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Abstract

An Emergent Paradigm for Propaganda Analysis Resulting from a2 Comparative Study of the
Allied Re-educadon Projects with German Pdsoners of War

Susan Muckenfuss Caldwell, Ph.D.
Concordia University, 2000

Berween 1942 and 1949, the Soviet Union, United States and British military
conducted re-education projects with the German prsoners of war in their custody. This
dissertaton, by examining these Allied politcal re-education projects, develops the ground for
a more comprehensive approach to the interpretive frameworks — the paradigms and
perspectives — operating within the fields of propaganda analysis and curriculum development.
These re-educaton projects do not easily fall within conventional academic areas of mquiry
and thereforc compel us to look further and develop new ideas or hybrids of theory.
Historically, the seven-vear period of 1942-49 covered the shift from the WWII alliance of the
capitalist governments of the British Empire and the U.S. with the communist Soviet Union to
the beginning of the categorical anti-communism of the Cold War, with Germany as a central
arena of the acdon. The political re-education projects with the German prsoners of war
reflected this changing dynamic.

Re-education is a mixture of propaganda and educaton. Thus the interpretive
frameworks in these two disciplines are summarised and compared. Doing so highlights the
role of ideology to both the philosophy of science and to the concepts underlying an
Enlightenment rationalist approach to representative government. This dissertation proposes
the use of Wolfs! ethnography based definition as the most appropaate for a social science

analysis. Multiple competing ideologies are understood to exist within each soclety, impacting



both the education and propaganda created at the various levels of societal power, from
individual to the nadonal levels. National myths are seen to play a critical role in both the
curriculum of humanities and social science education and governmental propaganda. A critical
analysis of the concept of brainwashing is used to elucidate the logical limits of the concept of
Propaganda as exclusively external manipulation.

A descripton of the Allied re-educaton projects emphasizes the complex
considerations of govemments regarding propaganda towards foreign natonals, temporarily
detained in a conflict situation, as well as the limited achievements of such projects. These
projects are analvsed using the interpretve frameworks from both propaganda analysis and
curniculum development in education. A lacuna is noted in the propaganda paradigm and this
dissertadon provides a new hybrd — an Existentalist propaganda paradigm. These inter-related
assumptions concerning the nature of ideology, the functoning of multiple ideologies within
each society, and the role of the individual free choice within the propaganda situation provide
the basis for a more comprehensive framework for the analysis of both propaganda and

educaton.

' Wolf, Eric R. Emssioning Power: Ideologies of Dominance and Crisis. Berkeley: University of California Press, 1999. Wolf defines
ideology as “a complex of ideas selected to underwrite and represent a pardcular project of installing, maintaining, and
aggrandising power in social reladonships”. Such ideologies are the product of particular social groupings and individuals.
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Chapter 1 Overview
This dissertation, by examining the Allied political re-education projects with German

pasoners of war in the 194249 period, develops the ground for a more comprehensive
approach to the interpretive frameworks — the paradigms and petspec&ves — operating within
the fields of propaganda analysis and curriculum development.

Re-education is an aggregate of the concepts of propaganda and education. Chapter 2
establishes the philosophical foundation, based in Enlightenment rationalism, for a social
science approach t the analysis of propaganda, education, and history. First is an exploration
of the philosophy of science, specifically as it relates to the nature of proof and the
establishment of truth. This leads to the necessary recognition of the ‘theory-laden’ nature of
percepdon, even within the physical sciences. Heeding the central role of the concept of
ideology in all criticism of propaganda and education, the history of the concept of ideology is
presented. Wolf’s concept of ideology as “a complex of ideas selected to underwrite and
represent a particular project of installing, maintaining, and aggrandising power in social
relationships™? is presented as complementing the “theory-laden perception” thesis of post-
Kuhnian developments in the philosophy of science. These ideologies operate at, and are
expressed through, the various power relationships in a society. Within Wolf’s ethnological
framework, these power relationships are summarized as involving four types: 1) personal
presence; 2) interpersonal power; 3) tactical or organisational power; and 4) structural power or
governance®. The structural power or governance level is normally thought of as operating
within a sodiety but may be usefully applied to governance situations between societies. One

important expression of an ideology is the national myths operating within each sodiety. The

*\Nolf, Vinic R. Emisioning Power: Ideolagies of Dorinance and Crisis. Berkeley: University of California Press, 1999.
3 As power relatonships are always based within groups of people and individuals, the geographic location and distribution of
these groups is an important linked issue, especially ar the govermnance level.



2

Allied political re-education projects highlight this role in the unusual situation of government-
based persuasive communication with captured foreign nationals.

A summary of the interpretive frameworks within the academic fields concerned with
propaganda analysis and curriculum development within education follows. Chapter 3 presents
the five propaganda paradigms analysed in this dissertation. These are the ‘positivist attitude
change’ approach, the ‘historical sociological’ approach, the ‘American humanist propaganda
analysis’ approach, a neo-marxist feminist rhetoric critique and the ‘comparative rhetoric
criique’. All propaganda paradigms assume an oppositional relationship between the source
and audience of propaganda. The oppositional nature is expressed at different levels of power.
Most theorists are especially concerned about the role of government propaganda in the
‘manufacture of consent’ within electoral democracies, that is, at the Wolf's 4t level
(governance). Some propaganda paradigms include formal education as a related form of
persuasive communicaton while others exclude education, assuming a benefit, not a detriment,
to the recipient.

Cuatcal use is made of the concept of brainwashing, a uniquely U.S. contribudon to
propaganda analysis, in part due to its subsequent application to the case of U.S. pasoners of
war in the Korean War. Brainwashing is a concept that assumes that a person’s belief-system
can be modified by external manipulation that overwhelms their capacity to use their free-will
to make choices. Critical analysis shows that: 1) the U.S. constitutionally guaranteed right of
freedom of belief is a presupposition to this concept, 2) such free choice, however, is seen as a
fundamental tenet of democracies, based on the Enlightenment separation of church and state;
and 3) that the content of the belief system cannot be the basis for exclusion from constitutional
protection under the freedom of belief doctrine. This elucidates the autonomous role of a

belief system within Enlightenment rationalism’s presuppositions about secular government.



Individuals must be recognised as active agents freely seeking out and choosing their own
belief-systems (usually spiritual or religious). Belief systems can be seen as formalised
components of ideology in the Wolfian sense. Under these conditions, the analytical udlity of
the brainwashing concept is rejected due to lack of empirical evidence for a shift of belief-
systems resulting from external manipulation alone. The classic cases used to support the
brainwashing concept demonstrate little effect (less than 20% influenced and no conversions)
and even that effect is explained as the result of intemal (personality) factors rather than
external manipulation. This issue of external manipulation versus internal motivation reappears
as central to propaganda paradigms and curriculum perspectives.

Following Reid*, Chapter 4 looks at four cutriculum perspectives — the Systematzers,
Radicals, Existentialists and Deliberators. Education is the socially accepted form of persuasive
communication, mainly directed at youth as preparation for their adult roles. The curriculum
perspectves differ with respect to who they propose to be the appropriate source of
curriculum. The Systematizers and Radicals assume a central role for the government in order
to maintain or transform the status quo. The Deliberators see curriculum as a considered
compromise among all those immediately concerned — the teachers, parents, students,
administration and discipline experts. The Existentialist curriculum perspective limits
curriculum to what the student actively takes from the educational situation, rather than the
prescubed or intended outcome.

Chapter 5 presents a comparison of the presuppositions underlying the propaganda
paradigms and curriculum perspectives and demonstrates the common concermns about the

effects of persuasive communication. An analysis of the intended purpose and use of

* Reid. William . The Pursuit of Curviculum: Schoofing and the Pubiic Interest. Norwood, NJ: Ablex Publishing Corporation, 1992.



p-~paganda paradigms and curriculum perspectives is presented, as well as their differing
concerns with the various power relatonships existing within a society.

Specific attention is given to the role of a national myth within both the social science
curniculum in education (specifically history and political science) and well as its use during war
and post-war propaganda. The Allied political re-education projects offer specific examples of
multiple competing ideologies, as the national myth of each Allied country was inherently in
conflict with the national myth of the German prisoners of war, itself the result of mulaple
competing ideologies.

Chapter 6 presents the historical context for these Allied political re-education projects,
emphasizing three specific components: 1) the national myth of each country, 2) global
compeution based on each country’s self-perceived role in the global community, and 3) the
rvalry between communist and capitalist systems. One theme throughout this historical
description is the role of anti-communism in the West in the period following Russian
Revolution. This description looks at the impact of this Western anti-communism on global
and domestic diplomacy in both the war and post-war pedods. Specifically, discussion of the
ongin of the Cold War situates changes in these re-education projects within that developing
dynamic.

Chapter 7 presents an extensive description of the three Allied political re-education
projects, presented in chronological order - those of the Soviet Union, the U.S. and the British.
The military history of WWII and the Geneva Conventon of 1929 provide the necessary
background to these political re-education projects with German pasoners of war. The Soviet
Unions political re-education projects, begun in 1942, included the establishment of the
Nationalkomitee "Freies Deutschland" and the Bund Deutscher Offiziere as both propaganda

and re-education projects and the development of the extensive Antifa Schools. The U.S.



political re-education projects, begun within the last year of the war, included the Intellectual
Diversion programme directed at all prisoners of war and the Special Schools and Fort Eustis
projects for selected prisoners of war. The British political re-education projects, essentially
during the post-war period, included a general re-education project for all prisoners of war and
the development of the special Youth Camp and Wilton Park Training Centre. In each case the
link between involvement in a re-education project and the German prsoner of war’s
experience after repatration is discussed.

Chapter 8 presents a discussion of these three political re-education projects in terms
of which propaganda paradigms and curriculum perspectives reflect the thinking of the
authortes involved in developing and running these projects. Important differences between
the Soviet Union, the U.S. and the British projects are presented. For example, grounded in a
Radical curriculum perspective and 2 modified Positivist Attirude Change propaganda
paradigm, the war-time and post-war Soviet Union re-education projects were overt, rather
than covert, in nature. In part this overt nature was based on the political power of the German
€émigrés involved and the organisational framework of 2 KPD, the German Communist Party,
a party which would contnue to function in a post-war Germany. Thus many of the organisers
of the re-education projects, as well as the prisoners of war, would be subject to repatdadon.
This was not true for either the U.S. or British re-education projects. Using a version of
historical materalism, the Soviet Union modified the German national myth to emphasise the
aberration that the Nazi regime represented and the possibility of a return to a more normal
German functioning. This political framework functioned well for both propaganda and
educational purposes, incorporating aspects of the Soviet national myth.

By contrast, U.S. re-education projects, begun only the last year of the war and

terminating in April 1946, were based on the Academic Ratonalism curdculum perspective



with some involvement of the Positivist Attitude Change propaganda paradigm. These re-
education projects were developed by academic personnel from the Humanities, rather than
social science, disciplines.> The explicit contrast between the national myths of the U.S. and
Germany was a fundamental aspect of these re-education projects. The limited duration of the
re-education projects and the lack of integration of the graduates within governance carried out
by the U.S. occupation forces of Germany are noted.

The post-war British re-educaton projects used a Positivist Attitude Change
propaganda paradigm, based on a moral, rather than political, interpretation of the cause of
Nazism. The British re-education projects approprated the diplomatic concept of the
‘collective guilt’ of the citizens of a country, used as justification for reparations, and changed
this concept to imply the moral responsibility of each prisoner of war. This collective guilt
framework implied the need for a shift in moral attitude that became a goal of the re-education
projects. These projects were also based on an explicit contrast between the national myth of
Nazi Germany and a British ‘social science’ account of German history, base on the Brdtsh
national myth. As well an appeal was made to the common history (and thus idendty) of
England and Germany as support for a favourable future trade relatonship between these two
countries. All projects sought to create co-operative personnel for the post-war occupation
forces but only the Soviet Union gave an organisational structure to this with the recruitment
to the KPD.

Building on both the review of the literature and the analysis of the Allied political re-

education projects with German prisoners of war, Chapter 9 presents conclusions about the

3 Kocka, discussing the discipline of history, offers this insight as to the limits of sceing history as a sodial science: Systemaric
comparison was alien to the historicist paradigm which dominated historical research and literature in the nineteenth and early
twenticth centuries. Particularly in Germany. A\nyone airing to reconstruct historical phenomena as individual events, study
them under the aspect of ‘development” and understand them in their context would not be interested in systematic
idendfication of similarites and differences or in their explanation. Narrative and comparison were and are opposite.
Without conceprual explanations and theoretical input, historical comparison is not possible. Kocka, Jiirgen. "German History



differing but overlapping natures of the concepts of propaganda and education as understood
within a social science approach. These include their different purposes and thus time frames,
as well as perception of voluntary or imposed nature, approprate forms of training and hence
forms of proof. Propaganda assumes an oppositional relationship between source and
audience. In contrast, education assumes 2 community-sanctioned basis for its curriculum.
These assumptions form a key distinction between propaganda and education. For the Allied
re-education projects, this contradiction was structurally imposed by doing “voluntary’ re-
education within a prison set-up.

These conclusions underscore a lacuna in propaganda paradigms with respect to
curriculum perspectives in the presumed motvation of the participants. Within the social
science analysis of education, only the Existentialist curriculum perspective includes the
individual’s internal motivation as central to the functioning of the persuasive communication
involved. A critical analysis of the concept of brainwashing demonstrates the advantage of
acknowledging the active role of the individual in the persuasive communication event. The
demonstrated effectiveness of propaganda could be better explained by the development of an
Existendalist propaganda paradigm that recognises the contribution of an individual’s internal
motvadon.

Within a social science based approach to propaganda and curriculum development,
there has to be a recognition of the role of competing multiple ideologies operating within all
societies. Wolf’s concept of multiple ideologies is offered as a corrective, providing a basis for a
more comprehensive comparative social-historical analysis. Recognition of multiple ideologies
would also argue for the presence of political ideologies in both the presuppositions and

practical applications of all propaganda paradigms and curriculum perspectives. The national

before Hitler: The Debate about the German Sonderweg." Jowrnal of Conterporary History (1988): 3-16.



myth also plays a key role in all government propaganda as well as within the humanities and
social science disciplines.

This comparauave study of the Allied re-education projects with German prisoners of
war in the 1942-49 period highlights the importance of situating an analysis in its historical
context and the udlity of adopting an ethnography-based definiton of ideology while
acknowledging the multiple ideologies operating within a society. Also these political re-
education projects showed the central role of the national myth in intemational diplomacy.

Methodology

This interdisciplinary dissertation presents 2 comparative case study of Allied re-
education projects with German prisoners of war conducted between 1943-48. For the Allied
re-education projects, this research used both archival data and secondary sources, including
articles and books wrtten by those involved in the re-education projects, as well as previous
research conducted on these projects. The historical context and interpretive framework are
based on marenal written both during and after WWIIL. The overall analytical framework of
propaganda and curriculum development is based on 2 critical reading of the relevant literature.
Using methodologies from the three fields of communication studies, history and education,
this dissertation focuses on identifying the interpretive frameworks used by the ‘producers’ of
the Allied re-educaton projects within their historically specific pre- to post-WWII period. For
propaganda, the propaganda premises are identified. While for education, this material was
analysed for the curriculum assumptions and choices made by those in charge of the re-

education projects.



This dissertation uses a qualitative content analysis® approach to the archival data
relevant to the U.S. and Brtish re-education projects while depending on secondary sources for
the Soviet project. A comparative case study of the Allied approaches is made, including their
respective interpretative frameworks of German mentality, politics and history and Germany’s
appropmate future status.”

The government archives of England, the Public Records Office (PRO), and of the
US, the National Archives and Research Administration (NARA), have been the main
repositories and sources of the relevant primary data. The most relevant secondary data about
the U.S. and British re-education projects comes from the following sources: the study done by
George McCracken for the US Army® on the U.S. re-education program, the thesis by
Cummins E. Speakman? based on his personal experience in the “intellectual diversion”
programme in the U.S. Army, the book by Ron Robin!? on the U.S. re-education projects, the
book by Henry Faulk!!, a participant in the British re-education projects, and the book by
Arthur Lee Smith Jr.!2 on all three Allied projects. In addition, a number of theses have looked
as the U.S. experience with German prisoners of war including those by Robert E.

McFadden!3, Charles S. Muskiet ITI¥, Alfred H. Paddock, Jr.15 and J. Barrde Williams.!6 Data

¢ The covert nature of these re-education projects makes a quantitative content analysis next-to-impossible since there was little
reportng of the projects in the public media undl late in their existence. Measuring the column inches in the different camp
newspapers devoted to socialist or communist or any other political party activity is limited by the materal available in the
archives: most issues of the camp newspapers were not preserved. Therefore spedific examples of differences in the U.S. and
British approaches can be dited, but no quanttative content analysis can be usefully done with the material availabie.

" The future options discussed for Germany ranged from the Morgenthau Plan to reduce post-war Germany to an agriculrural
society to the Marshal Plan which provided for the re-industralisation of Germany.

8 NARA: RG AMHC, Vol. / George McCracken - The Prsoner of War Re-education Program in the Years 1943 - 1946
(through April 47) compiled by john Mewha, 1-Feb-53.

? NARA: RG 389, Vol. 439 / 40, Cummins E. Speakman Thesis: Re-education of German Prisoners of War in the United
States During World War T 1948, 15-Jun-48.

' Robin, Ron. The Barbed- ire College: Reeducating German POWs in the United States During World War II. Princeton, NJ: Princeton
University Press, 1995.

"' Faulk, Henry. Group Captives: The Re-education of German Prisoners of War in Great Britain. London: Chatto & Windus, 1977.

12 Smith J., \rthur Lec. The war for the German mind- Re-educating Hitler's soldiers. Providence: Berghahn Books, 1996.

'* Mcl'adden, Robert E. "Der Ruf: your future is in your hands: the role of German POWs in reeducation.” MA, Miami
University, 1997.
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for the Soviet Union’s re-education projects used exclusively secondary data, mainly the work

by Arthur Lee Smith Jr.!7 and Kai P. Schoenhals!8, with cross reference to NARA and PRO

archival materal where available.

" Muskiet 11, Chades Michael. "Educating the A frika Korps: the Political Reeducation of German POWs in America during the
Second World War." MA, Baylor University, 1995.

'3 Paddock Jr., Alfred Harlan. "Psychological and Unconventional Warfare, 1941-1952: Origins of a "Special Warfare” Capability
for the United States Army." Ph.D., Duke University, 1979.

¢ Williams, J. Barric. "Re-education of German prisoners of war in the United States durng World War IL." MA, College of
William and Mary, 1993.

¥ Smith Jr., Arthur Lee. The war for the Gernran nrind- Re-educating Hitler's soldiers. Providence: Berghahn Books, 1996.

'® Schoenhals, Kai P. The Free Germarny Movement: A Case of Patriotism or Treason? New York: Greenwood Press, 1989.



Chapter 2 Presuppositions in Propaganda and Education Analysis

In 1943, the Soviet Union began a re-education project with their German prisoners of
war, promoting an anti-fascist perspective, and arguing that Hitler and Nazism were destroying
Germany. In eatly 1945, with the military situation heavily favouring an imminent Allied
victory, the U.S. began a re-education project with their German prisoners of war to teach
them that democracy was a superior form of government. In late 1945 and early 1946, the
British re-instituted their re-education efforts with the German prisoners of war then in their
custody, focusing on the democratic way of life as preferable to the authoritarian, leader
dominated, strong state which the British saw as the German model. In all cases, the recipients
of these re-education projects were German prisoners of war who legitimately expected
ultimate repatriation to their homeland — either as the victors or loser of the war. To what
extent can re-education be seen as education or were these projects simply the politcal
indoctrination of a captive audience?

Both education and propaganda are held respoansible for the formation, maintenance
and transformation of our beliefs and knowledge. Education is the publicly sanctioned
transmission of what is deemed to be useful knowledge. That ‘useful knowledge’ becomes the
curriculum of the school. Within the last three centuries, public education has been seen as
necessary for the functioning of an increasingly industrialised society. While the existence of
propaganda as a phenomenon is perhaps universally acknowledged, the concept has changed
with historical eras, based on the shifts in concepts of governance and the nature of truth. This
has created a distinction between education and propaganda. The core concept of propaganda
became identified with the persuasive communication of an ideology in contrast to education

as the communication of objective “facts’. But how legitimate is such a distinction? Can an
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absolute distinction be made between propaganda and education that would allow a conclusive
judgement on the nature of these Allied re-education projects?

In order to understand that nature of propaganda and curriculum, the assumptions
underlying these concepts — about the nature of govemance, truth, and persuasive purpose —
must be unravelled. After situating the common historical origin of propaganda and education,
the historical and philosophical shifts in the family of concepts related to both propaganda and
education will be examined. Doing this reveals the key roles of the concept of proof within
science and the nature of ideology to our understanding of both propaganda and education.
Background to Propaganda Analysis and Education

Propaganda as a concept was originally used by the Catholic Church, which in 1622,
established the Sacra Congregatio Christiano Nomini Propaganda, commonly known as the Sacra
Congregatio de Propaganda Fide whose task it was to carry the faith to the New World and to
revive and strengthen Catholicism in Europe in the face <;f the challenge posed by the
Protestant Reformation. The Catholic Church at that time ran the educational institutons as
well as the religious institutions for much of Europe. From within the Catholic Church, ‘truth’
was based on the divine texts along with the approprate interpretation by sanctioned
professionals — the hierarchical clergy with the Pope as the ultimate arbiter. Thus there was no
conflict between propaganda and education: they were one and the same, with even non-
religious academic courses requiring the sanction of the Catholic Church. Divine rght, as
sanctioned by the same Christian church, was a basic tenet of the hierarchical feudal relations
of power during this era. |

The current approaches to propaganda reflect the dismantling of this unified vision of
propaganda and education, along with the unified form of proof, and a shift in the philosophy

of governance to being fundamentally based on the ‘consent of the governed’. This change is
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most directly linked to the philosophy of the Enlightenment, itself linked with the
revolutionary upheavals of the late 18th century with the American and then French
revolutions, and the development of the mass media'® (print at this time), along with the
educational needs of the growing industrial revolution. The French revolution, leading as it did
to a democracy and fitting with the Enlightenment demands for rational explanation, led to the
establishment of a secular school system, with a curriculum outside of the control of the
Catholic church. The curriculum for the secular school systems that developed in many
European countries and in some of their former colonies carried on the responsibility for
educating the populace about governance. Within democracies based on the Enlghtenment
ideology, the curriculum was not only to train the future citizens with job related skills but also,
equally important, with the skills and character needed to carry out their civic responsibilities.
The empbhasis upon the civic responsibilities made the liberal curriculum distinct from simply
skill training which was carried out within an apprenticesl;ip programme.

