007)

	 Last year (2002) a task force chaired by Gary Hart and Warren Rudman prepared a report for 
the Council of Foreign Relations, “America—Still Unprepared, Still in Danger.” It warns of likely 
terrorist attacks that could be far worse than 9/11, including possible use of weapons of mass 
destruction (WMD) in this country, dangers that become “more urgent by the prospect of the 
United States’ going to war with Iraq. . . .
	 Today the administration doesn’t seem to be heeding the international relief agency warnings 
about an attack’s horrendous aftermath.10

7“What Next for the U.S. and European Antiwar Movement?” Labor Standard, <http://www.laborstandard.org/Iraq/Michael_antiwar.htm> 
(28 July 2010).
8Stephen Kinzer, Overthrow: America’s Century of Regime Change from Hawaii to Iraq (New York: Henry Holt and Company, 2006), 311–12.
9Howard Zinn, A Power Government Cannot Suppress (San Francisco: City Lights Books, 2007), 184.
10Noam Chomsky, Interventions (San Francisco: City Lights Books, 2007), 15–16.
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For use of the political cartoon “The Pomps and Vanities of Our National 
Capital” by Thomas Nast, 1881. The Granger Collection, New York.
Lesson 7, Handout 10
For use of an excerpt from “Aviation Leaders Praise Lindbergh” by Edwin 
L. James from The New York Times, © May 22, 1927, The New York Times. 
All rights reserved. Used by permission and protected by the Copyright 
Laws of the United States. The printing, copying, redistribution, or re-
transmission of the Material without express written permission is pro-
hibited.
Lesson 9, Handout 13
For use of excerpts from “Homo Neandertalensis” by H. L. Mencken in 
The Baltimore Evening Sun, June 29, 1925. Reprinted by permission of the 
Enoch Pratt Free Library, Baltimore, and the Estate of H. L. Mencken in 
accordance with the terms of Mr. Mencken’s will.
Lesson 13, Handout 18
For use of excerpts from Encyclopedia of American History by Richard B. 
Morris, editor, and Jeffrey B. Morris, assistant editor. Copyright © 1953, 
1961, 1965, 1970, 1976, 1982, 1996 by Harper & Row, Publishers, Inc. 
Reprinted by permission of HarperCollins Publishers.
Lesson 22, Handout 38
For use of excerpts from “The Ballot or the Bullet” in  Malcolm X Speaks 
by Malcolm X, published by Pathfinder Press in 1989. Copyright © 1965, 
1989 by Betty Shabazz and Pathfinder Press. Reprinted by permission.
For use of excerpts from “Educate Our People in the Science of Politics”  
in February 1965: The Final Speeches by Malcolm X, published by Path-
finder Press in 1992. Copyright © 1992 by Betty Shabazz and Pathfinder 
Press. Reprinted by permission.
Lesson 25, Handout 47
For use of “You One of Those Extremists Who Thinks It’s Time for De-
segregation? — A 1969 Herblock cartoon, copyright by The Herb Block 
Foundation.