A key component of this change was the Enlightenment distinction between rational
knowledge and belief systems. Rationality was seen as counterpoised to the obscurantism
inherent in religious belief. “Truth’ therefore was the result of rational thought not blinded by
the distortions of (religious) ‘ideology’. This clearly called for a secular educational system to
train future generations. Truth became increasingly associated with proof by empirical
verification as emulating the development of the physical sciences. Those physical sciences
were playing key roles in the industral revolution and the expansion of commerce.
Govemance was to be by the ‘consent of the govemed’, usually in the form of 2 democratically
elected representative body. This did not mean universal sufferance, as various restrictions

meant that the majority of the population could not vote. A part of the developing secular

' Leith, James A. Media and Revolution: Efght Talks for CBC Radio. Toronto: Hunter Rosce Company, 1974.
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education was citizenship training in civic responsibility. The developing distinction between
propaganda and education thus carried the historical link of propaganda as the promotion of
an ideology outside of the ‘rational’ educational institutions. These two key concepts — the
nature of proof being outside of an ideology and the need for the consent of the governed ~
form the central problematic for the current use of the concept of propaganda. As the issue of
Truth plays a critical role in the family of concepts linked to propaganda, with science now
proposed as holding truth in its grasp, a brief review of recent developments in the philosophy
of science demonstrates the limits on the possibility of maintaining a clear distinction between
educaton and propaganda.
Philosophical Issues Related to Propaganda and Education

Within the western European tradition, all modern concepts of propaganda invoke an
objective form of truth, incompatible with the bias that ideology is seen to introduce. However,
the objective sciences (including the social or human scieélces) that are the legacy of the
Enlightenment have themselves been challenged by recent developments in the philosophy of
science. This challenge is based on the distinction between ideology and empirical fact that the
Enlightenment insisted upon. Science was assumed, unlike other approaches, to rely on
objective fact, unbiased by opinion, religious belief, or ideology. This popular view corresponds
to the positivist image of science, an approach that claims an inherently self-correcting mode of
functoning, which leads to a steadily increasing, cumulative body of knowledge. This view
proposes that sciendfic information grows steadily, tested against the material world, which as a
feedback system to modify — or reject — the theory or hypothesis that generated the research.
This is in contrast to the presumed self-justifying system operating within an ideology.

In the posidvist’s view, observatons, to function correctly, must be free from

contaminaton or restrictions that would prejudice their corrective role. Harold I. Brown, in an
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epistemological analysis of this key capacity, challenges the possibility of such purity for the
data. Knowledge of the "mind-independent material world"? is ultimately a sensory event
within the personal experience of the researcher. The empiricist view assumes that all humans
would perceive the same thing given the same data and thus that knowledge of the data — ie.
the observation or perception of the data —is equivalent to the sensory input. Brown first notes
that all sensory data does not result in gaining our attention and that only those parts that have
some significance to us will actually be consciously perceived by the viewer. Significant
perception, as opposed to sensation, is meaningful and that meaning comes from what the
viewer already knows, believes, or expects in the situation. The meaning of the perception thus
comes from this previous knowledge context. The same role for meaning must hold true for
the observations in science as well The context of the scientist’s observation is the theory that
generated the hypothesis, or predicton involved in the research, and thus the observation is
theory-laden. The "meaningful-ness" of perceptions is even more crtical to the récogm’tion of
anomalous data or counter instances — the central components of the self-correcting feature of
the scientific method. Only by having a theory generated meaning against which this data is
compared, or an expectation of what ought to exist in this situation, can any data be recognised
as not fitting within that theory.

Scientsts normally operate within a system of theories (also called paradigms or
research programs) that define the observational categores, the meaning of key terms and the
correct means to carry out the observations and thus guide research, propose solutions to
problems, and provide the context for the interpretation of the data. These theodes include
webs of presuppositions, both explicit and implicit. In analysing the nature of these

presuppositions, Brown determines that they are neither analytical, nor empirical in the

* Brown, Harold 1. Perteption, Theory and Commritment. Chicago: University of Chicago Press, 1979.
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traditional philosophical sense, but rather constitute a separate form he refers to as
paradigmatic presuppositions®!. Presuppositions are thus seen as both necessary components
of a scientific theory and as a source of possible distortion in the interpreting and the

perception of sensory data.
The core presuppositions about the nature of reality by the positivist approach are

neatly summarnsed by Macmillan and Garrison® as minimally including these five points:

1. An assumption that at the very least, nature is uniform, ie., that the objects
of investigation are consistent in their existence and behaviour...

2. The prnciple of causality is also assumed to hold— at least as far as believing
that it is possible to give causal explanation of the phenomena under
investgaton, at most of believing that all events are caused.

3. A belief that our knowledge of the natural world must ultimately (and
perhaps proximately) depend upon our experience of the world, as apart from
"ratdonally” determined laws.

4. An assumption that the number of circumstances that pertain to the
causation of particular natural phenomena is limited and knowable.

Finally,

5. that only phenomena that admit of quantification (or better sll,
measurement) are fit for scientific inquiry. (Macmillan & Garrison 1984, p.257)

Itis point three from this summary that is directly challenged by Brown’s conclusion that
observadons are by their very nature theory-laden, that is, not separate from "rationally
determined laws".>3

In summary, if observation (experience) is subservient to theory (ratonally determined
laws), then observation cannot be an objective source of truth. Observation cannot serve as the

consummate corrective leading to a progressive accumulation of improved knowledge of the

* Brown, Harold 1. Peneption, Theory and Commitment. Chicago: University of Chicago Press, 1979.

* Macmillan, CJ.B., and James W'. Garrison. "Using the "New Philosophy of Science” in Criticizing Current Research
Tradidons in Educaton.” Educational Researcher 13 (1984): 15-21. See also Schwab in "Enquiry and the Reading Process" who
proposes a nigorous method for identdfying the presuppositions that exist in all forms of analytical enquiry. Schwab.

3 Gardson in "Some Principles of Postpositivistic Philosophy of Science” further elaborates the philosophical underpinning of
this new approach. Garrison, James W’. "Some Principles of Postpositvistic Philosophy of Sdence." Educational Researcher 15,
no. November (1986): 12-18.
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"real world". Scientific truth and knowledge are thus recognised to be fallible, no longer having
the protecton of recourse to an external standard guaranteeing infallibility. This also means
that the hope of a sciendfically pure operational definition of propaganda (in the negative sense
of Ties’) as contrasted with education (as truth) is logically unattainable.

Donmoyer® identifies three orders of mistakes that can occur in the rational
judgement of different theories. The first order is when the data simply doesn’t support the
theory — the level that positivistic science posited as the critical one. The second level is when
the language or concepts no longer correctly frame the problem. This would imply the
necessity for a shift in the presuppositions or theories. The third level is when the purpose of
the research program is no longer accepted as correct by the scientific community within that
discipline. Various social science-based concepts of the nature of propaganda have been
redefined based on challenges at each of these levels.

The ability of the scientific community to act in tile appropriate way, to rationally judge
competing theories based simply on observational outcomes, is strongly quesdoned by Thomas
Kuhn®. In the strongest form of his argument, he referred to competing theories as
incommensurable, that is, the presuppositions of each theory generate forms of observations

that are not recognised by the other theory.2 Elaborating further, Gholson and Barker note

that

Laudan also recognised a class of metaphysical propositions that are uniquely
associated with a research tradition at any given time. Although the
metaphysical commitments may change as a research program develops
(Laudan, 1977, pp. 102-103), they direct research by stimulatng the
construction of theories that articulate a particular ontology as they inhibit the

% In Toulmin, Stephen. "The Construal of Reality: Criticism in Modem and Postmodemn Sdience.” Grifical Ingury 9, no.
September (1982): 92-111.. See also Donmoyer, Robert. "The Rescue From Relativism: Two Failed Atternpts and an
Alrernative Strategy.” Educational Researcher 14, no. December (1985): 13-20.

3 Kuhn, Thomas. The Structure of Scentific Revolutions. Chicago: University of Chicago Press, 1962.

* Petric investigates the potendally greater problem that differing presuppositions play in attempts at interdisciplinary research in
""Do You See What I See™ The Epistemology of Interdisciplinary Inquiry”. Petric, Hugh. "Do You Sce What I See? The
Epistemology of Interdisciplinary Inquiry." Educational Researcher Journal of Aesthetic Education, no. 10 (1976): 29-43.
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construction of theories that are incompatible with that ontology. These
prnciples need not be explicitly stated; indeed, they may come to light only
after prolonged (philosophical) analysis. (Gholson & Barker 1985, p-762)%

In contrast to the image of science as reflecting an objective, unadulterated, view of the real
world, this implies that scientists function with ideological commitments that have a direct
impact on their research and choice of theories.

While much of the analysis behind the development of the new philosophy of science
has been based on the history of physics and psychology, disciplines that emphasize
experimental research, the importance of presuppositions touches all areas of research. For
instance, the presuppositions in the academic discipline of education are generally based on
metaphors for intellectual growth. These metaphors about the teacher-child relationship range
from images about “sculptors” and "moulding clay" through organic, often flowering plant-
based metaphors,? to semi-mechanical metaphors of the role of impression, insight, and rule
recognition models of teaching®. These presuppositions ilave had serious distorting effects on
the formulaton of research in the discipline of education, research that affects the justification
for changes in curriculum in schools. In propaganda analysis, the dominant presuppositions
include the opposing interests of the source and audience of propaganda and a view of the
belief-systems of individual as readily malleable from the outside.

This new philosophy of science, with its understanding of theory-laden perception,
based on both conscious and unconscious paradigmatic presuppositions, further complicates
the concept of propaganda grounded in the social sciences. This concept of theory-laden

perception allows for the recognition that the Enlightenment philosophy operates as an

* Gholson, Barry, and Peter Barker. "Kuhn, Lakatos and Lauden: Application in the History of Physics and Psychology.”
+Lmertcan Psychologist 40, no. July (1985): 755-769. Just such a philosophical investigation into the funcdoning of individual
scientists is offered by J. Schwab. Schwab, joseph J. "What Do Sdientists Do." Bebavioral Science 5 (1960): 1-27.

# Scheffler, Isracl. "Educational Metaphors." In The Language of Education, 41-59. Springfield, IL: Thomas, 1960.

* Scheffler, Isracl. "Philosophical models of teaching.” Harvard Educational Review 35 (1965): 131-143.
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ideology itself. Thus science is unable to claim an epistemologically distinct status from other
ideologies, including religion.

While the concept of propaganda began as being equated with ‘truth’, the modern use
equates propaganda with ‘lies’ — usually referring to ideological distortions, not simply mistaken
facts. The attempt to create an objective, ideology-neutral, definition of propaganda led to the
effort to create a sharp distinction between propaganda and other forms of persuasive
communication. This distinction was usually based on the conscious intent of, and power
relationships between, the source and audience of propaganda. Therefore, before presenting
the current propaganda analysis paradigms operating today, the key concepts of ideology and
power need to be clarified.

Ideology as a Social Science Concept

Brown’s critique of the existing philosophy of science focused its examples upon the
physical sciences. Starting from an anthropological point ;f view, Wolf 30 traces the historical
development of his field showing the political relevance of philosophical ideas and how their
presuppositions framed the modem ethnographic concepts. He thus conducts an analysis of
the paradigmatic presuppositions of anthropological research.3! While respecting the
problematic raised by Brown, Wolf maintains the value of a comparative approach for
ethnology and anthropology including a recognition that all societies function with ideologies,
none being able to lay claim to an absolute truth standard. He includes Enlightenment based
western societies on an equal level with non-western societies whose ideologies have an explicit
religious component. Noting that there are always multiple ideologies operating in any society,

Wolf seeks to identify how one ideology becomes dominant. He defines ideology as:

¥ Wolf, Exic R. Entisioning Power: Ideologies of Dorrinance and Crisis. Betkeley: University of California Press, 1999.
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- a complex of ideas selected to underwrite and represent a particular project

of installing, maintaining, and aggrandizing power in social relationships. (Wolf

1999, p.55)
Making an historical-political analysis, Wolf delineates the presuppositions of Enlightenment
philosophy and how they altered the concept of ideology. These philosophical ideas functon
as paradigmatic presuppositions for modem propaganda analysis, either implicitly or explicitly.
The central assumption was about human nature and the possibility of change. Wolf

summanzes this Enlightenment view as:

In contrast to earlier views that understood the human condition as tainted by
“original sin,” the Enlighteners saw human as neither good nor bad but as
perfectible. They spoke in favor of rationalism and empiricism, and they
subjected social and political arrangements to skeptical analysis where they
appeared to fall shorr of these ideals. To improve humanity, they advocated
new forms of non-theological learning as avenues of reform. (Wolf 1999, p- 23)

This meant, in practice, that the Enlighteners believed that humans could, and would, now
break through the limits erected by cultural tradifon and political domination and could
confront the world rationally, choosing the most efficient means to achieve posited ends. But
viewed within the perspective of the Enlightenment as an ideology competing with other
ideologies within the specific historical period, the Enlightenment also represented the rise of
the bourgeoisie as a class challenging the dominance of the aristocratic class for governance.

Thus

The appeal to reason, however, entailed consequences. One must not forget to
ask who is using reason, rationality, logic, and emotional neutrality to do what
to whom. As states and enterprises around the world incorporated the
Enlightenment appeal to reason to enhance their manageral efficiency, the
application of instrumental logic often exacted an exorbitant price. Rule by
reason appealed most directly to state managers and private entrepreneurs and
to scientists and intellectuals. Adopted by these strata, it invested them with a
professional sense of superiority, which they could direct at the unenlightened

31"A use of terms withour attention to the theoretical assumptions and histodical contexts that underlic them can lead us to
adopt unanalyzed concepts and drag along their mysufying connotations into further work. Tracing out a history of our
concepts can also make us aware of the extent to which they incorporate intellectual and polidcal efforts that stll reverberate
in the present.” Wolf
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obduracy of others..... They have advocated industrialization, specialization,
secularization, and rational bureaucratic allocation as reasoned options superior
to unreasoned reliance on tradition. (Wolf 1999, p. 25)

The nature and rise of capitalism was analysed in the middle and late nineteenth
century by Karl Marx and Frederick Engels and their concepts play a key role within the
paradigms of both propaganda and education. While several of the major theorists explicitly
identify themselves as marxist, even those that oppose this perspective argue assuming a
capitalist mode of production and use concepts from within this analysis. The key issue with
respect to propaganda and education was the changing conception of the nature of ideology.

Wolf well summarises these changes within the writing of Marx and Engels. Thus

(Marx and Engels) followed the Enlightenment in the conviction that reason
could unmask falsehood and proclaim truth. They believed that employing
reason would help uncover the sources of human misery, which — like many
conservatives of their time — they located in the emergence of individuals
disconnected from any web of mutual rights and obligations through the
breakdown of older communal ways of life. They further held that humans
could reach a greater realm of freedom through reliance on their own efforts,
including the use of reason, without invoking the consolations of religion.
(Wolf 1999, p. 30)

Marx and Engels analysed capitalist relationships as involving the struggle between two
main classes — the proletadat and the bourgeois. With the Enclosure Acts in Britain providing
greater grazing area for the elite classes, the peasantry was dispossessed of their rghts to their
land and thus their means of producdon (and even subsistence level reproduction), and thus
they become the proletariat, the ‘free workers’ who have nothing to sell but their labour power.
But this social change, with its loss of the feudal rights and obligadons, had to be explained.
These explanations were clearly self-serving for the elite that produced them. This led to a

modification of the concept to ideology.

Under these circumstances, the dispossessed were forced to hire themselves
out to members of another class who benefited from this transfer of labor, and
who developed rationalizations purporting to explain why this state of affairs



was to the advantage of possessors and dispossessed alike. Marx and Engels
were to call these rationalizations “ideology”. (Wolf 1999, p- 30-31)

Marx and Engels went on to explain the necessity, rather than arbitrary nature, of these

rationalizations and the creation of a coherent ideology.

Class society fostered illusions precisely because it was riven by the social

polarization into the many who labor and the few who dominate the

productive process. To deny or veil the resulting tensions, such a sodiety

produced ideology as “a particular, distorted kind of consciousness which

conceals contradictions”(Larrain 1979, 50). (Wolf 1999, p- 32
Ideology has thus shifted from a positive term to one of denunciaton, associated with
deliberate and conscious obfuscation. This shift is both similar and related to the shift in the
meaning of propaganda from the promotion of “truth’ to the dissemination of lies.

Marx further argues that the ideology of the ruling class will be the ruling ideas in every
epoch and thus the ‘natural’ curriculum in educational institutions. This idea of an inherent bias
in the dominant ideas (to the benefit of a minority of the -population) remains a touchstone for
propaganda analysis. As Wolf demonstrates, Marx himself modified his view of ideology to
shift away from a necessarily conscious rationalisation by the dominant class. The purpose of
ideology remained the same — to disguise the true nature of commodity production within

capitalism. However, people’s analysis of their own experience would provide the basis for a

rational understanding of their social relationships. As Wolf states,

Mastery of the world through labor, together with the capacity for language
developed in the course of laboring together with their fellows, would multiply
human knowledge and expand the human grasp upon the world. Practical
engagement with the world would produce realistic thought and an “increasing
clanty of consciousness, power of abstraction and of judgement”(Engels 1972,
255) while driving out “fantasies” that took no tangible object and only filled
the mind with apprehension and fear. (Wolf 1999, p 31-32)

This latter view, based in the Enlightenment but adding a role for practical experience, remains

the basis for what is today a humanist and liberal approach to propaganda analysis. Thus this
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confidence in the cognitive capacity of humans, to understand their world and be able to sort
out the ‘truth from the lies’ based on the data of their own experience, is the basis of ‘critical
thinking’ programmes within curriculum. It is also the basis of the ‘how to identify propaganda’
programmes, such as those developed by the Institute for Propaganda Analysis in 1937 in the
-US.,%* or Herman and Chomsky’s comparative content analysis approach to the reporting of
U.S. foreign policy 33.

However, this view retains the Enlightenment presupposition of a reality separate from
an interpretive framework which, while critical of specifically religious ideology, denied its own
1deological basis.

Marx, drawing on the concept of fetishism from the anthropological based studies of
religion, developed the concept of the ‘fetishism of commodities’, which then allows for the
“distortions” of ideology to result from the social relatdons of capitalism rather than conscious

deception or rationalisation practised by the ruling class. This is summarised by Wolf as:

Thus animate human labor, which is a physical and cognitive attribute of
people, and inanimate commodities produced by that labor are treated as if
they belonged to the same category.... The merging of these qualitatively
different endties, according to Marx, masks the real social relations that govern
the way people are hamessed to the production process. Moreover, when
worker-producers of commodities and buyers of commodities are equated, the
social relations among workers, employers, and buyers are all made to look like
relations among the commodities themselves.... This notion does not relyona
model of ideology as distortions and errors promulgated by a ruling class,
rather, it traces the source of deception to a particular kind of social reality, that
of capitalism. That reality mixes what is real with fictions; as a result, the
participants in the transactions are deceived about the reality of capitalist social
relations. (Wolf 1999, p.31-32) '

Thus, for Marx, ideology was no longer to be understood as just a rhetorical trick by the ruling

class but as a function of the social relations of the capitalist mode of production, usually

32 Sproule, J. Michael. "Progressive Propaganda Critics and the Magic Bullet Myth." Critzeal Studies in Mass Communication 6, no. 3
(1989a): 225-246.
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referred to as the fetishism of commodities. For subsequent marxists, the concept of ‘false
consclousness’ results from the contradiction between the apparent material interests of the
people based on the prima facia logic of capitalism verses their material interests based on a
class analysis that an understanding of the fetishism of commodities provides. For self-avowed
marxists from V. I. Lenin to Kwame Nkrumah3*, propaganda meant to teach the ‘truth’ based
on exposing the error inherent in the fetishism of the commodities, etc. Marx assumed a
universal applicability of his class analysis based on just such an economic structural analysis, a
position based within Enlightenment logic and subject to the same criticisms. As with critiques
of marxist propaganda, education, which is grounded on a social science justification, is subject
to the criique of denying its ideological basis in a secular Enlightenment philosophy.
Propaganda and Power

While an analysis of the relationship of the concepts of ideology and propaganda
provides the basis for exploring the presuppositions invoived in the various propaganda
analysis and educaton paradigms, another critically related concept is that of power. As noted
earlier, the attempt to provide an ideology-free, or at least ideology neutral, objective basis for
idenufying propaganda has led to seeing propaganda as simply one form of persuasive
communication. Thus some propaganda theorists see all advertsing as propaganda but attempt
to distinguish between acceptable persuasive communication and propaganda based on the
intent of the source party 35. The underlying issue is the power relationship between the source
and audience of the persuasive communication. If one defines ideology as “unified schemes or

configurations developed to underwrite or manifest power”,36 then the meaning of power must

33 Herman, Edward S. Beyond Hypocrisy: Decoding the News in an Age of Propaganda including a Doublespeak Didsorary for the 1990s.
Montréal: Black Rose Books, 1992.

¥ Nkrumah, Kwame. Handbook of Revolutionary ¥ arfare: A Guide to the Armed Phase of the African Rewolution. London: Panaf Books,
1968.

* Jowert, Garth S., and Victoria O'Donnell. Propaganda and Persuasion. Beverly Hills: Sage, 1986.

% Wolf, Edic R. Emisoning Power: Idzologies of Domrinance and Crisis, Berkeley: University of Califomia Press, 1999.
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be defined. Wolf offers a four level analysis of power. His levels relate well to the different

concermns for those involved in propaganda analysis or education.

One is the power of potency or capability that is seen to inhere in an individual.
Power in this Nietzschean sense draws attention to how persons enter into a
play of power, but it does not address what that play is about.

A second kind of power is manifested in interactions and transactions among
people and refers to the ability of an ego to impose its v 1l in social action upon
an alter (the Weberian view). Left unspecified is the nature of the arenas in
which these interactions go forward.37

A third modality is power that controls the contexts in which people exhibit
their capabilities and interact with others. This sense calls attention to the
instrumentalides through which individuals or groups direct or citcumscribe
the action of others within determinate settings. I refer to this mode as tactical
or organizational power.

Burt there is stll a fourth modality of power, which I want to focus on in the
present inquiry: structural power. By this [ mean the power manifest in
relationships that not only operates within settings and domains but also
organizes and orchestrates the settings themselves, and that specifies the
direction and distribudon of energy flows. In Marxian terms, this refers to the
power to deploy and allocate social labor. It is also the modality of power
addressed by Michel Foucault when he spoke of “governance,” to mean the
exercise of “action upon action”... (Wolf 1999, p. 5)

While the focus of this dissertation is mainly on the fourth modality related to
governance, each propaganda paradigm addresses its concerns to one or more of these power
levels. Likewise, the different curriculum perspectives pose different power levels as central to
their approach. Using Wolf’s concept of 4 levels of power relatonships helped in the task of
identfying the presuppositions involved in these interpretive frameworks.

Internal versus External Propaganda

While obvious with respect to curriculum in education, one remaining presuppositon

permeates all the paradigms of propaganda analysis: the key concemn of most proéaganda

theorists is the propaganda, both inside and outside educational institutions, directed towards

37 While Wolf does not give names to the first two forms of power, for the purposes of this dissertation I will refer to the first
form as personal presence and to the second form as interpersonal power. | retain Wolf's names the third mode as
tactical or organizational power and the fourth as structural power.
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the internal population (within the national or state boundaries), and its role with respect to the
appropriate functioning of that state. External propaganda by the state toward other nations or
states seems to rest on the assumption of inherent competition, with rarely negotiated co-
operation. This is most clearly expressed when writing about propaganda during periods of war
where effective propaganda is seen as a tool of war, reducing casualtes on both sides. Thus in
the context of war, all forms of deception, lies and trickery are acceptable for the greater good
of preventing loss of life in battle. As this research is based on just such a relationship between
the nationals of different countries, it requires application of these propaganda and educational
paradigms to unaccustomed situations.

Likewise, what constitutes ‘internal’ versus ‘external’ is a historically and polidcally
shifting notion. Thus during WWII, the Soviet Union was ‘internal’ to the Allied side which
logically required some defence of the soviet system of government, at least in the Russian
context. Within two years of VE Day;, the Soviet Union Secame clearly ‘external’ and the direct
object of demonization within the Cold War framework. The U.S. and British re-education
projects occur during the transition of categorizing Germany as ‘external’ and ‘the enemy’ to
seeing Germany as ‘internal’ to an anti-communist, capitalist West.

The political units on an international or global basis, presenting no simple geo-political
reference, offer even greater complexity for defining the internal and external forms of
propaganda. However the concept of ideology as a composite of ideas selected to underwrite
and represent a particular project of installing, maintaining, and aggrandising power in social
relationships remains applicable when the effort is made to identify of the source unit (nation-
state, class, corporation, ethnic group, religion, etc.) With respect to any political unit, the

internal group generally corresponds to those who actions can be legally censored, restrictions
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that are clearly harder to impose on external groups. The presuppositions of an internal versus

external group and the role of censorship remain useful to propaganda analysis.



Chapter 3 Propaganda Analysis as an Academic Concetn

The first step in the constitution of any academic subject is to provide a definition that
distinguishes the object of interest from other similar objects. The problems with providing
such a definition for propaganda illustrate the inherently conflicting history of the term
propaganda. Thus a sample of definitions, credible within both the fields of communication

studies and rhetoric, would include:38

Insutute for Propaganda Analysis, 1937: Propaganda is the expression of opinions or
actions by individuals or groups deliberately designed to influence opinions or actons
of other individuals or groups with reference to predetermined ends.... A characterstic
of propaganda is that an attempt is often made to have a view accepted not on its own
merits but by appealing to other motives - for example, by playing upon emotional
attitudes and feelings. Another characteristic is that propaganda is often a one-sided -
as opposed to a two-sided - effort to gain acceptance of a pardcular view. 39

Qualter in Propaganda and Psychological Warfare: The deliberate attempt by some
individual or group to form, control or alter attitudes of other groups by the use of the
instruments of communication, with the intenton that in any given situation the
reaction of those so influenced will be that desired by the propagandist.

Childs: To propagandize is merely to propagate ideas or doctrines... to attempt to
deliberately influence the minds of others.

Leonard Doob: Propaganda can be called the attempt to affect personalities and to
control behaviour of individuals towards ends considered unsciendfic or of doubtful
value in a society at a particular time.

Harold Laswell: Propaganda is the control of opinion by significant symbols, or so to
speak, more concretely and less accurately by stores, rumours, reports, pictures, and
other forms of social communication. There is a need for a word which means the
making of deliberately one-sided statements to a mass audience. Let us choose
"propaganda” as such a word.

Marun: Propaganda offers ready-made opinions for the unthinking herd.

3 This collection comes from a course on propaganda conducted by Dr. Dennis Murphy in 1995.

3 The Institute also provided a checklist of seven propaganda devices — whose presence defined a message as propaganda.
These included Name calling device. giving an idea a bad label; Gttering generality device: associating something with 2 "virtue
word.”™; Trangfer device. carrying the authority, sanction and prestige of something respected and revered over to something clse
in order to make the latter acceptable; Testimonial device: having some respected or hated person say that a given idea or
program or person is good or bad; Plain folks devier: the method by which a speaker attempts to convince his audience that he
and his ideas are good because they are "of the people” - the "phain folks"; Card stacksng device: involves the selection and use of
facts or falschoods, ilustrations or distractions, and logical or illogical statements, in order to give the best or the worst
possible case for an idea, program, person, or product, Band wagon devize: here the therme is "Everybody - at least all of us - is
doing it.”” These devices formed the basis for teaching eritical thinking in schools. Lee, Alfred McClung. How fo understand
propaganda. New York: Rinehart, 1952
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Frederick Lumley: Propaganda is promotion which is veiled in one way or another as
to 1) its origins or sources, 2) the interests involved, 3) the methods employed, 4) the
content spread, and 5) the results accruing to the victims. - any one, any two, any three,
any four, or all five.

Maxwell Garrett: We may define propaganda as any organized effort to make people
think of something - whether concrete or abstract, simple or complex - otherwise than
it would be thought of by a perfectly impartial person aware of all the relevant facts.

Bernays: Propaganda is the consistent, enduring effort to create or shape events to
influence the relations of the public to an enterprise, idea, or group.

Or simply -

Charles A. Siepmann: Propaganda is organized persuasion.

As the variatons in the definitions suggest, while most research on propaganda is
encompassed within — or split between — the disciplines of "communication studies” and
“thetorcal criticism” within speech communication departments, interest and work on the
phenomenon is not limited to these fields. In part due to the fact that propaganda, by all
definitons, involves minimally the individual (usually as audience), the organisations and
institutions of society (usually as source), the mass media .(means), and persuasive
communication (intent), concepts from the fields of psychology, sociology, political science
and rhetoric impinge upon its analysis. This concern within propaganda analysis for Source,
Audience, Means, Message and Intent consttute a set of commonplaces for both the social
science and rhetoric frameworks.

Rhetoric as academic subject matter dates from the classical Greek era of Plato and
Adstotle and was seen as a necessary skill for the educated elite. With the rise of the
Enlightenment and the development of the mass media in the 17% and 18 century, rhetoric as
the means for the explanation of political control loses ground to the developing social science.
Propaganda, as persuasive (as opposed to informative) communication from an institutional
source rarely has a public mandate similar to that for curriculum within schools with the

exception of cases where public health and safety are concerned. Even in these cases it is often
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challenged when there exist different societal values.*0 The split between the rhetoric, within
humanities and often situated within the speech communication field within English
departments, and explanation, from a social science basis, is reproduced in the history of
propaganda analysis within academia*!.
Propaganda Paradigms

In the post-WWII period, this split between a humanities based concern for
Propaganda (thetoric) and a social science based concern, situated within a separate
communication studies department, is one axis for understanding the development and
concerns of the different propaganda paradigms. The humanities concern for philosophical
justification is counterpoised by the empirical justification required of the social science based
forms of propaganda analysis. A second axis within propaganda analysis is whether the
purpose of the analysis is to challenge or maintain the dominant ideology, as currently
represented by the liberal democratic social philosophy underlwng capitalism. Challenge to the
dominant ideology is usually represented by the appropration of a more or less modified form
of marxist ideology.+

The five paradigms* analysed in this dissertation are the ‘positivist artitude change’

approach as represented by Jowett and O’Donnell* and Pratkanis®, the ‘historical sociological’

* For instance the artempts to introduce safe sex’ (the use of condoms) within the framework of the AIDS epidemic.

! Sce Sproule, J. Michael. Propaganda and Democracy: The American Expertence of Media and Mass Persuasion. News Yorke Cambridge
University Press, 1997. for a bref history of this view from an U.S. point of view.

32 Other challenges come from feminist theory, systems theory, etc. I have focused on the marxist variation as this current is
represented in both the propaganda analysis and education perspectives. Often the feminist challenge has been incorporated
with the marxist variation as in the ‘Radical’ perspective within curriculum analysis. This feminist critique is less important for
this dissertation as the Allied re-education projects dealt almost exclusively with male German prisoners of war.

*3. These are my labels and my classification. There scems to be only a limited recognition of separate 'schools’ or paradigms
operating within and between communicaton studies and therorical criticism. Therefore there is no consistent labelling of the
various approaches. These are not the only perspectives offered for propaganda analysis. The choice has been made for the
purposes of this rescarch. When only one reference has been dited here, it is deemed to be the single best source of the
perspective. For instance, Noam Chomsky and Edward S. Herman have written many books together and separately on the
subject, almost any of which could serve the purposc of this exposé.

* Jower, Garth S., and Victoria O'Donnell. Propaganda and Persuasion. Bevedy Hills: Sage, 1986.

*5 Pratkanis, Anthony R., and Elliot Aronson. ~ge of propaganda: the everyday use and abuse of persuasion. New York: W.H. Freeman,
1992.
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approach as represented by Ellul®, the ‘“American humanist propaganda analysis’ approach
represented by Sproule*’, 2 neo-marxist feminist rhetoric critique as represented by
McKerrow* and the ‘comparative rhetoric critique’ of Herman and Chomsky*. Although
these may be the central paradigms, they do not exhaust the field and are chosen 1n part
because they have consciously recognised the existence and credibility of other paradigms and
offer some response, often by including aspects of the other paradigm within their own. In
each case, the key concepts, the underlying disciplines and presuppositions, as well as relevant
assumptions about govemance will be presented.
Positivist Attitude Change Paradigm

As the historically dominant paradigm for propaganda research in the United States,
the positivist attitude change paradigm reflects the effective hegemony of the positivist
philosophy that influenced most social science research in the decades of and following the
Second World War. Coming from a rhetorical criticism b;ckground, Jowett and O’Donnell

offer this definidon:

Propaganda is the deliberate and systematic attempt to shape perceptions,
manipulate cognitions, and direct behavior to achieve a response that furthers
the desired intent of the propagandist.

Further, propaganda seeks to contain information in a specific area, and
responses to propaganda are manipulated in an attempt to keep them in the
contained area. The recipient of the propaganda message is discouraged from
asking about anything outside the contained area. (Jowett & O'Donnell 1986,

p- 16)

* Ellul, Jacques. Propaganda: The Formation of Men's Attitudes. Chicago: Vintage Press, 1965.

4% Sproule, J. Michacl. Propaganda and Democracy: The American Experience of Media and Mass Persuasion. News York: Cambridge
University Press, 1997.

8 McKerrow, Raymic E. "Cdtical Rhetoric Theory and Praxis." In Communization Monqggraphs, 56,91-111, 1991b.

* Herman, Edward $., and Noam Chomsky. Manufacturing Consent: The Pobitical Economy of the Mass Media. New York: Pantheon,
1988.



Propaganda is proposed as a subset of communications, something that can be ‘objectively’
defined, thus skirting the issue of an inherent value judgement. The task then is to treat

propaganda as if it were an object whose qualities can be scientifically studied.

A communication approach to the study of propaganda enables us to isolate its
communicative varables, to determine the relatonship of message to context,
to examine the responses and responsibilites of the audience, and to trace the
development of propagandistic communication as a process.... We believe that
there is a need to evaluate propaganda in a modern context free of value-laden
definitions. (Jowett & O'Donnell 1986, p. 14)

Howerver, the negative ethical value of the concept of propaganda is recaptured in the contrast

with persuasion such that

Propaganda is a form of communication that is different from persuasion
because it attempts to achieve a response that furthers the desired intent of the
propagandist. Persuasion is interactive and attempts to satisfy the needs of both
persuader and persuadee. (Jowett & O'Donnell 1986, p- 13)

Persuasion is a reciprocal process in which both parties are dependent upon
one another. It is a situation of interactive dependency. (Jowett & O'Donnell
1986, p.25)
The analysis of propaganda must be made within a social psychology model of communication

that focuses on

Communication as a convergence process.... The communication elements that
enable convergence to occur are (1) 2 communicator, (@) a message, (3) a
channel, and (4) an audience. Other Important aspects are (5) feedback and (6)
effects of the message. All of these elements must be examined in light of the
context in which they occur, both in a specific and immediate sense and in the
social-cultural framework of the times. (Jowett & O'Donnell 1986, p- 14)

One key aspect of all approaches to propaganda is their attitude towards "informative
communication”, either by the mass media (espedially the role of news) or the educational
system. Jowett and O’Donnell, while accepting that all advertsing, no matter how

‘informative’, is propaganda, and that much of the news also reflects an implicit “ideological
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bias™>Y, still hold that education, in democratic societies, is a form of persuasion, not
propaganda, as the ends are for the student’s benefit and must be voluntarily accepted by

her/him. Thus

(Persuasion) is response shaping. This is similar to learning, wherein the

persuader is a teacher and the audience is 2 pupil. A persuader may attempt to

shape the response of an audience by teaching it how to behave and offer

positive reinforcement for learning. If audience responses favorable to the

persuader’s purpose are reinforced by rewards to the audience, positive

atdtudes are developed toward what is learned. The audience has a need for

positve reinforcement filled, and the persuader has a need for a desired

response from the audience filled. Jowett & O'Donnell 1986, p. 25)
The quote also demonstrates the behaviourist paradigm from psychology that underpins this
approach. The unit of analysis is the individual who is assumed to be basically receptve in
response to the communication messages involved, accepting or rejecting them due to their
ability to tap into the emotional ‘anchors’ of her/his understanding of the world. Thus the
impact of propaganda is measured by ‘attitude change’ research, which on a mass survey basis
1s ‘public opinion’ research. The assumption is that the purpose of propaganda is attitude change
and thus the key research tools are the procedures by which this can be measured, such as the
Likert and Thurstone scales. To access the relative efficacy of techniques by which attitude
change may be accomplished, laboratory research is conducted using the classic experimental
method. This laboratory focus includes attempts to look at the impact of the media on the
individual, the most publicly known being thar of the impact of TV violence on children.

While recognising the institutional sources of propaganda and the fact of possible
polidcal ideological content, no attempt is made to analyse these levels, nor the sadietal role

that propaganda might play. The individual is assumed to be a unique, autonomous,

consciously funcdoning decision maker, within the context of an awareness of muluple

> Ideological is used to mean ‘supporting a spedific political ideology”, most often seen to be liberal capitalism versus
communism. .
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choices. This itself reflects a liberal political ideology. The standard context for an analysis of
propaganda is assumed to be a democracy like that in the United States and implicit within this
concept is that the public in 2 democracy can and should control the actions of the societies’
institutions by their own individual actions. Thus the Positivist Attitude Change propaganda
paradigm reflects concemn for Wolf’s fourth level — structural power, while its defence of
education engages the third level — institutional power. Jowetr and O’Donnell conclude their

book with:

This brief examination of propaganda has, we hope, made you more aware of
how much this activity has shaped our lives, and helped to form the attitudes
we have on so many subjects. Propaganda by itself is a natural outgrowth of
the development of sophisticated media of communications; it will always be
with us, in one form or another, and, we, as individuals can accept or reject it
as we wish. We should not fear propaganda, for in a free society, somewhere,
somehow, alternate message systems always appear. As long as people care,
Propaganda’s powers are controlled; if we give up our nghts to free speech, for
whatever reason, then we lose control to those who control the propaganda
systems. In the long run, freedom of speech in a free, open society is the
greatest deterrent to the misuse of propaganda. (Jowett & O'Donnell 1986, p-

217)

Jowertt and O’Donnell attempt to combine a concern for rhetorical analysis with
integration into the social sciences. Pratkanis and Aronson focus almost exclusively on the
social psychological methods and research on attitude change.>! Noting the pervasiveness of
persuasive communication through the mass media, especially through television, they reduce
the analysis of propaganda to the psychological impact of different forms of rhetorical
devices,>? expanding those used by the Institute of Propaganda Analysis for Whorﬁ mass media
was radio and the print media. Their central metaphor is the advertisement or selling of ideas as
if they were products. This in part is due to the shift in advertisement to that based on life-style

images rather than on the quality of product. So now, propaganda promoting government

31 Pratkanis, Anthony R., and Elliot .Aronson. ~Age of propaganda: the everyday use and abuse of persuasion. New York: W.H. Freeman,
1992,
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policies or political lifestyle is indistinguishable from advertising. The assumpton is that the
audience becomes cynical with this barrage of news in the same format as advettiéing and thus
the ‘attirude change’ is less effective and the product credibility reduced. Thus to the
‘marketplace of ideas’ within a democracy, Pratkanis and Aronson add the cynicism that may
develop towards the marketplace itself. Like Jowett and O’Donnell they believe that education
about the propaganda devices can make one a critical consumer, but they offer no alternative.53
"This represents an exclusive focus on the impact of structural power’ on the individual.
The Historical-Sociological Approach

In sharp contrast to this paradigm, Ellul5* approaches propaganda as a sociological
phenomenon, which subsumes psychological action, psychological warfare, re-education and
brainwashing, and, more controversially, public and human relations because “they seek to
adapt the individual to a society, to a living standard, to an acuvity. They serve to make him
conform, which is the aim of all propaganda.” (Ellul 1965, P- i)

Propaganda itself is defined as:

a set of methods employed by an organized group that wants to bring about

the active or passive participation in its actions of a mass of individuals,

psychologically unified through psychological manipulations and incorporated

in an organization. (Ellul 1965, p.61)

This represents a fundamental difference in the perceived purpose of propaganda; for
Ellul the goal is not attitude change but attitude maintenance, to reinforce the individual in his
pre-existing attitudes, which themselves are the results of ‘pre-propaganda’, which

encompasses the educational system and all other forms of integration propaganda. This pre-

propaganda he defines as

32 see footnote 39 above.

33 Pratkanis writes this dedication for the book “To my soon-to-be-bom son. Chances are he will grow up with a healthy
skepticism but a regretmable cynicism about the truth of cverything he read, hears, and sces.” Pratkanis, Anthony R., and Elliot
Aronson. Age of propaganda: the everyday use and abuese of persuasion. New York: W.H. Freeman, 1992.
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the conditioning of minds with vast amounts of incoherent information,
already dispensed for ulterior purposes and posing as "facts" and as
"education". (Ellul 1965, p. vi)

The distinction between integration (of the individual into the society) verses agitation (eliciting
some behaviour) propaganda is key to his analysis. As a sociological phenomenon, propaganda,
basically by the nation state, is necessary for the integration of the individual into his proper
place within an advanced technological society. For Ellul, the ‘audience’ for propaganda is the
alienated individual who in the plural form is the ‘masses’. His state of alienation is the natural
by-product of the technological society. The ‘masses’ as the plural form of the individual is in
specific contrast to the collective forms of functioning that existed in the villages of the pre-
industrial world. Propaganda is thus the means for offering him a ‘collective identity’ without

the reality of a truly collective human grouping. Thus Ellul says

Modern propaganda reaches individuals enclosed in the mass and as
participants in that mass, vet it also aims at a crowd, but only as a body
composed of individuals. (Ellul 1965, p.6)... Conversely, when propaganda is
addressed to a crowd, it must touch each individual in that crowd, in that
whole group. To be effective, it must give the impression of being personal, for
we must never forget that the mass is composed of individuals, and is in fact
nothing but assembled individuals. (Ellul 1965, p-7-8)... Thus all modern
propaganda profits from the structure of the mass, but exploits the individual’s
need for self affirmaton;... (Ellul 1965, p.7)

For the state, the goal and necessity of propaganda is summarised as:

In the midst of increasing mechanization and technological organization,
propaganda is simply the means used to prevent these things from being felt as
too oppressive and to persuade man to submit with good grace. (Ellul 1965,

p- xviii)

Since it is the technological nature of a society that calls forth the necessity for the state
to use propaganda, the state’s use of, and dependence upon, propaganda is the same regardless

of the political system involved. As Ellul says

¥ Ellul, Jacques. Propaganda: The Formation of Men's Antitudes. Chicago: Vintage Press, 1965.
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Propaganda as a phenomenon is essentially the same in China or the Soviet
Union or the United States or Algeda. (p. xiv)

Ellul’s concern is with the impact of this all-pervasive propaganda on the individual’s total
personality, regardless of the social or political system involved.

However, he specifically rejects the centrality of the discipline of psychology for
understanding of the nature of propaganda. Ellul asserts that propagandists will use whatever
results psychological research might produce but propaganda itself is not determined by those

results.

To study propaganda we must turn not to the psychologist, but to the
propagandist; we must examine not a test group, but a whole naton subjecred
to real and effective propaganda. Of course this excludes all so-called scientific
(that is, statistical) types of study, but at least we shall have respected the object
of our study — unlike many present-day specialists who establish a rigorous
method of observation, but, in order to apply it, lose the object to be studied.
(Ellul 1965, p. xii-xiii)

He notes that the major systems of propaganda, which, in 1965, he idendfies as the American,
Soviet Union and Chinese Maoist, have used different theories of psychology while effectvely

using the same propaganda techniques.

- Stalinist propaganda was in great measure founded on Pavlov’s theory of the
conditioned reflex. Hitlerian propaganda was in great measure founded on
Freud’s theory of repression and libido. American propaganda is founded in
great measure on Dewey’s theory of teaching. (Ellul 1965, p.5)

For Ellul, propaganda is a total system, encompassing all institutions and systems

within a state. In contrast with the “positivist attitude change’ paradigm, he holds that

Education and training are inevitably taken over, as the Napoleonic empire
demonstrated for the first time. No contrast can be tolerated between teaching
and propaganda, between the critical spirit formed by higher education and the
exclusion of independent thought. One must utilize the education of the young
to condition them to what comes later. (Ellul 1965, p-13)

It is this ‘total’ aspect, the fact that propaganda pervades all of our lives and is essendally

inescapable, that creates the negative psychological impact of producing the ‘totalitarianized
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man’. This label includes psychological crystallisation, alienation, dissociation, mithridatization
(to ignore the content while still being addicted to the presence of propaganda) and
sensibilization (addiction to the excitement that propaganda provides). 55

As noted by Konrad Kellen, who translated and wrote the introduction to Ellul’s book,

Ellul never relies on statistics or quantification, which he heartily disdains, but

on observation and logic. His treatise is a fully integrated structure of thought

in which every piece fits in with all others... (Ellul 1965, p. vii)
Although for Ellul the propagandist is solely driven by the need to be effective, he also asserts
that there is no useful way to measure this effectiveness, due both to the difficulty of the
subject and the inadequacy of the methods. Since, for the propagandist, there will usually be
muldple objectives for his campaign, measuring any one of them is pointless and measuring all
of them impossible, in part due to their different time frames for impact. Itis also impossible
to disassociate the impact of this specific campaign (in the attempt to measure its effectiveness)
from other things going on in society at that moment, from external (to the campaign)
historical events over which the propagandist has no control or from the residual impact of a

previous campaign or education in general. His rejection of empirical methodology is based on

the presuppositions of science which include:

The removal of the fact to be quantified from its psychological, religious,
sentumental, historic contexts and its removal from the individual’s
Weltanschauung as a whole.

"The reduction of the phenomenon to its simplest state, by elimination of all
complexities and subsidiary aspects — which may actually be the most
important.

Consideration of the external phenomena only, though they may be merely
extensions of more important, different factors. But quantification must restrict
itself to external aspects, behavior, visible attitudes, and so on. (Ellul 1965,
p-275)

35 Ellul, Jacques. Propaganda: The Formation of Men's Attitudes. Chicago: Vintage Press, 1965. Ellul understanding of the individual
psyche is based on a Freudian psychodynamic model.
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Ellul’s conclusion is distinctly more pessimistic than Jowett and O’Donanell while sharing with

them the sense of propaganda’s pervasiveness.

The only truly serious attitude — serious because of the danger of man’s
destruction by propaganda is serious, serious because no other attitude is truly
responsible and serious — is to show people the extreme effectiveness of the
weapon used against them, to rouse them to defend themselves by making
them aware of their frailty and their vulnerability, instead of soothing them
with the worst illusion, that of a security that neither man’s nature nor the
techniques of propaganda permit him to possess. It is merely convenient to
realize that the side of freedom and truth for man has not yet lost, but that it
may well lose — and that in this game, propaganda is undoubtedly the most
formidable power, acting in only one direction (towards the destruction of
truth and freedom), no matter what the good intentions or the good will may
be of those who manipulate it. (Ellul 1965, p.257)

Several presuppositions underlie Ellul’s theory on the psychological and political
science levels. Implicit in his critique of propaganda is the idea there is some form of truth
outside the society’s system of propaganda that could inform humans in the development of
their consciousness. This truth would have a source of validation other than from within the
propaganda based information and educational system. This is never identified, although his
profession as a theologian suggests religious revelation as the alternative. Even his last pleais
more 2 call for the need for awareness of our ‘propagandized state’ than an alternative
methodology for avoiding it. Also implicit within his discussion is the necessity, and thus
normalcy, of the state prerogative to structure and have control over lives of the citizens. He
offers nothing equivalent to Jowett and O’Donnell’s belief in the control that the masses have
over the government and thus the power to effectively limit its activities.

Jowett and O’Donnell are aware of Ellul’s work but essentally dismiss it, stating

Although respectful of the work of Jacques Ellul, we could not incorporate
many of his ideas within the text of this book. We aimed to clarfy and
distinguish propaganda as a form of communication, but found that we could
not do so with Ellul’s view of the pervasiveness of propaganda. (Jowett &
O'Donnell 1986, p. 11)
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However, others, such as Cunningham3 and Christians57 and Fedorowicz® have specifically
adopted and applied Ellul’s concepts to North America. His empbhasis on the complexity of the
propaganda situation and his rejection of positivist empirical methods have had a broader echo,
especially in France, and references to his work appear in many modern studies of propaganda
—and not simply to dismiss it as Jowett and O’Donnell do.
Humanist Propaganda Analysis

A recent challenge to the positivist attitude change paradigm comes from a call for the
revival of the humanist propaganda analysis paradigm, which was based on rhetorical analysis,
and historically preceded the positivist approach. Sproule 3? demonstrated that the succeeding
positivist approach had falsely maligned this paradigm, claiming it was based on the easily
dismissed ‘magic bullet’ supposition. His historical approach to the analysis of propaganda in
the United States recovered this paradigm, which, being native to the U.S., is also counter
posed to various ‘European’ approaches, including both Ellul and marxism. In his interesting
1987 article, "Propaganda Studies in American Social Science: the Rise and Fall of the Critical

Paradigm”", he traces

the complex interaction of reformist, scientific, economic, and governmental
interests in the process by which a paradigm gains advocates and wins
converts. (Sproule 1987, p.60)

3 Cunaingham, Stanley B. "Smoke and Mirrors: A Confirmation of Jacques Ellul's Theory of Information Use in Propaganda.”
In Propaganda: A Plurafistic Perspective, ed. Ted J. Smith III, 151-163. New York: Praeger, 1989.

57 Christians, Clifford G., and Michacl R. Real. "Jacques Ellul's Contribution to Critical Media Theory.”" Journal of Communication,
no. Winter (1979): 83-93.

3 Fedorowicz, Jan. Propaganda: CBC Ideas Series. Toronto: CBC Transcapts, 1983.

37 Sproule, J. Michael. "Propaganda Studies in American Social Science: The Rise and Fall of the Crtcal Paradigm.” Quarterfy
Jourral of Speech 73 (1987): 60-78.



41

Sproule outlines the resulting split of propaganda studies into opposing camps situated in
speech communication (maintaining rhetorical analysis) and communication ‘scientists’ (using a
statistical-experimental methodology) .

In a subsequent article, Sproule 6! summaries his argument and begins to identify some

of the key concepts of the humanist propaganda analysis paradigm as follows:

The standard accouat of the beginnings of American mass communication

research holds that the propaganda critic between the world wars adopted the

European concept of the mass audience, treating messages as "magic bullets"

directly and powerfully infused into passive receivers. Such a mythical account

overlooks the progressive reformist mission of propaganda analysis to help an

essentially competent public against the new co-option of communication

channels by powerful institutions. The magic bullet myth emerged after 1940

when social scientists turned from domestic to extra-hemispheric threats to

democracy and sought a consensus that propaganda was democracy’s servant

against fascism and communism. (Sproule 1989a, p-225)
This paradigm historically came out of the growing concern for the developing impact of the
mass media (newspapers originally) on the process of derhocracy in the United States.
Explicitly launched in reaction to the knowledge of the manipulation of information carried
out by George Creel62 and the Committee on Public Information, an official federal agency of
mass persuasion during World War I, the key concern was for how citizens could make
informed decisions about political problems when their information was being biased by the
very elites the citizens were supposed to control. Both the incredible loss of life and the
subsequent failure of President Wilson’s Fourteen Point peace plan gave a political opening to

a critique of how the American public could have been ‘sold’ on entry into the war. The

critique came explicitly from a humanist perspectve and included philosopher and educator

% For 2 more critical view of the development of the discipline of communication studies and its link to the U.S. military and the
Cold War, see Simpson, Christopher. Saenc of Coerzion: Commurization Research and Poychological Warfare 1945-1960. New York:
Oxford University Press, 1994. and .

¢t Sproule, J. Michael. "Social Responses to Twentieth-Century Propaganda.” In Propaganda: A Pluralistic Perspective, ed. Ted J.
Smith 11, 5-22. New York: Praeger, 1989b.

62 George Creel was interviewed in 1948 for his opinions concerning propaganda in the two wars. NARA: RG 218,Vol. / 6,
Interviews ... George Creel, 24-Oct-48.
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Joha Dewey. Former war journalist Walter Lippman in 1922 wrote the first book that
developed the theory that became the basis for propaganda analysis. The basic assumption was
that the means of mass communication offered the potential for the development of modem
propaganda where there could be no popular control on the accuracy of the information
provided. This clearly jeopardised the possibility for the population of citizens to play their
necessary role. The main methodology used in propaganda studies was a rhetorical analysis of
the distortions and biases in press coverage both during and subsequent to World War I. The
belief was that if the population could be made aware of these distortions and could be taught
techniques for identifying propaganda, then they could regain their capacity to make intelligent
decisions. The population would then rationally evaluate, rather than emotionally react to, the
competng claims of all sources and thus perform their necessary role within a derﬁocracy. As
the government had been the source of the clearest propaganda campaign during World War I,
government agencies, along with the newspapers, were a .pr:ime target for this analysis. The
methodology was rhetorical analysis and the soluton was training in just this process. As

Sproule notes,

The movement culminated in the formation of the Institute for Propaganda
Analysis in 1937. The Institute widely diffused antipropaganda thinking from
higher education to the public schools and to the reading public. Propaganda
analysis declined during the 1940s and 1950s, decades more concerned with
national security than social self criicism. (Sproule 19892, 1989, p.11)

It is, however, in a 1991 article that Sproule 63 explicitly posits the recovery of this

paradigm as useful to modern propaganda critics. In the abstract to that article, he states:

Since 1900, different schools of thought have emerged in the United States
concerning the implications of propaganda for the rational-democratic society.
The conversaton among progressive propaganda critics, communication
practitioners, rationalists, communication scientists, conservative humanists,

¢ Sproule, J. Michael. "Propaganda and American Ideological Critique." In Communication Yearbook, ed. James A. Anderson, 14,
211-238. Newbury Park CA: SAGE: SAGE, 1991.
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and political polemicists reveals the panorama of American experience with
and interpretation of mass persuasion. Although selectively remembered today,
this dialectic provides an ideological critique that is not only powerful, but
historically grounded in the vicissitudes of American culture. When fully
recovered, the long-standing American dialogue on propaganda supplies a
useful alternative vocabulary to Marxism for analyzing the diffusion of ideology
through such ostensibly neutral channels of public communication as news,
enterrainment, government agencies, religion, and education. (Sproule 1991,
p.211)

While the positivist attitude change paradigm has explicitly denied or overlooked the
ideological content and the usefulness of a rhetorical analysis of the media, postulating, as
Jowett and O’Donnell do, 2 fundamentally neutral role for it, the post-Vietnam war period
spawned 2 critical approach to the media that found theoretical basis in such marxist thinkers
as Antonio Gramsci, Stuart Hall, Louis Althusser, members of the German Frankfurt school,
Hans Engensberger and others. It is specifically as an alternative to these approaches, which
Sproule sees as based on concepts more appropriate to the European context, that the

necessity of an alternative specifically progresave crique is .proposed. Thus Sproule states,

If Americans are to conceptualize and respond to the communication industry
successfully, it will help if they understand the complex issues in terms
applicable to American experience, history, social organization, and criticism.
The idea that social influence proceeds by means of large economic classes
employing stable ideological apparatuses is not consistent with fundamental
American experience. More familiar to Americans is the idea of tactical
propaganda battes waged between and among shifting alliances of
organizations, factions, and leaders. The importance of competition in arenas
of propaganda is underscored by commentators who fault the Frankfurt school
for giving undue weight to forces that attempt to stabilize society. (Sproule
1991, p.232)

The fundamental unity of all propaganda by the state, as seen by Ellul, is denied. While Sproule

admits that the continuing debate within the field reflects the fact that "the United States has



not fully come to grips with the social role of its media of communication"%4, it is within the
specifically American based paradigms that the solution should be sought.

While in quasi-explicit contrast to Ellul’s view (which unfortunately is never
mentioned), Sproule’s approach has received specific acceptance by some from tﬁe positvist
attitude change paradigm. Thus Jowett 55 in a commentary on Sproule’s article clearly
welcomes his approach and in 2 moment of implicit self criticism for the positivist tradition

states that

One unfortunate result of this selective interpretation of history was to relegate
all previous (nonempirical) communications research into some sort of
subjective limbo reserved for social or political commentary, rather than to see
it as a serious early form of cultural analysis. (Jowett 1991, p.240)

It is unclear from this article whether Jowett is fully ready to embrace the essentially ant-
empirical assumptions underlying progressive propaganda analysis, or simply hopes that this
will provide an alternative to the ‘threat’ of a marxist take-over of the field. He does provide an
interesting summary of a specifically American consensus on the role of the media from both
those who see it as potentally harmful and those who see it as neutral. 66

Effectively this underlines one of the key assumptions underlying this paradigm — the
specificity of the American experence. Whether its full development would generate a schema
which could be generalized to other countries (as the positivist attitude change paradigm was)

remains to be seen. As currently proposed it recognises the importance of the histoncal,

& Sproule, J. Michael. "Propaganda and American Ideological Critique." In Commmnication Yearbook, ed. James A. Anderson, 14,
211-238. Newbury Park CA: SAGE: SAGE, 1991.

¢ Jowew, Garth S. "Propaganda Critique: The Forgotten History of American Communication Studies.” In Commuunication
Yearbook, ed. James A. Anderson, 14, 239-248. Newbury Park CA: SAGE, 1991.

% Thus Jowerr writes: “It is, however, possible to identify three universal concerns stemming from both groups. The first
centered on the effects of the new media on existing institutions, such as the school, the church, politics, and other activities
such as reading and other recreational forms; the second was the question of changing values, and last, overshadowing
everything clse, was the concem for children.” He further notes that “This is 2 quite different agenda from thar suggested by
the various Marxist eritiques, although, with some manipulation, one could show parallel concemns.* and contnues with
“.\mcrica was a vast country with a difficult mission, an almost impossible attempt to creatc a single nation while at the same
tme preserving certain regional idendtics.” Jowett, Garth S. "Propaganda Cartique: The Forgowten History of American
Communication Studics.” In Communication Yearlook, ed. James A. Anderson, 14, 239-248. Newbury Park CA: SAGE, 1991.
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political and ideological analysis for propaganda studies while denying a marxist sociological

perspective.

Neo-Marxist Feminist Rbetoric Critigue Paradigm

Another paradigm, neo-marxist feminist rhetoric critique, has two distinct differences
from the previous ones: it is based explicitly on the centrality of an ideological analysis, and its
goal is to identify ways in which the existing capitalist order might be challenged. As noted
above, the American war in Vietnam launched the questioning that led to the development of
this paradigm. Variants of a marxist based paradigm have gained wide acceptance, generating

what may become a separate discipline of cultural studies. Thus Jowett writes,

In the last decade, we have witnessed a bewildering shift in the dominant
methodologies (paradigms) of communication studies in American universities.
Where only a decade ago there was almost complete domination by a largely
statstically based empiricism, in the decade of the 1980s new, humanistically
based methodologies emerged to provide a serious challenge to this
hegemony.... In fact critical studies’ (the more generic term for marxist based
analysis) strongest supporters have as their stated aim the displacement of so-
called objective empirical research from its lofty perch by a more socially and
politically aware hybrid combination of empiricism and critical research
(Grossberg, 1987) (Jowert 1991, p-239)

Central to this approach is an acceptance of qualitative methodologies. McKerrow
proposes a methodology centered on a rhetorical crifique of ideology. She 67 summarises the

approach in the abstract of her article:

This essay sets forth a theoretical rationale for a critical rhetoric and presents
eight "principles" which, taken together, orient the critic toward the act of
crticism. The theoretical rationale encompasses two forms of critique, styled as
a crtique of domination and as a crtique of freedom. Both have in common
an analysis of the discourse of power as it serves in the first case to maintain
the privilege of the elite and, in the second, to maintain social relations across a
broad spectrum of human activities. The principles articulate an odentation
that sees critique as a transformative practice rather than as 2 method,
recognizes the materdality of discourse, reconceptualizes rhetoric as doxastic as
contrasted to epistemic, and as nominalistc as contrasted to universalistic,

67 McKerrow, Raymie E. "Critical Rhetodic: Theory and Praxis.” Communication Monagraphs 56, no. June {1989): 91-111.



captures thetoric as "influential” as contrasted to "causal”, recognizes the
importance of absence as well as presence, perceives the potential for
polysemic as opposed to monosemic interpretation, and as an activity that is
"performed”.... In practice, a critical thetoric seeks to unmask or demysufy the
discourse of power. The aim is to understand the integration of
power/knowledge in society — what possibilities for change the integration
invites or inhibits and what intervention strategies might be considered
appropate to effect social change. (McKerrow 1989, p-91)

This clearly goes beyond the simple class based sociological analysis of traditional marxism,
incorporating features from feminism (the analysis of dominance and the importance of all
social reladons) and some forms of post-modernism (the concept of discourse) and possibly
post-Kuhnian philosophy of science (the emphasis on "influential” rather than "causal”
explanadons).

While clearly only one of the many approaches based on some form of marxist
critique, McKerrow was chosen to represent this paradigm as she has provided an explicit
contrast of this paradigm with the humanist propaganda approach. The contrast with the
posiuvist ardrude change paradigm is practcally complete, operating as it does in almost
completely different domains. This is a rejection of experimental laboratory based methods.
No quantification is sought, and the object of analysis (propaganda and its effects) is
approached from the standpoint of seeking change rather than assuming permanence. No
mention is made of the historical-sociological paradigm or of Ellul, perhaps because his
positon of ‘no alternative’ to the necessity of propaganda to the modem technological state
and thus the ‘totalitadanization’ of man is antithetical to a paradigm whose basic premise is the
possibility of change and the necessity of seeking out its means. However, Ellul’s analysis of
the multiple forms of propaganda, with its total invasion of public and private life, is

compatible with this approach.
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In contrasting critical rhetoric and propaganda studies in commentary on Sproule’s
article, McKerrow % states the initial fundamental distinction between criticism and critique to

be based on the fact that

As a criteriological mode of inquiry, criticism entails an implicit commitment to
Platonic ideals of universal truth. Critique, on the other ha:nd, abstains from
universalist appeals to unchanging standards of judgementt.... This is not to say
that both do not participate in "demystification" of the discourse of power, but
it is to say that they do so with different ends in view, and with different
rationales underlying their respective pursuits. Criticism operates from an
acceptance of the tenets of rational democracy, while critique offers the
possibility of challenging those tenets. McKerrow 1991a, p-250)

Following on this is the contrast based on the relative permanences or change implied in each

approach.

- (Q)rticism yields an evaluation that ultumately serves the: interest of the
dominant ideology.... (C)dticism of the kind practiced by tlhe propaganda critics
of the early twendeth century was not interested in alterings the social order.
The goal of those critics, laudable as it may be, was to pres-erve democracy by
ferreting out those who would seek to undermine it most basic strengths.

Critique, on the other hand, does not privilege rational denmnocracy, or the

present social order, above other possible organizational muatrices that might be

put into place. (McKerrow 1991a, p.251) :
Both paradigms, McKerrow asserts, allow for the action of an agemt to effect change, although
Sproule’s reading of the "negativity of Marxists" (seeing the individlual as being simply
subjected to hegemonic forces) leads him to deny this aspect. This latter point is likewise linked
to the question of indeterminacy verses overdetermination as reflected in Sproule’s analysis of
the marxist paradigm. By concentrating on state power as the locuss of hegemony, Sproule
reads into the marxist approach an overdeterminacy that precludes the individual as agent.
McKerrow counters with the importance of a broader conception of domination. Looking at

the question of the changing definition of ‘liberty’ within rational democratic discourse, she

states.

% McKerrow, Raymie E. "Critical Rhetoric and Propaganda Studics." Communication Yearbocok 14 14 (1991a): 249-255.
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What is "hegemonic” in this context is the dominance of a particular ,
perspective on liberty —a perspective that legitimates state control or partcular
social relations as being in the interests of the people. Implicit in this review of
changing definitions is the indeterminacy principle: There is no absolute or
fixed sense in which liberty is to be defined, nor is there any prvileged position

given to the concept such that it cannot be altered in the future. McKerrow
1991a, p.254)

This particular critic would also distinguish this paradigm from that of Ellul, as his key
assumption is the essentially unchanging demands for propaganda to integrate people into an
unjust system that a technological society will place on its members. Finally, McKetrow

summarises these fundamental points underlying a marxist approach:

First, as noted above, a Marxist critique exists in order to suggest potental

intervendonist strategies. It is openly teleological, while holding its own goals

open to future critique. Second, the "overdetermination” thesis, which would

reduce analysis to the causal forces of modes of production or the hegemony

of 2 dominant class, has lost its hold.... third, other subjects have come to the

fore in the analysis of an "indeterminate" set of social relations. The interaction

of power and knowledge, irrespective of its source, is a central focus of

contemporary study. McKerrow 1991a, p.255)
Other versions of this approach are represented by Burnett ¢ and Szanto™. Burnett makes the
case for the necessity to analyse ideology within propaganda, while Szanto demonstrates the
importance of dramatic persona in propaganda and thus the propaganda nature of
‘entertainment’ programs on TV.
Comparative Rhbetoric Critique

Perhaps the most well known model of propaganda analysis is that of Edward S.
Herman and Noam Chomsky.”! Beginning from a marxist analysis of the nature of capitalism

and the state’s role in protecting the interests of big business, Herman and Chomsky focus on

¢ Bumert, Nicholas FS. "Ideology and Propaganda: Towards an Integrative Approach.” In Propaganda: A Plurafistic Perspective, ed.
Ted J. Smith I11, 127-137. New York: Praeger, 1989.

7 Szanto, George H. Theater and Propaganda. Austin & London: University of Texas, 1978.

7 Herman, Edward S., and Noam Chomsky. Manufacturing Consent: The Pobitical Economsy of the Mass Medsa. New York: Pantheon,
1988. Sce also Herman, Edward S., and Noam Chomsky. Manufacturing Consent- The Poktical Econony of the Mass Media. New
York: Pantheon, 1988. and Herman, Edward S., and Noam Chomsky. Manufacturing Consent: The Political Economy of the Mass
Media. New York: Pantheon, 1988.
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the role of the mass media in distorting the news. They counterpoise the necessity of a critical
comparative historical case study approach to the analysis of the media. The presuppositions
for their approach are universalistic application of models from the social sciences of history,
politcal science, economics, and anthropology. The comparative case study methéd,
demanding the same assumptions and expectations be applied to both cases, constitutes the
centre of their programme of critical thinking about the media. Thus, Herman and Chomsky 72
note the difference in media attention given and deliberate distortions created in the reporting
of government troop massacres of civilian populations when they occur in a country that is an
‘enemy” of the U.S. (the Pol Pot regime in Cambodia) and when they occur in a country that is
an ‘ally’ (the Indonesian governments attacks in East Timor). Within the logic of ratonal equal
treatment, if government troop massacres of civilian populations are abhorrent and serve as the
basis for shifts in U.S. foreign policy, those shifts should be based on the massacre wtself, not
on whether this is a friendly or enemy government. Noting the different form of control that
dictatorships have through government censorship, their concern is to show the mechanisms
for the same level of censorship or distortion in liberal democracies. They follow the liberal
democratic assumptions of governance as being based on the citizenry’s control of the
government through knowledge of its actions. Thus the media distortion negates the possibility
of the mechanism operating correctly. While they hold a more radical political perspective,
their basic argument repeats that of Walter Lippman’s concept of ‘manufacturing consent’,
which is the name of both their book and the documentary on Noam Chomsky’s political
work.

Their propaganda model of the media is based on five filters that influence the

reporting of an event. These are:

™ Herman, Edward S., and Noam Chomsky. Manufacturing Consent: The Pobitical Economny of the Mass Media. New York: Pantheon,
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1. “The enormous size, very restricted ownership and profit orientation of the mass
media”"} means that very few divergent points of view reach a mass audience. Thus the “free
marketplace of ideas’ is negated by the cost of entry into the marketplace, giving one set of
ideas dominance for financial rather than rational reasons.

2. “The adverusing license to do business” 7+ asserts that the cost of the mass media is
paid through advertisers, not subscribers. Thus the advertisers have the power to control what
is presented by withdrawing, or threatening to withdraw, their advertising dollar from a media
source that produces a report that displeases them by criticism of either their company or other
politcal issues the owners support.

3. “Sourcing mass-media news” 75 discusses the greater access and credibility of
government sources for reporters over most oppositional forces, a problem when the role of
the media, and its constitutional protection, is based on being a cridcal control mechanism for
government actons and policy.

4. “Flak and the enforcers™ 76 analyse the cost to media companies of challenges to
their published positions. Flak as negative responses to the company by individuals has lintle
cost; but when the negative responses, including possible and real court challenges, come from
a well-funded group or institution the cost can be prohibitive. To avoid these costs, news
management re y filters any statement or report that could be the basis for flak from these
insttudons — including the government. Again, this weakens the ability of the media to play its

corrective role.

1988.

 Herman, Edward S., and Noam Chomsky. Manufacturing Consent: The Pobitical Economy of the Mass Media. New York: Pantheon,
1988.p.3

™ Herman, Edward S., and Noam Chomsky. Manufacturing Consent: The Pobtical Economy of the Mass Media. New York: Panthcon,
1988.p. 14

5 Herman, Edward S., and Noam Chomsky. Mansufacturing Consent: The Pofitical Economy of the Mass Media. New York: Pantheon,
1988.p. 18
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5. “Anticommunism as a control mechanism” 77 challenges the impact of the Cold
War ideology that created the image of communism as the ultimate evil. Communism does
threaten the class position and superior status of the propertied elites but not of the vast
majority of people who do not own the ‘means of production’. If the concept of a ‘free market
place of ideas’ is central to an adequate democracy, then the ideological exclusion of all but the
dominant ideology subverts that possible functioning. Their critique of the media is not a
defence of communism as an alternate ideology but rather a critique of the exclusion and
distortion that the anticommunist filter plays on the reporting of news from communist
countries, parties or proposals that are seen to challenge the capitalist ideology. Herman and

Chomsky conclude:

The five filters narrow the range of news that passes through the gates, and even more
sharply limit what can become “big news,” subject to sustained new campaigns. By
definition, news from primary establishment sources meets one major filter
requirement and is readily accommodated by the mass media. Messages from and
about dissidents and weak, unorganized individuals and groups, domestic and foreign,
are at an initial disadvantage in sourcing costs and credipility, and they often do not
compott with the ideology or interests of the gatekeepers and other powerful parties
that influence the filtering process. 78

Herman and Chomsky argue that a propaganda approach to media coverage suggests a
systematc and highly political dichotomization in news coverage based on the serviceability of
the story to important domestic power interests. If correct, the impact of these five filters
would be observable in dichotomized choices of story and in the volume and quality of

coverage.”

7 Herman, Edward S., and Noam Chomsky. Mansifacturing Consent: The Pobtical Economy of the Mass Media. New York: Panthcon,
2
. [llgcfrsr;ai,;gdwnrd S.,and Noam Chomsky. Mansufacturing Consent: The Pobtical Economy of the Mass Media. New York: Pantheon,
2
8 IIIZiianp,-gdward 5., and Noam Chomsky. Mansfacturing Consent: The Pobtical Economy of the Mass Media. New York: Pantheon,
™ fllzfrsn;j;dward S., and Noam Chomsky. Manufacturing Consent: The Pobitical Economy of the Mass Media. New York: Pantheon,
1988. p. 35. The dichotomization is between ‘enemy’ and ‘ally’ stories based on the anticommunist ideology-
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This analysis of ideology and the role it plays with respect to the dominant powers in
society is also central to both the humanist American propaganda analysis and the marxist
thetoric critique paradigms. They differ essentially on their political views of the nature of the
state and the political purpose of propaganda analysis. They also recognise the importance of
the psychological level of analysis but none are linked to a single specific psychological
paradigm. The marxist rhetoric critique is linked to the critical paradigm within sociology while
the humanist propaganda analysis (only recently elaborated) has no specific base in another
social science discipline.

These propaganda paradigms will contribute to the analysis of the Allied re-education
projects with German prisoners of war. The organisers of these re-educaton projects may not
have deliberately based their choices on any of these paradigms, vet, with the passage of time,
the consequences of these efforts can be discussed in terms of these paradigms. For example,
given that the Soviet, U.S. and Britsh re-education projects were developed before the writings
of Ellul, McKerrow or Herman and Chomsky, those responsible for initiating and maintaining
the re-education projects can be understood as functioning under the humanist propaganda
analysis or atdrude change frameworks, forms of which were operating in the 1930s in both
countres.

Before ininating this analysis, and before surveying specific curriculum perspectives
(Chapter 4), 2 number of recent phenomena associated with the study of propaganda need to
be mentioned. For the purpose of this dissertation, these topics include the Korean War, the
observation of cults, and the role of national security organisations, such as the CIA. Each of

these phenomena, to one degree or another, is associated with the concept of brainwashing.
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Brainwashing

While this research focuses on the experience of German prisoners from WWII with
re-education projects, the subsequent experience of U.S. prisoners of war durng the Korean
conflict impacts current understanding. It was during this military period that the concept of
‘brainwashing’ was first introduced. Brainwashing is seen as the most extreme form of
propaganda. Given the similarity of political education with prisoners of war, a review of the
literature on brainwashing is relevant.
Korean Conflict

While the issue of prisoners of war played a secondary role for the victors of WWTII,
subsequent limited wars raised their status to a central feature of negotiations. Support for war
tradinonally invokes high ideals in a Manichean universe. The U.S. government presented
World War II as a fight against the absolute evil of fascism. By the time of the Korean conflict,
the Cold War argued for the concept of Red Totalitarianism led by godless Communists as an
even more pervasive evil than Nazism had been. Because in the popular opinion the U.S.
fought for survival and virtue, unrelated to a serious diplomatic analysis, there was little room
for negotiation. WWII had demanded “unconditional surrender’ and that became the standard.
If war is a contest between good and evil, then a negotiated settlement compromises virtue.
Although the public had a simple understanding of the Korean conflict, U.S. government
policy was tempered by a recognition that U.S. interests in the Korean peninsula were limited.
Polidcal planners would cut their loses if the outcome of the military conflict undermined a
global preponderance of power. There was little support for another World War less than a
decade after the last, not to menton the risk of 2 nuclear exchange when the news that the

Soviet Union had detonated an atomic bomb became public.
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"The Korean conflict began with the North Korean attack on South Korea on 25 June
1949, included various periods of cease-fire, and ended with an Armistice on 27 July 1953. In
Korea, the process of negotiation and compromise meant that the pusoners of war became the
main sticking point during seemingly interminable negotiations. They also became a major
propaganda theme of both sides. For the U.S., limited military success led to the search for a
‘substitute for victory™®. For the Communist side, a propaganda campaign of U.S. prdsoners of
war criticizing U.S. involvement in the war and accusations of the use of germ warfare were the
cenual elements. For the U.S. side, the superiority of the West would be demonstrated if large
numbers of enemy (Korean and especially Chinese) prisoners of war refused to return to their
communist controlled countries. Thus, as 4 condition of peace, the U.S. introduced the
concept of ‘voluntary repatriation’.8! This niovel nterpretation of the Geneva Convention on
the repatriation of prisoners of war argued that individuals who chose not to go home did not
have to be repatriated. The choice was actually restricted to being invited by other countries,
which effectively meant repatriation to Taiwan or South Korea for those enemy prsoners of
war held by the UN forces. Given the importance of this propaganda campaign to the UN
forces, nationalists from Taiwan (who could speak Chinese while most UN personnel could
not) were brought in to organise resistance to repatriation. An indoctrination campaign began
as well, which included the translation of nearly 400 American films into Chinese to
demonstrate the superority of the “American way of life”. In reporting on the UN prisoner of

war camps, the Neutral Nations Repatriation Commission, which was charged with

8 Foot, Rosemary. A Substitute for Victory: The Poktics of Peacernaking at the Korean Armistice Talks. Ithaca, NY, 1990.
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determining prisoners’ preferences, complained that no prisoner of war dared to ask for
repatration [to China).82

The end of the Korean war for the U.S. was not marked with a declaration of victory,
but rather when the last prisoner of war got off the boat. Their use for propaganda purposes
and the lack of heroic escapes made the prisoners of war an easy target for popular frustration
over the ‘lost victory’. The public conflict between a part of the military represented by General
Douglas MacArthur and President Truman fed this idea. Media reports focused on the high
death rates, reports of collaboratdon and apathy of the U.S. prisoners of war. Collaboration
with the enemy has always been a problem for prsoners of war and was generally recognised
as being a normal result of physical coercion or torture.83 Denying the physical coercion aspect
of prisoner of war camp life, collaboration by the U.S. prisoners of war was seen t-o be the
result of psychological coercion that should have been resistible if there had been adequate
moral commitment. The collaboration was thus ascribed by the press to moral cowardice.8

The propaganda broadcasts made the former prisoners of war the target of
investigations by the various branches of the military that resulted in court-martial trials for

treason. As Young (1998) notes

8 Young, Charles S. "Missing Action: POW Films, Brainwashing and the Korean War, 1954-1968." Historizal Joxrnal of Filbm Radio
and Television, 18, no. 1 (1998): 49-74. remarks in a footnote (10): “Many offidals were fiercely opposed to voluneary
repattation. Vice Admiral C. Turmner Joy complained tha it cost another year of captivity for POWs and 50,000 American
casualties in the ficld. In Joy's view, the policy put the welfare of former cnemy soldiers above that of Americans languishing
in prison camps or stll fightag on the line.” C. Turner Joy, How Communists Negotiate New York, 1955), p. 152. Cited in Col.
Walton K. Richardson, Prisoners of War as Instruments of Foreign Policy, Nava! War Collge Review, 23 (September 1970), p.
56. Richardson admits “A convincing position is that the UNC demands, insisting on voluntary repatriation, were in violation
of the Geneva Conventions of 1949, specifically articles 7 and 118 although his Cold War ant-Communism leads him to
appeal the contravention of the law on humanitarian grounds.

8 Young, Charles S. "Missing Action: POW Films, Brainwashing and the Korean War, 1954-1968." Historizal 'Jowrnal of Film Radse
and Television, 18, no. 1 (1998): 49-74. p. 4.

8 See Gruner for the current military thinking on prsoner of war rights and responsibilitics. Gruner, Elliott. "What Code? Or,
No Great Escapes: The Code of Conduct and G Dreams of Resistance.” .Armmed Forves & Sodety 14, no. 4 (1993): 599-609.

8 This view that the prsoners of war in the Korean conudict were particularly prone to collaboration was debunked as carly as
1963 by a Pentagon consultant, Albert Biderman in his book Marh 2 Calurnny: The Story of American POWs in the Korean War,
New York Biderman, Albert. March fo Calurmny: The Story of American POWs in the Korean War. New York, 1963. This book was
a reply to the ‘prisoners-were-traitors’ theme in Eugene Kinkead, In Every War But One, New York, 1959.
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Out of 4428 POW's returned, the conduct of 565 was serously questioned. Most cases
were dropped; others were sanctioned non-judicially with discharges, loss of rank or
reprimands. Only 14 ever went to trial, though they were so publicized that they
strengthened the perception of completely shattered discipline.... The men prosecuted
were a staple of newspaper reports and editorials for several years. Their faces and
stories made more impression than the scores of anonymous men allowed to go their
Wa}’.ss
There were two inter-related responses to this uncomfortable reality. One was to place the
blame on the lack of moral fibre of the individual, caused by a slackness at the national level,
and a call for the recommitment of the U.S. to traditional values. This fit well within the Cold
War rhetoric of a two-camp world of good and evil and had the support of the military, the
government and most religious organisations. The churches, especially the Catholic Church,
had been a major source of support for the Cold War.8 The churches role in moral training, in
providing the sort of training necessary to resist, was a key component of this campaign.
Exemplary of this approach was Major Charles Mayer, a military psychiatrist, who gave talks
and interviews into the 1960s.87 Mayer used the example of the prisoners of war as a call for
moral rearmament indicting the U.S. society for its failures with allegations such as ‘One third
of prisoners lacked faith in America’; ‘the American educational system is failing miserably’; ‘we
should develop more toughness’; and responsibility lay with ‘people who raise and teach
children’.%8 While popular opinion originally supported this view, the continued publicity
around the court-martal trials created a backlash that supported the prisoners of war, seeing

them as being subjected to a second victimisation by their own government after having been

8 Young, Charles S. "Missing Action: POW Films, Brainwashing and the Korean War, 1954-1968." Historizal ' Journal of Film Radio
and Television, 18, no. 1 (1998): 49-74. p. 9. :

8 Ellwood, Robert S. Tée Fifties Spiritual Marketploce: American Religion in a Decade of Conflict. News Brunswick, NJ: Rutgers
University Press, 1997. provides a fascinating description of the relationship between the churches and government during
this decade.

8 Mayer, William E. Evaluation of the Amertcan soldser in combat. Sound recording. Montgomery, AL, 1956a., Mayer, W. E. The new
weapon of braimwashing. Sound recording. Berkeley, CA: Pacifica Tape Library, 1956b., Mayer, William E. Communist braimwashing
techniques and how they play on the soft streak in America. Sound recording. Washington, DC: Human Events, 1962. and Mayer,
William S. "Why did many GI captives cave in?" U.S. News and Warld Report, 24 February 1956 1956¢, 57-72.

# Mayer, William S. "Why did many GI captives cave in®" U.S. News and World Report, 24 February 1956 1936¢, 57-72. and
NARA: RG AMHC, Vol. / "What Happened to Our POW's in Korea" by Maj. W.E.Mayer in The Baylor Line, 1-Aug-57.
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victimised while prisoners in Korea.? The second explanation, promoted by the CIA, was to
ascrbe collaboration to the results of 2 new psychological technique of brainwashing
supposedly of an irresistible nature. However, research conducted with the repatriates by
psychiatrist Robert Jay Lifton? concluded that “irtually all prisoners’ gravitated b;Ck towards
their old belief systems after returning home with no permanent change in beliefs. A U.S.
Army survey concluded that the Communist re-education projects had mostly functioned using
repetition, harassment, and humiliation as the principal coercive techniques. Once removed
from the camps, however, the prisoners no longer had cause to recite the dogma.?! Prisoners
of war had been 2 useful source for maintaining the Cold War rhetoric in the afteninath of a
military stalemate. Brainwashing was the next stage in this Cold War campaign, ascribing
preternatural capacities to the Communist side of a good-evil duality.
CLA and Brainwashing

Brainwashing is generally understood to mean the forced removal of old ways of
thinking and their replacement with new ideas as a result of an outside agent acting against the
wishes of the individuals. The victims of brainwashing are not simply obedient; they become
true believers in the new system. The popular use of the term began in 1951 with the writings
of Edward Hunter, a journalist who was secretly employed by the CIA as an expert on
ideological warfare.?? This was part of a CLA propaganda campaign to reinterpret the

collaboration with their captors of Western posoners of war during the Korean war. Hunter’s

% Young, Chales S. "Missing Action: POW Films, Brainwashing and the Korean War, 1954-1968." Historical [ournal of Film Radio
and Television, 18, no. 1 (1998): 49-74. presents a fascinating look at the representation of the prsoners of war from the Korean
conflict in movies and how this changes during the 1953 through 1968 period as a result of shifts in popular opinion.

% Lifton, Robert Jay. "Chapter 22 - Ideological Totalism." In Thought Reforms and the Pgychology of Totalism: A Study of ‘Braimwashing'
in China, cd. Robert Jay Lifton, 419-437. New York: W. W. Norton & Co., 1961.

9 Communist Interrogation, Indoctrinaton, and Explointion of Prisoners of War, Department of the Army Pamphlet 30-101
(May 1956), p. 52. Box 19, RG 336. cited in Anthony, Dick Lee. "Brainwashing and Totalitarian Influence: An Exploration of
Admissibility Criteria for Testimony in Brainwashing Trials." Ph.D., Graduate Theological Union, 1996., p. 6.

2 Anthony. Dick Lee. "Brainwashing and Totalitarian Influence: An Exploration of Admissibility Criteria for Testimony in
Brainwashing Trials." Ph.D., Graduate Theological Union, 1996. P- 8. Hunter’s first book used both brainwashing and brain-
changing but the brainwashing term caught on.
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description of brainwashing actually came from the CIA’s own research which sought to
produce turncoat deployable agents loyal to their new master. He described brainwashing as
resulting from a combination of hypnosis and conditioning procedures, having little to do with
any physical coercion. Allen Dulles, director of the CIA at the time, used the word
brainwashing in 2 1953 speech, describing the Communists, of course, not the research by his
own organisation.”? The link to the Communists was real in the sense that both the U.S.
intelligence services and the Nazis had been impressed with the confessions of the Moscow
Trals of the 1930s and had sought to find the methodology that produced these results.94
Brainwashing thus echoed with this historic past.

The CIA, working with social scientists in a vanety of academic disciplines and
universities, conducted research programmes explicitly designed to achieve scientifically based
interrogation methods and the capacity to create deployable agents. The means included
hypnosis, conditioning, sensory deprivation, hallucinogenic drugs, etc. with dismal results —
both in terms of success and in terms of impact on the involuntary subjects of these
experiments. While hallucinogenic drugs did produce confusion about traditional values, the
person was useless for any intelligence work. Lifton’s findings about the transient nature of the
effects of political re-education were confirmed. One author writes

By the time the MKULTRA program ended in 1963, Agency (CIA) researchers had

found no foolproof way to brainwash another person. “All experiments beyond a

certain point always failed,” says the MKULTRA veteran, “because the subject jerked

himself back for some reason or the subject got amnesiac or catatonic.” Agency
offidals found through work like Cameron’s that they could create “vegetables,” but

such people served no operational use. People could be tortured into saying anything,
but no science could guarantee that they would tell the truth. (Marks 1980, p. 144-145)

® Anthony, Dick Lee. "Brainwashing and Totalitarian Influence: An Exploration of Admissibility Criteria for Testimony in
Brainwashing Trials." Ph.D., Graduate Theological Union, 1996.p. 68.

* Anthony, Dick Lee. "Brainwashing and Totalitarian Influence: An Exploration of Admissibility Criteria for Testimony in
Brainwashing "I'rials.” Ph.D., Graduate Theological Union, 1996. p. 60.
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The CIA eventually ceased funding the research. No support had been found for a
scientifically reproducible method of psycho-political re-education, leaving only physical
torture as the means for eliciting co-operation.
Cult Conversion

Brainwashing as a concept of political utility for Cold War rhetoric continued into the
1960s, best expressed by John Frankenheimer's movie The Manchurian Candidate (United Arusts,
US, 1962), but interest in the Korean war was dying out. But the 1960s also brought the advent
of new religions and a rejection of traditional political views. The new cults shocked public
opinion and led to accusatons of brainwashing. It was within this context that brainwashing
became associated with religious conversion rather than political re-education. Psychologists,
psychiatrists and other social scientists were called upon to explain this rejection of traditional
values by a visible — and highly publicized — segment of the U.S. youth.% Parents claimed that
their children had been kidnapped and sought the right to legally remove them from the
religious cults and then subject them to ‘deprogramming’ — a counter-brainwashing to return
them to ‘normal’. Sensational books such as . napping: America's Epidenic of Sudden Personality
Chang'made direct reference to the brainwashing explanation for the Korean prisoners of war
experence. The subsequent controversy lead to a continuing series of legal battles which
subjected the concept of brainwashing to a legal as well as scientific challenge. One argument
was that the person’s individual will had been overwhelmed by the indoctrination of the cult.
To support this claim, professional psychologists or sociologists were sought as expert

witnesses on brainwashing. However, the use of expert witnesses within the U.S. legal system is

% Two good resource books that survey this CLA engagement with mind control are Scheflin, A, and E. Opton. The Mind
Manspulators: Paddington, 1978. and Marks, john. The Search  Jor the Manchurian Candidate. New York: Random House, 1980.

% For an excellent resource on the Brainwashing / Deprogramming controversy see Bromley, David G., and James T.
Richardson, eds. The Brainwashing / Deprogramsring Controwersy: Sodilogical, Psychological, Legal and Historzcal Perspectives. \'ol. 5,
Studies in Religion and Socicty. New York and Toronto: The Edwin Mellen Press, 1983.

97 Conway, Flo, and Jim Siegelman. Snapping: America's Epidenric of Sudden Personatity Change. New York: V: intage Press, 1976.
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based on the Frye principle that requires that the science that is the source of the expertise
“must be sufficiently established to have gained general acceptance in the particular field in
which it belongs”.? The legal battle resulted in a clarification of the underlying scientific
framework of the brainwashing concept in the public area of court as amzwus curize (fdend of the
court) briefs presented by both the American Psychological Association and the American
Sociological Association.

For brainwashing to be the basis of legal action, proof must be offered that the
individual’s free will was negated by the actions of an external agent. As argued by Anthony
(1996) a distinction must be made between the brainwashing as the result of external
manipulation and Totalism that accounts for conversion to totalistic ideologies due to internal
factors and therefore is an expression of the individual’s free will. The concept of brainwashing
based on the U.S. prisoners of war experience is one of external manipulaton. There was a
presumpdon that no rational person would choose to support commuunism of his or her own
free will. However, following the logic of Adomo’s research on ‘authoritarian personality
structure??, an individual could have an internal propeansity to totalistic views. Anthony explains
this distinction between external manipulation and internal motivation, as the source of
conversion to religious cults, as follows:

The brainwashing paradigm is a theory of exzrinsic influence. It maintains that people

convert to totalistic movements and ideologies because of manipulative external

influence which overwhelms their inner preferences at the time of their conversions.

Personality structures, developmental histories, and depth psychological analysis of

individual differences from a psychoanalytic frame of reference are irrelevant to the

brainwashing account of the process of totalitarian conversion.

The totalism idea, which was developed first by Erik Erikson, is on the other hand a

theory of Zntrinsic influence. According to Erikson, totalistic conversions result because

of predispositions to respond favorably to totalitarian ideology which develop first in
childhood. The theory was applied by Robert Lifton to explain why only two of his

% Anthony, Dick Lee. "Brainwashing and Toralitadian Influence: An Exploration of Admissibility Critera for Tesumony in
Brainwashing Trials." Ph.D., Graduate Theological Union, 1996. p. 17
% Adomo, Theodor W, and ct al. The Authoritarian Personalty. New York: Harper, 1950.
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forty subjects responded favorable to totalistic influence in Chinese thought reform
Prsons. (Even these subjects did not convert to Communism, but they did become
somewhat more sympathetic to Communist ideology.) According to Lifton, his other
subjects didn’t respond favorably to totalistic influence because unlike these 2 subjects
they did not have totalistic personalities which had developed during their childhoods.
(Anthony 1996, p. 221-222)
The first of these models — brainwashing by external means — receives no support of the
associated professional associations and thus fails the Frye requirement. The second approach
based on internal predispositions is generally accepted but offers no support for the charge that
something has been done against the free will of the individual. While traditional established
religious organizations may not approve of the new cults, their own religious practces include
rtuals that are similar in form, if not content, with those of the cults. There are simply no
scientifically meaningful criteria for drawing the line between totalitarian influence and normal
social influence.
While brainwashing, as an irresistible force that causes permanent polical conversion
against the free will of the individual, has no scientific support, this did not stop its usefulness
as part of the Cold War ant-communist rhetoric. Likewise, a belief in brainwashing undetlies

much of the current sceptcism that individuals might freely choose to enter irrational, and

bizarre by traditdonal standards, religious cults.



Chapter 4 Perspectives in Curriculum Development

Unlike propaganda analysis, with its emphasis on informal learning through the various
mass media, curriculum is concerned with the nature and place of formal learning in our
society. Changes in conceptions of curriculum result more from shifts in philosophy, based on
historical events, than the development of the sodial sciences. Thus with the European context,
curticulum was controlled by the state church, Catholic or Protestant, until the French
Revolution created the political basis for secular education. Curriculum remains a contested
arena as schools are expected to serve the purpose of moral and political education. The
development of Enlightenment philosophy in France argued for a presumed universal
rationality as the basis for curriculum, counterpoised to the ‘superstition’ based ideology of the
Christian church. Thus the Enlightenment philosophy was the basis for the conceptofa
secular ‘liberal education’. Liberal education was to prepare the populous for the exercise of
their citizenship by the inclusion within the curriculum of training for ‘civic responsibility”’.
What constiruted ‘civic responsibility’ varied with the social or political philosophy of the state.
The development of the Industrial Revolution had expanded the demand for literacy to the
non-elite and the working class. The curriculum for skilled workers and managers expanded to
include a wider range of natural science subjects. The conflict over control of the curriculum
was often around concepts that were seen to challenge the moral and political basis of sodiety.
Thus, while Charles Darwin’s theory of evolution was part of the developing natural sciences,
opposition to its adoption was based on the implication that it challenged the stable,
hierarchical nature of a class-based society, as well as its challenge to the creaton myth within
Christianity. With the expansion of a tax-based system of public education, the direct role of
the dominant churches in curriculum choices declined to their own parochial schools in most

of Europe and North America. In the U.S., the separation of church and state forms part of
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the Constitution. In Britain the role of the Anglican Church is advisory, not controlling.
Canada followed this same pattern, with the exception of the province of Québec where the
Catholic Church retained a central role in the education of the majority French speaking
populaton untl 1967.1% The field of curdculum studies within this dominantly Anglo-Saxon
tradition assumes a secu/ar public tax funded state based schooling system.

Perspectives within Cutriculum Development
Curriculum development as a field within education looks at the practice of the ‘what,

when, where, how, and who’ in schooling. That is, curriculum development is concemed with
what constitutes the appropriate subject matter, the duration of courses, the physical and social
milieu, the schooling and teaching methods, and who are the students and teachers for state-
funded educaton within a sodiety. Curriculum is concerned with a socially mandated activity, seen
as beneficial to both the society as a whole and the students involved. Formal schooling being
a public actvity, curriculum development takes place in a public arena, often specified within
the formal structures of both the governmental (ministry of education, elected school boards)
and academic institutions (regents at colleges and universities). Theores of curriculum
development attempt to ascertain what this curriculum practice is and prescribes ixow it should
be done. Curriculum practice exists at both the policy level of establishing what should be
taught and at the classroom level of how these decisions should be effected. The various
perspectives within the field of curriculum development link these two levels, ascribing a direct
link between a specific practice in the classroom and one or another perspective at the policy
level. While various categorizations are possible, the one used by Reid 19 provides a useful

framework to the concerns here.

'% The Catholic Church, and other Judeo-Christian denominations, retained their dght to operate state-recognised schools,
often funded in part by public taxes, while including specific religion based courses in addition to the core state-defined
currculum in many countries.

1t Reid, Willian . The Pursiit of Curriculum: Schoobing and the Publc Interest, Norwood, NJ: Ablex Publishing Corporation, 1992.
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Curriculum, as a practice, must be distinguished from associated concep;s of learning,
teaching, schooling and education. Curriculum shares with those concepts the commonplaces
of subject matter, student, teacher, and milieu but constitutes a practical reflection upon these
commonplaces resulting in policy decisions. While formal education is a publicly mandated
acuvity, attitude towards the educational institution along with the existence of an a prion ‘great
idea’ constitute a set of axes for understanding current curriculum perspectives.!02 Other useful
dichotomies for describing curriculum perspectives include conservative — progressive, and
humanist — behaviouralist!®3, not as sub-categories but reflecting the impact of both political
practice and philosophy. Reid identfies four perspectives within curriculum studies:
Systematizers, Radicals, Existentialists and Deliberators!™*. The Systematizers see curriculum as
Plan, Radicals emphasises the role of education in the cultural reproduction of a socially
differentated and unjust society,!%5 the Existentialists see curriculum as the personal experience
of the student, and the Deliberators see curriculum as a practical art, needing to be tailored to
the specific local situation. Briefly stated, the Systematizer and Radical perspectives operate
from 2 position of a prior ‘great ideas’, albeit different, while neither the Existentialists nor the
Deliberators do this. Conceming attitude to the instituton, the Systematzers and Deliberators
share a positive attitude while the Radical and Existentialist perspectives see largely negative
impacts of the educational institution on students. Examining how each perspective formulates
the problem facing the curriculum committee, the means by which the policy shoﬁld be

decided, how the impact should be evaluated and thus who is the expert to answer this

192 Reid, William . The Pursuit of Curriculurn: S, chooling and the Publc Interest. Norwood, NJ: Ablex Publishing Corporation, 1992.

193 The udlity of a humanist — behaviouralise dichotomy is my appreciation. Reid proposes the conservative — progressive and
tough minded — tender-minded dichotomies.

'** Reid refers to the cultural reproduction perspective as ‘the radicals’. Maintaining the importance of the conservative —
progressive dichotomy as useful and relatively autonomous from the 4 perspectives, this use of the term radical may seem
confusing. Reid is conscious of this problem (sce footnote 1) Reid, William A. The Pursuit of Curriculum: Schooking and the Publc
Interest. Norwood, NJ: Ablex Publishing Corporaton, 1992,
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question, and what social philosophy undetlies each will help clanify their differences as well as
where they overlap.

The Systematizers: Carriculum as Plan

Generally beginning from an appreciation and acceptance of the societal status quo,
Systematizers are concerned with the development of a comprehensive and detailed curdculum
plan that can be applied in all relevant schools. While not specifically committed to any set
subject matter, Systematizers assume that the curricular task is to specify in as much detail as
possible what is desired along with the techniques deemed appropmate to its actualisation, that
is, the logical translation of theory to practice. For Systematizers, it is the responsibility of the
curriculum committee to set the policy, for the teachers to apply the policy and fdr the students
to absorb what they are given. The goal of 2 ‘teacher-proof’ curriculum reflects this approach.
The student is to receive the education, absorbing fully whatever is given, not challenging
either the content or the form.1% As Reid notes, an engineering metaphor operates: “if we get
the parts right, the system will run efficiently and do its job. Breakdowns will be ciue to
breakdown of one of the parts.”197 For the Systematizers, problems arise from reports that the
plan is not being appropriately applied in one place or another, or that the students are failing
to absorb the material as demonstrated by exam scores. Problems may also ardse from changes
in the desired skills upon completion of schooling, requiring re-writing the plan. For
Systematizers the curriculum is a set of material resources that can be modified and combined
in such a way as to achieve the desired outcome. Policy decisions are best left in the hands of

experts from the appropriate fields — education, psychology, educational management, etc. —

195 Both the ‘historical sodiological’ (Ellul) and neo-marist feminist rhetordc critique (McKerrow) in propaganda analysis would
agree with this.

106 Given the behaviour assumptions, positivist attitude change propaganda paradigm (Jowett and O’Doanell) best fits the
Systematizer perspective.

107 Redd, William A. "Curriculum, Community, and Liberal Education; A Response to The Pracdcal 4." Currfeunluns Inguiry 14, no.
1(1984): 103-111,, p. 28.
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and evaluation of effectiveness is often left to the same ‘outside’ professionals using various
empirical methods.

"The social philosophy underlying this perspective is usually ‘quasi-commercial’
(education as training for the workplace) and thus reflects little critique of the demands upon
the curriculum from economic special interests. In ideological terms, they seek to apply the
dominant ideology as effectively as possible. They assume correctness of the current form of
structural power and often for the linked sub-ordinate forms, such as gender relationships.
Thus they tend to fall on the comservative rather than progressive end of that dichotomy, while
often responsive to specific techmical changes. Behaviourism, as a paradigm within psychology,
calls for a strict specification of the behaviour to be modified, the contingent rewards and
punishments, and pertinent situa tions, reflecting a mechanistic metaphor for human learning.
The behaviouralist approach fits easily with this perspective, best represented perhaps by Ralph
Tyler and his objectives based teaching.!%8 Management theory often shares the same
‘management by objectives’ approach. The Enlightenment philosophy of rational
understanding and control and the linked assumption of the expertise of the social sciences
underlie the Systematizer approach. This approach is seen as best suited for monolithic or
totalitarian governments. Thus ir the U.S. critical views of the Systematizers refer to their
functioning as being like ‘orders from Moscow’, not based on an analysis of the Soviet school

systems, but rather reflecting the Cold War view of communism.

198 Reid, William A. "Curriculum, Community, and Liberal Education: A Response to The Practical 4." Curriculurn Inguiry 14, no.
1 (1984): 103-111. This is not to say that Ralph Tyler would agree with all these propositions but rather that Systematizers
find Tyler’s work the most amenable to their purpose. See Tyler, Ralph. Baric Pringples of Curriculum Development and Instruction.
Chicago: University of Chicago, 1950.



67

"This approach has been subject to criticism from a number of areas in the last 30 years
as political movements have questioned the bias and rationality of the logic’ used in the
development and application of the Plan. One of the most extensive crtiques has come from
the feminist perspective, noting the implicit masculist and chauvinist aspects of traditonal
curriculum. Thus Jane Roland Martin remarks in her presidential address at the Thirty-Seventh

Annual Meeting of the Philosophy of Education Society

In sum, the intellectual disciplines into which a person must be initiated to
become an educated person exclude women and their works, construct the
female to the male image of her and ey the truly feminine qualities she does
possess. (Mardn 1981, p. 101)

While such feminist criticisms are relevant to current curriculum development analysis, the
Allied re-education projects involved only men during the period under study. Thus for the
Allied re-education projects, as products of military structures, the monolithic, single “truth”
character of this Systematic perspective would clearly suit the government institutions, whether
Soviet, U.S. or Bridsh.

Radicals: Curriculum as Cultural Reproduction
Based on the democratic ideal of universal equality, the Radical perspective argues that

the educatonal instdtutions are intmately involved in maintaining an unjust system of gender,
class and race discrimination, and that curricular choices reflect the bias against these oppressed
groups, a situadon that can be changed by making different curriculum choices. Unlike the
Systematizers or the Deliberators, the Radical’s perspective sees the educational institution as
having a negative impact on the majority of the student population but as potentially useful to
create a more just society. Problems are constituted within the Radicals perspectve by
comparative empirical research that shows differential success rates and changes in success
rates over time in courses linked to the gender, race or class of the student. When the course

material is deemed relevant and necessary for all students and linked to future success in the
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job marker, this differential success rate must be of concern. Student failures are seen as the
result of the oppressive nature of schools, with students implicitly recognising this unjust
nature of the schools and actively or passively refusing to participate. The goal for this
perspective is that student choices and success rates would simply reflect individual abilities and
desires, assumed to be the relatively same regardless of gender, race or class. Thus when
research shows such a differential success rate based on gender, race or class, the Radical
perspectve would argue for curriculum modifications, including remedial efforts to bring
everyone up to the same standard. The social philosophy underlying this approach involves a
catique of the current economic system as inherently unjust and contributing to the creation of
an unjust soclety. Thus they are opposed to the quasi-commercial role for education, that is,
education as primarily training for the workplace. The Radicals support the view that education
involves a commitment to a broader civic responsibility.

Those who hold the Radical view often differ from the Deliberators in understanding
what that civic responsibility entails, specifically whether or not civic responsibility involves a
commitment to correct perceived social injustices through local curriculum changes.
Deliberators are often committed to 2 form of liberal education that sees civic responsibility as
engagement in a democratic electoral process, perceived as the means for the correction of
social injustices. The Radicals effectively represent an ideological challenge to the dominant
capitalist liberal ideology. They are thus concerned with the structural power level as it is
reproduced in the curriculum. The Radical perspective is often at the extreme progressive end
of the progressive-conservative dichotomy. While not theoretically averse to behaviouralism,

many people operating within this perspective share the humanist philosophy.
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Existentialists: Curriculum as Experience

Existentialists begin with a specifically student-focused centre. The real curriculum is
not what is in a plan or observed from the outside but what constitutes the phenomenological
expetience of the student. Education for the Existentialists is what is happening with each
student, how they experience the educational institutions, the multple aspects of what they
retain from their courses. Noting that ‘what is learned is not the same as what is taught’, the
Existentialist perspective takes this as their focus rather than constitutive of the problem — the
view of the Systematizers. Most often based on a humanist philosophy, the assumption is that
learning is the natural state of human existence so that failure (in school) is the result of forcing
students to follow a prescribed set of courses rather than allowing them to follow their own
interests. Given this assumption, the students are the ultimate experts on curriculum since only
the students know why they did or did not do well in a subject. Professional researchers, if used
atall, are put to devising questionnaires to identify the problems as seen by the student. The
curricular goal is to offer students what they want and will use for their own further education,
providing as wide a range of choices as possible. Given the current state of educatonal
insttudons, Existentalists see them as harmful for the most part both due to the restricted
choices that result from an application of a single plan to all schools (the Systematizer’s goal)
and because most classroom milieus and pedagogical practices demand that the students
conform rather than be allowed to pursue their own interests. The social philosophy underlying
the Existentialists perspective falls within the liberal education view of civic responsibility with
the addendum that a fully self-aware, self-confident, self-governing people make the best
citizens. The experience of choosing one’s own curriculum is seen as a virtue and an
appropmate basis for the development of just such a citizen. Existentialists are opposed to the

Great Idea from either the Systematizer or the Radical perspectives because it reflects a denial
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of individual differences, the essential rationale for the Existentialists perspective. They accuse
Systematizers of viewing students only as objects of a plan and the Radical perspective of being
more concemed about using student data to support their social theory rather than what the
individual student might desire. Existentialists may fall anywhere within conservative —
progressive dichotomy but will reject the behaviouralist approach in preference to the

humanist one. Behaviouralistic reliance on external manipulation and control is antithetical to
the Existentialist emphasis on the centrality of internal, phenomenological reality in shaping
choices and behaviour. The Existentialist’s focus is exclusively on the individual level of power.

The Deliberators: Curriculum as Indigenons Deliberation

Deliberators focus on the process of curriculum development itself as the crucial
element. Seeing curriculum as a practical art as opposed to a scientifically solvable problem,!%?
they are opposed to the reduction of curriculum to the single concern represented by the
Systematizer and the Radical perspectives. A problem for the Deliberator perspective is when
curriculum is distorted by a simplistic application of scientific concepts (from the social
sciences) or when a curriculum policy has little relationship to the academic outcome. Unlike
the Existentialist perspective, the Deliberator approach intends to give equal weight to all four
commonplaces — subject matter, teacher, student and milieu — in arniving at the approprate
curriculum for a given educational insttution. Rather than focusing on individual differences
between students, Deliberators focus on the differences between educational institutions based
on their historical, cultural, geographical and sociological specificity, seeking to create an

indigenous curriculum appropriate to the specific school. Therefore, like the Existenualists,

1% The writings of Joseph J. Schwab are the key reference for this perspective. He differentiates practical situatons whose
outcomes are decisions that are presumed to be applicable to only the immediate situaton from the theoretic (scientific)
situations whose outcomes arc formulas etc. assumed to be universally applicable to similar situation. His most important
writings on curriculum development have been collected into a single volume, edited by fan Westbury and Neil J. Wilkof.
Westbury, lan, and Neil ] Wilkof, eds. Saence, Curviculuns, and Liberal Education: Selected Essays of Joseph J. Schwab. Chicago:
University of Chicago Press, 1978.
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they oppose the Systematizer’s goal of a single plan for everyone. Rather, the Deliberators call
for a deliberative approach to curriculum development, involving a greater appreciation of the
limirs, as well as benefits, of the application of knowledge and techniques from the social
sciences to the educational situation. They also support a collective approach with
representatives from at least all of the commonplaces (student, teacher, administrator and
professional in the subject matter) as providing the best basis for a curricular policy decision
that will actually function in the classroom. As noted above, this requires specific attention to
the similarities and differences between the different educational situatons. Likewise, given the
emphasis on the local situation, curriculum committees should be developed on a fairly local
basis and the representatives from the various commbnplaces (student, teacher, administrator,
professional in the subject matter and representatives from the community) constitute the
experts who know best which curriculum is approprate.

Critics accuse Deliberators of arriving at a curriculum based more on opportunistic
pragmatsm — of doing whatever is in favour with the most powerful local pressure group,
whether this is the business community, the parents, the teachers or the government — than
collective mutual understanding.

Deliberators view the educational institution as positive but reject the limitations of the
great ideas perspective. The social philosophy underlying this approach is the Enlightenment
conception of liberal education centered on the development of civic responsibility for the best
functioning of a democratic society. This commitment to the ideal of a liberal education leads
them to oppose the quasi-commercial view of education as little more than job training for the
workplace. Other than on this point, the conservative — progressive dichotomy is irrelevant to
the perspective as such since the curriculum choices will be made by local committees

interpreting ministerial objectives within their own political frameworks.
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The humanist — behaviourist dichotomy is more relevant to the Deliberator
perspective. Fitting within a humanist philosophy, committed to an Enlightenment vision of
education, Deliberators emphasise the necessity to look at the curriculum’s impact on character
formation (expressed in the terms of virtues, vices and prvations).!!0 Thus curriculum
concerns are not limited to the communication of subject matter (the concern of the
Systematizer and Radical perspectives), nor just the individual’s personal development (the
Existentialists) but to the development of the necessary virtues for both full participaton in the
subject matter and as a citizen in a representative democracy.

This concern with the development of character related to democratic government as
an aspect of education provides a relevant starting point for analysing the curriculumn at the
U.S. and Brtish re-education projects whose purpose was to teach democracy to German
prsoners of war.

Otbher Issues in Curriculum Development

While Reid provides a useful approach to curriculum studies for the 1990s, in the U.S.
curriculum concerns have varied with historical era. Eisner (1992) and Kliebard (1992) 111
describe these shifts in curriculum concerns in this century linked to changes in social-
economic and political situation. The impact of rapid industrialisation, linked with expanded
schooling, led to a new focus on finding principles for curriculum choices, rather than just a
continuation of the traditional practice. Domestic and international political changes led to
shifts in both the content and form of education such as the use of the schools to promote

support of U.S. involvement in WW1I (the work of the Creel Commission) to a reaction against

110 Sce Knitter and Reid among others for a greater discussion of this point. Knitter, William. "The informing vision of the
practical: the concepts of character, virtue, vice and privation.” Jowrnal of Curricdiurn Studies 20, no. 6 (1988): 483-492. and Reid,
William A. "Curriculum, Community, and Liberal Educaton; A Response to The Practical 4." Curriculum Inguiry 14, no. 1
(1984): 103-111.
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that programme with the development of anti-propaganda education in the schools in the
1930s.

Wrtng in 1974 and reflecting the slightly different concerns of the 60s and 70s in the
U.S., Eisner!!2 describes five orentations operating within curriculum planners: |
1) development of the cognitive processes; 2) curriculum as technology; 3) self-actualisaton or
curriculum as consummatory experience; 4) social reconstruction-relevance; and 5) academic
rationalism. Academic rationalism (the orientation not reflected in Reid’s categories) asserted
that to become educated meant to be able to read and understand the great works that Western
Civilisation had produced, mainly in philosophy, literature and the humanities, the tradidonal
canon of a liberal arts education. While the social reconstruction-relevance orientation is similar
to the Radicals, Eisner uses this category for those educators who responded to the demands
for making the course content relevant to the current historical-politcal situation in
unmistakable contrast to those supporting academic rationalism. By the 1990s, making course
content materal relevant to current affairs was integrated into all perspectives while academic
ratonalism, as an expression of the tradidonal canon, was losing ground. Liberal arts had come
under attack for its restriction of the canon of “valuable lessons of humanity” simply to the
products of the Western Judeo-Christian civilisation.

In thel1960s, with the increasing recognition of the multicultural nature of most
industrialised societies, some of the specific Western Judeo-Christian assumptions came under
fire by curriculum specialists. While no one contested the link between morality and civic duty
and the continuing responsibility of schools for aitizenship education, the existence of specific

religious courses was questioned. Thus the deconfessionalisation of schools raised the question

1 Eisner, Ellior W "Curriculum Idcologics.” In Handbook of Research on Curriculum, ed. Philip W. Jackson, 302-327. New York:
Macmillan, 1992; Klicbard, Herbert M. "Constructing a History of the American Currculum.” In Handbook of Research on
Caurriculum, ed. Philip ". Jackson, 157-184. New York: Macmilian, 1992..
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of whether there could be a culture-neutral form of moral education. Many theorists
questioned whether specific courses on morality should even be taught in public schools. The
debate continues with positions ranging from moral education with all references to religious
belief removed to survey of world religion courses as moral training. Civic responsibility is
often consigned to the national history courses. However, operating in the 1940s, the
academics who devised the U.S. and British re-education projects would have found Academic
Rationalism and the traditional canon, with its Western Judeo-Christian definition of
civilisation, to be the dominant viewpoint within the humanities.

Lincoln (1992) and Peshkin (1992)113 offer useful msights into changes in curriculum
concerns with specific political movements. Lincoln, in reviewing the Humanistic tradition in
curriculum studies notes the successive impacts of political analysts, phenomenologist and
feminist theory and pressure on both the theoretical elaboration and practical content of
curriculum. Peshkin discusses the increased concemn for cultural differences counterpoised to
the traditional canon, which is criticized for reflecting WASP values, mncluding an English
language bias. This dynamic between what is common to all cultures and specific
interpretadons and values is echoed in the growing impact of Christian religious organisations
on the curriculum of public schools in the U.S. The U.S. Constitutional separaton of church
and state conflicts with the democratic power of local or state school boards to control
curriculum. These reflect in part the shifting domestic political landscape of the U.S.

Some of the re-education projects that are the subject of this dissertation had a double

purpose — promoting the political system of the relevant Allied power and creating co-

'12 Eisner, Elliot W. "Cursdculum Ideologies.” In Handbook of Research on Curriculurs, ed. Philip W. Jackson, 302-327. New York:
Macmillan, 1992.

U3 Lincoln, Yvonna S. "Curriculum Studies and the Traditons of Inquiry: the Humanistic Traditon." In Handbook of Research on
Curriculum, ed. Philip W'. Jackson, 79-97. New York: Macmillan, 1992.; Peshkin, Alan. "The Relationship Between Culture and
Curriculum: A Many Fitting Thing." In Handbook of Research on Curriculum, ed. Philip W Jackson, 248-267. New York:
Macmillan, 1992..
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operative personnel who were capable of handling technical tasks for the relevant occupying
military authority. Kennedy (1988)!14 provides another set of curriculum categorles when she
looks at professional training. Based on different views of what expertise professional training
demands, she offers four approaches: 1) expertise as technical skills; 2) expertise as the
application of theory or general principles; 3) expertise as critical analysis; and 4) expertise as
deliberative action. Expertise as technical skills assumes that any decisions other than the
application of the rule will be made by someone else and probably reflects a prominent form of
military training. Within a strict hierarchical system, such as the military, training of the lowest
level personnel is restricted to the skills they need té carry out tasks chosen by higher
authorities.!!> Expertise as the application of theory of general prnciples adds the recognition
of the decision-making role to the skill training and promotes the principles that guide those
deaisions. This latter approach works best when there are clearly elaborated, relevant to the
work situation, and coherent general principles.!'¢ When there are multiple, somewhat
exclusive principles, choosing which principle to apply to which situation required something
more and created the third approach of expertise as critical analysis. The fourth approach of
expertise as deliberative action adds an interactive feedback mechanism for the actions taken to
both redefine the problem and to re-evaluate the outcome. Both the expertise as technical skills
and expertise as application of general principles provide useful frameworks for understanding
components of the Allied re-education projects.

One curricular issue that is ignored by most theorists, but plays a major role in the

Allied re-education projects, is the presence of a single language shared by the teachers and

'3 Kennedy, Mary M. "Inexact Sciences: Professional Education and the Development of Expertise.” In Review of Research in
Education, 14, 133-167. Washington, DC: American Educational Research Assodiation, 1988.

'3 The Special Schools for police officers and administration workers within the U.S. re-education projects reflect this type of
training. The problem they faced was keeping up-to-date with the changing regulations of the military government in the U.S.

zonce.
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students. The assumption is inappropriate for these re-education projects by Soviet (Russian
speakers) or U.S. and British (English speakers) authorities for their German-speaking
posoners of war. Yet the importance of learning the captor’s language as a measure of ‘degree
of co-operation’ is similar to the concerns express by Met (1992)!'7 when she discusses the
issue of foreign language use and education within the U.S. curriculum. But the reverse is also
true as she notes: use of language is intimately related to the valuing of the ‘culture of origin’.
Research with foreign language students, with English language instructors, shows a negative
impact on the perceived credibility of the subject content and on the aspirations of the student.
The importance of the language spoken for the teacher-student relationship with foreign
language students echoes the divergent results of the Allied re-education projects. Both the
British and the U.S. predominantly used English as the language instruction in their re-
education projects while the Soviet projects predominately used German. All Allied re-
education projects included courses in the captor’s language.

Like language, the national myth functions as a presupposition for the curdculum
theorists examined. The national myth is an inherent part of the content of the humanities,
especially the discipline of history. The extent to which that national myth is by definition
parochial becomes apparent when the students of the education project are foreigners with

allegiance to a different national myth.

116 The Antifa schools conducted as part of the Sovict re-education projects seem to use this approach with a marxist-leninist
analysis providing the theory and prindiples for the interpretation of all political situations.

17 Met, Myriam |, Vicki Galloway. "Research in Foreign Language Curriculum.” In Handbook of Research on Curriculum, ed. Philip
W'. Jackson, 852-890. New York: Macmillan, 1992,
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Before discussing the historical context leading up to the implementation of the

e

specific prisoner of war re-education camps in this dissertation, the previous conceptual base

for the assessment of propaganda paradigms and curriculum perspectives will be made explicit.



Chapter 5 A Comparison of Propaganda and Curriculum Models
How the Propaganda Paradigms and Curriculum Perspectives Accord

Propaganda Paradigm Curriculum Perspective

Positivist Attitude Change Systematizers

Historcal Sociological Radicals

Humanist Propaganda Analysis Deliberators (commitment to liberal view)
Neo-Marxist Feminist Rhetoric Critique Radicals, Existentalists

Comparative Rhetoric Critique Radicals

Systematizers sense no contradiction about imposing a view on others, based on the
status quo, and an authortative mandate for the curriculum. Positivist attitude change
demonstrates a ‘scientific’ mechanism for achieving the desired results. The obvious
manipulation is not seen as bad, even in a democracy, because of the creditation of the
curriculum by those who are mandated to make these decisions. Systematizers are most
amenable to a hierarchical mode of functioning since decisions are to be made by those in
authority with the goal being a ‘teacher-proof’ curriculum, i.e. not modifiable by the lower
ranks. The mechanical engineering model or metaphor fits well with the army and
governmental institutions that also are structurally hierarchical, with the assumption of greater
intelligence etc. as one goes up the hierarchy. However, this is not a political judgement:
Systematizers work equally well for the Stalinist party model of communism in place during
the period of these re-education projects. By contrast, the Deliberators would be the choice
for the ideal Leninist model of the communist cadre organisation whose members were already
leaders in their respective fields of political work. This is similar to the Deliberators who value
each member of the curriculum committee because she or he represents expertise on the

functioning of their particular area.
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The historical sociological propaganda paradigm would agree with the Radicals on
the role of educational institutions as intimately involved in maintaining an unjust system of
gender, class and race discrimination with curricular choices reflecting the bias against these
oppressed groups. The historical sociological paradigm would disagree with the Radicals in

believing that this could be changed by making different curricular decisions.

The U.S. humanist propaganda analysis would agree with the Deliberators on the
value of a liberal capitalist economic system and representative democracy being the best form
of government. Both frameworks see the limits of the social-economic system as being
correctable with the application of critical analysis and/or rational deliberation. Neither sees
social injustice as being inherent in the system but rather a problem of the application of the
system. For both, the model is the Greek polis of equal citizens deliberating collectively and
cutically to make the best decision among the options available with a commitment to the
equality inherent in the ideal democratic model. These are the people who would have the
greatest ‘cognitive dissonance’ with consciously engaging in a single nation-state (nationalist)
propaganda, although would readily accept propaganda for ‘universal goods’. To the extent
that representative democracy is seen as one of these goods, U.S. humanist propaganda analysis
and Deliberators would encourage the promotion of democracy, seeing themselves as engaging
in a ‘discussion between equals’ in presenting this idea to others.!!8 Neither is inherently critical
of the presentation, within their national myths, of both the U.S. and Britain as inherently

progressive societies because they are liberal democracies.

The neo-marxist feminist rhetoric critique propaganda paradigms and the Radical

curriculum perspective would agree on the oppressive role of educational institutions. Both see
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these institutions as intimately involved in maintaining an unjust system of gender, class and
race discrimination with curricular choices reflecting the bias against these oppressed groups.
They would also agree on the possibility of change being effected by changes in the curriculum.
Where the neo-marxist feminist thetoric critique and the Radicals would disagree would
be on the governing role of a ‘great idea’ with the neo-marxist feminist rhetoric critique
insisting on a case by case analysis similar to the Deliberators. The neo-marxist feminist
thetoric critique, like the Existentialists, focuses on the experience of people as a key basis
for decision making, but unlike the Existentialists, the neo-marxist feminist rhetsric
critique focuses on groups, rather than individuals. The power relationshzps among the various
categories — women, gay, black, Hispanic, men, straight, etc. — constitute the basis of their

analysis.

The historical sociological, the comparative rhetoric crtique and the neo-marxist
feminist rhetoric critique propaganda paradigms all include an understanding of ideology “as a
complex of ideas selected to underwrite and represent a particular project of installing,
maintaining, and aggrandising power in social relationships™.1'? Wolf makes explicit and
extends Ellul’s critique of Enlightenment Rationalism as an example of such an ideology.
While Ellul assumes the attractiveness of advanced industrial societies for all peoples, Wolf
recognises that this mode of production has been imposed on most ‘primitive’ societies, not
voluntarily chosen even as a result of massive propaganda campaigns. 1% Ellul and Wolf would

agree that all present-day sodieties include multiple competing ideologies, with Ellul

118 Knitter, William. "The informing vision of the practical: the concepts of character, virtue, vice and privation." Journal of
Carricselum Studies 20, no. 6 (1988): 483-492.

""" \Wolf, Exic R. Envisioning Power: Ideologies of Dominance and Crisis. Berkeley: University of California Press, 1999.

120 Likewise they would disagree on the preferred ideological model, with Ellul taking a reactionary stance of returning to the
feudal community and Wolf —as an anthropologist — having no illusions about either the nature of many of these societies
nor the merits of the political and economic power of the current dominant capitalist mode.
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representing a minority religious view.!! However, the writings of McKerrow, Herman and

Chomsky more easily mesh with Wolfs multiple ideologies argument.

Propaganda Paradigms and Curriculum Perspectives and Modes of Power
A further comparison of propaganda paradigms and curriculum perspectives can be

offered by reference to Wolf's modes of power!22. Each interpretive framework has one or
more of these modes of power as the centre of their concern. Wolf defines four modes of

power:

(1) personal presence draws attention to how persons enter into a play of power

(2) interpersonal power refers to the ability of an ego to impose its will in social
action upon an another

(3) tactical or organisational power calls attention to the instrumentalities through
which individuals or groups direct or circumscribe the action of others within
determinate settings

(#) structural power / governance refers to the power to deploy and allocate social

labour
Propaganda Paradigm
Posiavist Attitude Change interpersonal power (2)
Historical Sociological structural power (4)
Humanist Propaganda Analysis structural power (4) and tactical power (3)

Neo-Marxist Feminist Rhetoric Crtque flexible to all four levels (1, 2, 3, 4)

Comparative Rhetoric Critique structural power (4) and tactical power (3)

Curriculum Perspective

Systematizers tactical or organisational power (3)
Radicals structural power (4) and tactical power (3)
Existentalists personal presence (1)

Deliberators tactical or organisational power (3)

121 Ellul was a Protestant theological in a nominally Catholic — and Rationalist — France.
122 Sce page 25 for the presenmation of Wolfs work
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Only the Positvist Attitude Change propaganda paradigm focuses primarily on the
interpersonal power level due to the focus on the psychological interaction involved. Their
description of education with a democracy assumes an interpersonal negotiation happening in
the classroom between the teacher and the student — even if it is on a non-verbal or
unconscious level. Only the Existentialist curriculum perspective sees the individual experience,
including the individual’s own sense of self and personal presence, as the essence of what
creates curriculum. The other propaganda paradigms are concerned with governance or
structural power in their critique of the mass media and its influence on the capacity of citizens
to function in a democracy. Most curriculum perspectives are concerned with tactical or
organisational power in the development of the means to provide the necessary training for
each generation to assume their adult roles. The Radicals include concem for structural power,
as 1s reflecred in their criique of curriculum as reproducing the unequal power relations in
society.

The Allied re-education projects, while defined by a concern for structural power in
promoting a specific form of governance (representative democracy or communism), are
shaped by concerns for the interpersonal level (the use of group identity to modify attitudes)
and certainly for tactical and organisational power in their role as captors controlling the lives
of the German prisoners of war.

Role of National Myth

Educatonal curriculum is always posed in terms of one’s own natonals, and not as
directed to foreign nationals except in colonial situations. This restriction applies to the
humanities rather than the sciences as there is no such limit on teaching the physical sciences to
nationals of other countries — other than restrictions set up for ‘nadonal security’ reasons. One

reason for this restriction is the central role of the national myth, with the associated historical
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narrative and value system, to the humanites curdculum. For example, in the 1980s German
‘historistreit’, the arguments were specifically about the role of history in creating a national
identity as opposed to history as an ‘objective’ social science. The same historical narranve,
within any nation’s curriculum, would likely be seen as propaganda about that co;mu:y by
foreign nationals.

The content of the social sciences courses is developed within the context of the
national myth, the ideology of that nation-state. This is not a great problem for curriculum
development as curriculum committees are normally within a nation state and thus what is
taught ‘naturally’ falls within the allowable interpretive frameworks. There is always a range of
opinion that is acceptable, often reflecting regional, ethnic, class or religious differences. What
would normally be excluded would be a textbook that didn’t focus on the domestic nagon-
state as the central character. Likewise, a history textbook that demonstrated an uncorrected
‘evil’ as inherent to the national society would not be acceptable — unless there was an activist
political movement demanding that interpretation. Certainly it would be deemed Inapproprate
to use a textbook that diminished the role of the domestic nation-state to the benefit of
another state. Liberal education requires the ‘preparation of the citizen for civic duty’ assumed
to be within a specific nation-state. Thus there is a central role for the discipline of history in
creating the national myth and a central role of the national myth in the politcal system. Thus
domestic accountability, including with respect to educational curriculum development, is
embedded in the logic of a liberal education for representative democracy. Liberai educadon is
based on the concept of ‘self-determination’ with representative democracy seen as the best
expression of this at the governmental level.

Because they dealt with the citizens of a foreign nation, the re-education projects in the

U.S. and Britain did not fit the image of liberal education as a form of self-determination. Both
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projects were onginally covert, for fear of appearing to be political indoctrination. Especially in
the U.S., the covert status changes mainly due to a post-victory political situation in which
there is a public demand for the repudiation of the Nazi national myth. The continued
commitment to self-determination was expressed through the constant use of the refrain of
‘not trying to make the Germans accept the U.S. (or Batish) way’. Rather, the educators were
just ‘showing them the clear advantages of the U.S. (or Batish) political system’ based on the
educators own belief in their respective national myth. These phrases also reflect some
awareness of the self-serving nature of national myths and therefore their inherent conflict with
other national myths. The central role of the national myth for historical or political
educational purposes was demonstrated by the fact that all Allied re-education projects
included atrempts to re-write the German national myth to a version more amenable to the
tastes of the captor government. It was precisely the inter-national nature of these re-education
projects that highlighted the role of the national myth in the history curriculum within all

education.



Chapter 6 Historical Context
The third component or field in this Humanities dissertation is historical analysis.

Among other historical phenomena, this dissertation will examine the role of elections in the
post-WWII period, the national myths of the Soviet Union, the British and the Americans and
their perception of the nationalism of other countries, especially Germany, and the role of class
antagonisms — capitalism versus communism — both domestically and in international
diplomacy. Each of these historical perspectives played a role in the changing curriculum of the
re-education projects and propaganda in this 1942-48 period. The developers of these re-
education projects were influenced by both their respective national myth and by their view of
communism both domestically and internationally. This implies that each country’s re-
education projects reflected therefore their country’s changing relationship to the other
countries involved. The review of the literature of the relevant history is divided into two main
sections: 1) pre-war, war-time and post-war history, with special emphasis on British and U.S.
domestic politics and foreign policies, both as they relate specifically to Germany and to post-
revolutionary Russia within this global diplomatic framework; and 2) the link between Western
and-communism and the Soviet Union in this pedod. As both the Soviet and British re-
education projects condnue in the post-war period, the arguments about the origin of the Cold
War will be explored. This study will argue that the curriculum of the Western Allied re-
education projects is best understood as being part of intra-Allied negotiations, whose focus
shifted from denazificaton to anticommunism, while thar of the Soviet Union maintains a
denazification (as ant-fascism) focus — as understood through their version of an historical-
materialist class analysis. The following chapter will deal with the aspects of the military history
of WWII that are necessary to understand where and when German pdsoners of war were

captured.
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20 Century Global Politics — Britain, the U.S., the Soviet Union and Germany

Entening the twenteth century, the world economic system was structured by global
capitalism based on European, U.S. and Japanese imperialism. Each nation’s imperialism was
driven by both the need for primary resources, which varied depending on the natural
resources of the country, and for markets for the manufactured goods of the imperialist power.
This imperialism was justified in each country’s national myth, ie. the ‘avilising role’ of the
Bntish Empire and the ‘manifest destiny’ of the U.S. Rivalry for both the resources and
markets developed between the impenalist countries, while they simultaneously rémajned each
other’s major markets. Trade agreements and tariffs were the main means by which each state
protected its national bourgeoisie and established its relationships with other countries. Treaties
thus reflected the protection of the economic interests as well as security from the military
threats posed by competition. |

The period leading up to 1914 had been dominated by empire building by all the
imperalist countres. While there were tensions and serious mcidents, Europe, as a whole, had
not suffered a major war since the Franco-Prussian War of 1870. Internatonal and bi-national
relationships were controlled by treaty agreements between the major powers within a “balance
of power diplomacy” framework. Therefore, most armies of the imperalist countries had been
engaged only in local wars in foreign lands, in order to subjugate populations for inclusion in
their respective empires. While most imperialist powers had some form of representative
government, the power of limited franchise parliamentary bodies vared greatly depending on
the presence and continued power of the traditional monarchy and aristocracy. For example,
while the U.S. and France were full republics with no monarchy, and Brtain and Japan had
“reigning monarchs who did not rule”, much of the rest of Europe had more nominal

patliaments with power remaining in the hands of monarchs and aristocrats.
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This period also witnessed a dise in working class organisation, including unions and
political parties based on unions and even international organisations. Within Britain, the U.S.
and Germany there were mass union struggles and the development of political party
formations, the Labour Party in Britain, the Populist or People’s Party in the U.S. and the
Sozialdemokratische Partei Deutschlands (SPD) in Germany. It was this latter party that had
the greatest strength, both in terms of union organisation and parliamentary representation.

By 1914, Britain, a terttorially expansive nation with an empire that circled the world,
was the dominant power in global politics. But Germany was the dominant industrial power in
Europe, and the U.S. was a rising industrial and financial power that already outstripped its
avals in productive capacity. Japan was a dsing capitalist power which was establishing its own
empire and was increasingly viewed as a threat by both British and U.S. imperialism in the
Pacific. In 1914, navies were the key to maintaining an empire. The inter-war period saw the
development of Naval treaties, establishing agreed-upon budget limits to ship building, and
reflecting an attempt to control the cost of inter-imperialist rivalry.

World War I

Wotld War I expressed these inter-imperialist rivalries. Europe, by various treaties, had
been divided into two major alliances, each seeking a more advantageous positon in the
aftermath of what was expected to be a short war. The Triple Alliance of Germany and
Austria-Hungary, with Turkey and Bulgaria joining later, sought dominance of central Europe
including domination of Poland, around a German core. The Trple Entente of Britain, France
and Russia, with Italy and Romania joining later, sought to prevent that dominance and
constrain German influence.

At the war’s outset in 1914, the U.S., while selling to both sides, became a creditor

nation loaning close to 14 million dollars to the “Allied” (Ttple Entente) side. Diplomatically,
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however, the U.S. remained isolationist and “neutral” with respect to military involvement.
Within a year, there was a military stalemate, reflected by the essentally stable trench line
warfare through France and Belgium. Both sides attempted to use a naval blockade to restrict
supplies to the other side, a tactic meant to undermine the ability to supply the armies and the
domestic population. Naval blockades were especially dangerous to island nations like Britain
whose imports arrived exclusively by ship. U.S. shipping was also vulnerable to these mutual
blockades. The British Navy searched, restricted and sometimes confiscated U.S. shipping.
From the summer 1916, the German naval forces, dependent on their U-boats, were an even
greater threat since the U-boats destroyed the ships, killing passengers in the process. Because
the American and other suppliers to the Allied side used deceptive flags and markings, as well
as passenger liners to ship goods into Britain, U-boat action turned against passenger liners
(e.g., the sinking of the Lusitania, 1915). Responding to pressure from Britain, false propaganda
about German atrocites'?, and the idea of “solidarity” with other democratic countries, the
U.S. entered the war on the Allied side in 1917. This proved to be the crtical factor in the
outcome of the war, as both sides had suffered drastic human losses and heavy financial
burdens in the maintenance of the war for four years. The new supplies and armies that the
U.S. brought to the Allied side tipped the war in its favour. In November 1918, recognising the
inevitability of defeat, the German generals surrendered while the fighting was still outside
Gemman territory, thus preserving the industdal base of their economy.

Britain had entered the war as the dominant sea power and effectively used her navies
both to protect supplies and to win naval battles. However, focusing on German targets led to
weakening control of trade between both her colonies and other nations in the Pacific, creating

an opening for Japanese imperialism. Japan increased trade and became a creditor nation with

123 In part, this was the work of the Creel Commission, mentioned in Chapter 3.
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respect to loans and foreign investment. A consequent three way competition between Britain,
the U.S. and Japan in the Pacific would lead to a naval treaty at the Washington Conferences of
1921-22, which established limits on the three fleets at a 5:5:3 basis, with the Japz;nese having
the lowest. The treaty restricted both total tonnage and weapons. However, as Japan was stll
functioning almost exclusively in the Pacific, while both Britain and the U.S. functioned
globally, this was viewed by the British as more restrictive of their interests than those of the
Japanese. In any case, due to financial problems, the British were prevented from reaching its
maximum limits.

Two key events affected the working class organisations of the dme. Firstly, in 1914,
even while recognising the inter-imperialist nature of the war, the SPD in Germany voted war
credits in the Reichstag. This demonstrated a “national” loyalty above the SPD’s claims to
international working class solidarity that should characterize all major working class
organisations once a war was posed. Secondly, and more significantly, was the development of
the Russian Revolution in 1917. With the slogan of “Bread, Land and Peace”, and through the
process of two governmental crses in F ebruary and then October 1917, the Bolshevik socialist
party in Russia seized power and sued for peace with the Triple Alliance. This led to the harsh
Peace treaty of Brest-Litovsk in 1918, one effect of which was to confirm U. S. President
Woodrow Wilson’s negative view of German intentions, which helped validate his earlier
decision to join the Allied side. For those subsequently involved in the Allied re-éducation
projects, the conclusion of WW1I confirmed their national myths, with Brtain ascribing the
cause of the war to the militaristic traditions of Germany. However, the most important
conclusion to be drawn by the English and U.S. governments wras that the deprivations of war
could help generate revolutions. Lenin and the Bolsheviks in the new Soviet Union agreed with

the conclusion but with the opposite goal. For the Germans, a belief in the power of
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propaganda was based on the accomplishments of the Creel Commission in getting the U.S. on
the side of Brtain.
Immedziate Post-World War I Results

After Germany’s surrender, negotiations resulted in the Versailles Treaty of 1919. The
“negotations” were victor-dictated and presented to the German delegation in June as a “fait
accompli”, allowing for comment but not serious compromise as to the terms. While this was
similar to the approach the Germans had taken with the Russians at Brest-Litovsk, it was
widely resented by the Germans (as it had been by the Russians!) and Germany would use the
nature of these negotations as a justification for rejection of elements of the treaty in the next
two decades.

By this tme, all European countries that had participated in the war were physically
and financially exhausted. Business interests in the U.S., besides profiting from selling war
matedals to both sides, now held well over 20 million dollars in debts from the other Allied
countries. Payments on these debts to the U.S. served as a key element in the political
instability of both France and Germany. The key innovation of the Versailles Treaty was the
inclusion of 2 Guilt Clause, with Germany and her allies accepting exclusive guilt for the war.
Reparations—the idea that the loser had to “pay the victor for the damages suffered”—was
based on this clause. This was a new concept based on capitalist ideas of contract rather than
tribute (territorial occupation or actual removal of property, which had been the main form of
“spoils to the victor” in previous wars). Reparations were set at 6,600 million pounds to be
paid by Germany, mainly to Britain and France. Germany was still the strongest economic
power, and reparations were seen both as a way to ease the financial burden that the Allies had
suffered with the war and, from France’s point of view at least, a way of keeping Germany

from having the money to develop its military might and threaten other countries again. France
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hoped to weaken Germany permanently. France obtained the return of Alsace-Lorraine and
had the Saar administered by the League of Nations, while granting France use of its coal
mines. Germany’s African and Asian colonies were taken away and granted as mandates to
other Allied powers. Union between Germany and Austria was forbidden. While agreeing with
reparations, Britain wanted a dynamic economy in Germany as a market for its goods. The U.S.
demanded no reparations but did demand the repayment of the loans from the Allies - which is
what really underlay and fuelled the need for reparations from Germany, especially in the case
of France. This concept of reparations would be expanded in the aftermath of WWII to
include the labour of the German prisoners of war, which was the reason the Soviet and Boush
re-education projects could continue tll 1948, three years after the end of that war.

Through Woodrow Wilson, the U.S. asserted its nght to world leadership with the
inclusion in the Versailles Treaty of the League of Natons and the concept of seif—
determinaton. Self-determination was viewed by a segment!?* of the U.S. ruling class as a
means of breaking up European style “feudal” empires, like the Austro-Hungarian one, whose
“petty”” old rivalries had provoked the war. Self-determination included a restructuring of the
German Reichstag to give more power to the lower elected chamber. The SPD won the largest
block of seats on the first electon, a result not particularly welcomed by the U.S. government.

With the end of the fighting in Europe, the Allied countries, including Canada, sent
armies to intervene in the civil war in Russia in order to reverse the communist take-over.
However, the Bolsheviks were able to create 2 Red Army that ended by defeating the White
reactionary forces, in part because of popular resentment of the use of “foreign” troops on

Russian soil. The Soviet Union was consolidated with strict restrictions on capitalist direct

'# The US. Senate’s rejection of Wilson’s proposals for a League of Nations demonstrated the segmented interests of the U.S.
ruling class.
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investments. Control of the economy rested in the hands of a Bolshevik government intent on
introducing communism. For both the U.S. and British ruling classes, this type of government
with its total control over foreign trade and investment remained anathema to them, while, in
the search for markets for their goods, they were still willing to trade with the Soviet Union.

Germany, in January 1919, with Friedrich Ebert of the SPD as chancellor, witnessed
the Spartacist uprising in January—an attempt to reproduce the revolution in Russia. This was
put down by the SPD-led government, in part by using the Freikorps (Free Corps), an anti-
communist, volunteer brigade led by officers of the old imperial army. The Freikorps murdered
the revolutionary leaders Rosa Luxembourg and Karl Liebknecht, both former SPD delegates.
This suppression of the Spartacist upmsing also led to the deep distrust that would develop
between the socialist and communist parties. The conflicts between socialist and communist
parties was a part of the British domestic and foreign policy while no such distinction was
made by the U.S. The Soviet Union would remember the Allied intervention in their Civil War
and would remain suspicious of Western intentions.
Inter-war Period to 1939: Domestic Situation

The domestic situation for both Britain and the U.S. was one of economic boom and
then bust, accompanied by significant working class insurgency. The countries differed
significanty in the mechanisms developed to stabilize the situation but both feared
“communism”. This is the most formative period for those who created the curriculum for the
re-education projects in all three countries.
Britain

In Britain this period witnessed the rise of working class actions in both strikes and the
development of the Labour Party which, while never having a clear majorty, formed the

government on several occasions. Working class action began in 1919 with demonstrations
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opposing the preference being given to the upper class interests in the demobilisation of the
army. The demonstrations led to a policy of “first in, first out”. Even with a relative boom
economy, there was a strike in the Clydeside shipbuilding docks in February-March of 1919,
which was broken by the arrest of the leaders. This was immediately followed by miners’
strikes in March and April that threatened to become a general strke. The government
responded with the promise of 2 commission. The general strike did not happen as the “Trple
Alliance” of unions fell apart. However, membership in the union-based Labour Party
increased such that by the elections in 1922, while the Conservatives were the majority, Labour
had a significant presence in Parliament. With the 1924 elections, Labour formed the
government with the support of the Liberals. This was short lived however.125

Perhaps the most significant event was the 1926 general strike, based again in the coal
industry. British coal faced stiff competition from German and Polish imports that were
cheaper, in part because of the mechanisation of the pits. Conservative Prime Minister Baldwin
saw the general strike as a challenge to the constitution and used the military to unload boats,
protect shipments, etc. The situation became volatile and was seen by some as a pre-
revolutionary situation. The Trade Union Council in charge of the strike sought to find a
compromise by proposing to call off the strike in order to settle on the unofficial Samual
Memorandum. In the end the Council lost its demands. In response to the strikes, the
government in 1927 passed the Trades Disputes Acts which, among other things, made
“sympathy strikes™ illegal. While trade union membership decreased in the aftem;tath of this

coal strike, Labour Party support increased with most of the working class channelling their

'* Labour Attorney-General refused to prosccute the Campbell Case - an editor of the Workers’ Weekly who was acrested and
charged with mutiny for calling on the men in the military not to fire on their brothers in the unions. This and the “Zinoviev
Letter”, purporting to tell members of the Britsh Communist Party how 1o carry out a revolution, led to the downfall of the
government but the Labour Party kept its presence in Padiament. This also reflected the assumed strong link between
socialist and communist sympathies and the idea that domestic communist parties were simply carrying out the foreign policy
of the Soviet government.
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demands through the Labour Party—since extra-parliamentary action was blocked. Because
the Labour Party accepted the framework of parliamentary functioning, the bourgeoisie
concluded that the democratic framework could contain revolutionary working class
insurgency by inclusion of a class-based party in Parliament.

The financial crash of 1929 and the subsequent depression resulted in mass
unemployment. However, there was partial recovery from the effects of the depression by
1936—except in old industrial areas where industries had not been modernised. As with other
countries, “full” employment (L.e., a return to “acceptable” levels of unemployment) returned
only through the process of rearmament. The British natonal myth, used in their re-education
projects, retained pride in the Empire but added a recognition of the rights of the working class
to a party, with sharp debate in parliament but with a goal of compromise.

The U.S.

In the US,, the pattern was both similar and different. The United States emerged
from World War I as the dominant world power economically. President Woodrow Wilson
attempted to assert its right to world leadership. Conservative forces in the U.S. bourgeoisie,
however, recognised that the role proposed for the U.S. in the League of Natons would
commit the govenﬁnent to much greater defence spending with no apparent territorial gain.
With the election of a Republican majority to Congress in 1918, the U.S. Congress refused to
ratify the Versailles Treaty and thus refused participation in the League of Nations. The U.S.
effectively returned to an “isolationist” foreign policy with respect to Europe. The United
States’ financially based empire building continued unabated.

Viewing the Russian Revolution with alarm, the U.S. bourgeoisie supported the
crushing of the rising labour unions in the U.S. This was accomplished through the Palmer

raids of 1919 and the crippling of the International Workers of the World through mass
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jailings, deportations and exorbitant fines. Meanwhile, the government’s policy through the
conservative presidencies of Coolidge and Harding was strictly laissez-faire with respect to the
economy, calling for no government intervention even in recessionary periods. From 1922 on,
U.S. industry was protected by the Fordney-McCumber tariff that imposed a general 10% rate
on most foreign imported goods. Meanwhile, the Europeans often could not afford U.S. goods
and couldn’t compete in the U.S. markets for the profits needed to pay the debts they owed to
U.S. banks. The stock market crash of 1929 with the ensuing depression did not significantly
change the conservative bourgeois wing’s laissez-faire point of view and indeed led to its
adamant demand in 1931 for Germany’s repayment of short term loans granted under the
1924 Dawes Plan (see below)—regardless of the impact on the German domestic situation.

A shift happened in 1932 with the election of Franklin Delano Roosevelt (FDR).
Roosevelt’s policy was one of government intervention in the economy in order to preserve
the capiralist system as a whole by controlling the worst effects of the capitalist overproducton
casis. This would lead to the regulation and incorporation of labour unions through the
Wagner Act of 1935 and the Fair Labor Standards Act of 1938 in response to the development
of the CIO. FDR successfully co-opted, defused and defeated more left-wing options such as
the Communist and Trotskyist Parties. Thus from the National Industrial Recovery Act of
1933, through the NRA, PWA, CCC, WPA, Social Security Act of 1935 and the establishment
of the TVA, FDR attempted to use the federal government to directly intervene in the
economy. He was consistently opposed by the majority of the conservative capitalists
throughout this period, with important legislation declared unconstitutional by the conservative
Supreme Court. FDR had progressive support, beyond just that of the Democratic Party.
Eventually, rearmament and production for war in Europe, supported by the lend-lease policy

with the Allied forces before the U.S. entry into the war, pulled the economy out of the
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depression. The experience of the FDR presidency was incorporated in the U.S. national myth
as demonstrating that a democracy works through forcing compromises on both big business
and labour.

As can be seen, the dominant currents in the ruling classes in the two countries drew
different conclusions from the domestic experiences of this pedod. In Brtain the unions and
Labour Party were accepted as legitimate representatives of the working class within the po/tical
arena—as long as they remained within the framework of parliamentary functioning. In the
U.S. there was never a recognition of any working class based union or party organisation as
legitimate within the political arena. Unions were accepted as the legitimate representatives of
restricted parts of the working class strictly for economic bargaining, the process of which
remained controlled and circumscribed by the state and the bourgeoisie. No third party
developed with significant representation in Congress. While both countries were committed
to representative democracies as a means for defusing working class insurgency, only Britain
accepted working class based political parties as being a normal part of this process. These
were essential components in the national myths present to the German posoners of war in the
Western re-education projects.

Inter-war Period to 1939: External Situation

The external situation at the time was also cause for bourgeois alarm about the stability
of the capitalist world order. The Spanish Civil War evinced a fierce “anti-communist”
response from the bourgeoisie of both the U.S. and Britain. Meanwhile, France Presented a
picture of polarisation to the right and left and shifts in governments that reflected this. France,
a victor in World War I, was nevertheless in a poor economic situation in its aftermath. On the
whole France had a less industrialised economy than her competitors and thus needed the

terms of the Versailles Treaty to strengthen her position. She had an enormous debt to the U.S.
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that required the reparation payments from Germany even during periods of relative economic
boom. When Germany defaulted in 1922, France occupied the industrial Ruhr to get what she
could—since she was still required to pay off the U.S. loans. Although right-wing governments
usually ruled, left-wing coalitions formed the government in the National Assembly for a three-
month period in 1924, then again in 1932-34, with the most radical one, the Front Populaire,
including the French Communist Party, in power from 1936 to 1938. When left-wing
govemments were in power, big business tried to discredit them by withdrawing capital from
the economy and investing it abroad, which led to a fall in the value of the franc (from 70 to
250 to the British pound) during the 1932-34 period of the Cartel des Gauches. Right-wing
conservative parties and groups were openly pro-fascist, which played a part in the rapid
collapse of France before the Nazi invasion in 1940. For the U.S., but especially for Brtain, the
role of the Communist Party was viewed with alarm and would influence their atdtude towards
Charles de Gaulle and the Free French Forces in WWIL.

In Germany, the situation was even more volatile. Germany was still the largest
industrial power in Europe. Its ruling class was formed of an alliance between the land based
aristocratic Junkers in Prussia and the industrialists of the Ruhr. In the context of a history of a
“strong state” created by Bismarck in the previous century, the Kaiser and chancellor
controlled defence and foreign policy. The aristocrats staffed the mulitary, the foreign service,
and the top echelon of the vast state bureaucracy. Prior to World War I, the elected lower
house of the Reichstag, where the SPD could participate, had little power other than to refuse
to pass the budget!%. Only through the defeat in WWI and the imposed conditions of the

Versailles Treaty was the Reichstag restructured, giving the democratically elected lower house

12 This ability 1o vote on the budger was the basis for the view by Lenin and others of the SPD’s betrayal of the revolutonary
causc when the SPD voted on the war credits for German participation in WX against the prindple of working-class
solidarity in the face of an inter-imperalist war.
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a major say in government policy. The Junkers and the big industrialists had little. or no
commitment to the maintenance of this democratic government — the Weimar Republic. As
Balfour (1992) has observed: “They regarded the new regime as something alien to German
traditions and unsuited to German conditions which was being imposed at the behest of their
enemies™1%7. |

Events were often chaotic. Following the January 1919 Spartacist uposing and the
election of the SPD as the largest party in the Reichstag of the Weimar Republic, there
occurred the fght-wing Kapp Putsch in March 1920. Only through the intervention of the
working class in Berlin was the Weimar Republic preserved. The polarisaton of £he nght and
left continued with the development of large private militias. During the recession in 1922
Germany was unable to pay reparations. Germany entered into the Rapello Treaty with Russia
at Easter of that year, which allowed German industrialists to build factories in Russia,
producing airplanes and ammunitions prohibited by the Versailles Treaty, and all;awed German
officers to train in Russia, bending if not breaking the limitation on the size of the German
army set by the Versailles Treaty. When the French occupied the Ruhr district of Germany in
January of 1923, Britain, unlike the U.S., expressed sharp disapproval, as it needed a stable and
economically healthy Germany as a market for its exports. The Weimar Repub]ic- called for a
response of passive resistance by the German working class. No longer having the benefits of
the Ruhr’s industrial production, the German economy broke down. By July the situation was
one of a total collapse of the German mark and uncontrolled inflation. Even though Hitler’s
Munich Beer Hall Putsch failed in November of 1923, right-wing support for thté nascent Nazi

party rose.

127 Balfour, Michacl. Germrany: The Tides of Power. London: Roudedge, 1992.
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Arguing that a strong economy was the key to controlling working class insurgency!?8
as well as to paying the reparations, Gustav Stresemann of the SPD negotiated the Dawes Plan
in 1924. Named after the American general who headed it this plan arranged for a 800 million
dollar loan to Germany—in part to pay German reparations to France, who thereby could pay
her loan to the U.S. bankers. The Dawes Plan conceded to Germany a “pay when you can”
policy. It was followed in 1929 by the Young Plan, named for the American banker who
headed it, that reduced the total reparations from £6,600 million to £2,000 million and
provided an extended payment schedule spread out over the next 59 years. However, the 1929
crash followed and the depression hit Germany. In 1931, U.S. bankers demanded repayment of
short-term loans to Germany, further exacerbating a bad situation. By 1933, Hitler was named
chancellor, as the conservative bourgeoisie backed the Nazis, seeking a solution to the
economic crisis through this explicitly anti-communist party with its record of repression of
working class organisations.

From the perspective of the ruling classes in Britain and the U.S., the dse of fascism
was not viewed with undue alarm. In Britain there was a small fascist party, which technically
legitimated fascism as an option. In both countries, the rise of left-wing labour organisations
was viewed as a greater problem than fascism. For U.S. industrialists and bankers, the rise of
Nazism did not affect business investments in Germany and also had the added advantage of
“disciplining” the German working class. In the U.S. no significant actions were taken against
the rise of ant-Semitism with Father Coughlin, or racism in the rise of the KKK, while the
Communist Party continued to be harassed. This inter-war penod played a crucial role in the
formation of the thinking of those who would go on to create the Allied re-education projects

and knowledge of this racism was well known in Germany. Those running the U.S. re-

1% The same logic would become part of the basis for the Marshal Plan following WAXTL.
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education projects were confronted by challenges to the similarity between the Nazi racist
ideology and U.S. racist practice.

Thus, while there were differences between Britain and the U.S. in terms of the
legitimacy of working class organisations domestically, generally similar policies were followed
in terms of foreign policies towards Germany. Within the framework of a world economic
cdsis, with the capitalists in each country attemptng to preserve their ruling rights, Hitler as
chancellor and then dictator of Germany pulled off a series of diplomatic coups. While the
U.S. continued in its formal isolationist policy, Britain effectively accepted, sometmes
applauded, sometimes criticized, but always acceded to Hitler’s acts. This included the 1934
German non-aggression pact with Poland; the return of the Saar district in 1935; the
withdrawal of Germany from the League of Nations and the Disarmament Conference in 1935
since “the other countries had not disarmed”; the subsequent Anglo-German Naval
Agreement of 1935, which set a limit for the German navy at 35% of the size of the Britsh
navy; the 1936 Rome-Berlin Axis; the Anti-Comintern Pact with Japan and later Italy; German
support for Franco in Spain while Britain, the U.S. and France refused to intervene on the side
of the Republic; the 1938 Anschluss with Austria (specifically prohibited by the Versailles
Treaty); and finally the September 1938 Munich Conference that gave the Sudentenland to
Germany, which led to the subsequent subjugation of Czechoslovakia. In all of these
developments, Hitler acted in the interests of the German bourgeoisie and was recognised as
doing so by the English and U.S. bourgeoisies. They accepted the Nazi regime’s destruction of
working class organisations and left-wing parties in Germany and its creation of concentration
camps for such “recidivist” elements. Britain was more concerned with the maintenance of her
Empire and favourable trade with Germany. The U.S. retained a vocal isolationist foreign

policy, as exemplified by Charles Lindbergh’s proposal for ‘Fortress America’ as a security
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from all foreign powers, but with no greater critique of Nazi Germany than other European
countries. For those involved with the Westem Allied re-education projects, the conclusions
were specific. The U.S., due to its formal isolationism, did not need to justify a former support
of Hider. For Britain, the task became to rewrite history to show the reasonableness of Britain,
pushed too far by Hitler and the Nazis, themselves a reflected of German habits of
authoritarian and militaristic traditions. The anti-communism behind the U.S. and British
support of Hider was down-played during the war but would reappear in the post-war period.
World War IT

By 1938, Hitler was proposing a “new world order”, based on German domination of
a “Fortress Europe”; “friendship™ with Britain, with the assumpton that Britain would retain
her Empire and a leading position globally and continue the mutual trade relations between
Britain and Germany; and a general appeal to the “Anglo-Saxon™ right to dominate “lesser”
people. Hitler expected the U.S. to remain isolationist, dominating its own hemisphere and
trading with everyone. Germany’s relation with Italy and Japan was one of mutual support
within an esplicitly ant-communist framework.

However, Britain could not accept a German domination of Europe. The US.
bourgeoisie sought its own leadership role internationally and understood the real possibility of
a Fortress Europe raising tariffs that would impede U.S. trade. On 1 September 1939, a week
after signing a mutual non-aggression pact with Soviet Russia!?, Germany invaded Poland
resulting in Britain and France declaring war on Germany. After the November-through-
March Russian-Finnish war and the division of Poland between Germany and Séviet Russia,

there followed a six-month lull (deemed the Phoney War). In April 1940 Hitler began the take-

¥ This was scen as opportunistic by both partics, based on the previous Rapello Treaty. Hitter and the Nazis did not, however,
renounce their and-communism.
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over of the rest of Europe with the relatively bloodless invasions of Norway and Denmark and
the short blitzkrieg in May in Holland, Belgium, Luxembourg and France. By the end of June
1940 France had fallen to the invading German army, in part due to the support of the right
wing in France, which led to the immediate creation of the Vichy regime. Italy had invaded
Albania in 1940 and attempted a similar invasion of Greece. Only with the support of the
German Wehrmacht was Greece conquered. In May 1940, Churchill became prime minister in
Brirain. With rest of Europe conquered, on 10 July 1940 serious bombing of Britain began with
the Battle of Britain. Escalating through August and lasting dll the end of September, Britain
able to fend off this prelude to an invasion. By the end of 1940, while Britain was undefeated, it
was the only country in the west of European continent that was non-occupied, neutral or
allied with the Axis powers. At the beginning of 1941, FDR pushed through Congress the
lend-lease arrangement with Britain and the other allies, with its passage by Congress on 11
March. Reversing his 1939 pact with Stalin, Hitler launched Operation Barbarossa on 22 June
1941, bringing in the Soviet Union on the side of the Allies. In response to Germany’s
aggression, Stalin called on all Communist Parties to fight the Nazi regime, leading to the
resistance movements in most European countries being led by communists. Five months later
on 7 December 1941, Japan bombed Pearl Harbor, which brought the U.S. into World War II
on the side of the Allies.

Even before Pearl Harbor, FDR had sought to support the Allied side. Beyond the
Lend-Lease law of March, FDR and Churchill signed the Atdantic Charter in Newfoundland on
12 August 1941, stressing the importance of defending Britain but without committing the U.S.
to military action. The Lend-Lease agreement that provided both military and non-military
materials to Britain was applied also to the Soviet Union after the beginning of Operation

Barbarossa. This new and sudden Grand Alliance between Britain, the U.S. and the Soviet
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Union was viewed by each as a necessity of war. Both Britain and the U.S. needed the Soviet
Union to hold off Germany’s expansionism. For Britain the attack on the Soviet Union
removed the pressure of an imminent invasion of Britain. Practically the full weight of the
Wehrmacht was directed against the Soviet Union for the two years from 1941-43. From 1940,
the British had been fighting the Italians in North Africa, continuing the fighting in 1941
against the Germans who replaced the Italians. Allied bombing campaigns began in 1942. The
U.S. and Brtish operations in North Africa and then Italy in 1943 were the first major front
opened in the west. It was three years from the beginning of Operation Barbarossa before
there was the creation of the promised Westemn front, with the June 1944 D-Day invasion in
Normandy, France by the Western Allies. Thus even while benefiting from the Land-Lease
deal, Stalin believed that his Allied partners were hoping that the two “evils” of nazism and
communism would mutually destroy each other - an opinion that was directly expressed in
some newspapers in both Britain and the U.S. This wartime history affected the creators of the
Western Allied re-education projects mainly in terms of the popular respect for the Soviet
Union in fighung and subsequently winning against the previously undefeated Wehrmacht.
Intra-Allied Summit Meetings

Intra-Allied relations were defined through a series of summit meetings as well as
through other diplomatic channels. The frameworks established by these summit meetings
controlled the content of the re-education projects, and especially the focus on elections in the
Western projects. With both Roosevelt and Churchill committed to the Atlantic War, as well as
in the war in the Pacific where the British Empire holdings were crumbling before the Japanese
assault, there was little military help they could offer the Soviet Union. Thus negotiations
between the Allies revolved around their mutual commitment to an ‘unconditional surrender’

from the Nazi Regime, rather than the possibility of negotiating a ‘separate peace’ by any one
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of the Grand Alliance. Given the hard-pressed status of the Soviet Union, this commitment on
Stalin’s part to ‘no separate peace’ in early 1943 was of critical significance. Throwghout the
summits, the three leaders operated with some autonomy from their respective governments —
a situation that would later lead to accusations of selling out. Roosevelt clearly felx that,
representing the most powerful country, he had the right to override Churchill when there was
a disagreement. Churchill meanwhile felt that Roosevelt was too weak with Stalin,, given to
unnecessary compromise. Roosevelt disagreed with Churchill on Britain’s post-war ambidons
of regaining its lost empire, believing instead in the right of nadons to self-determdination.
Roosevelt also felt that, given the vastly greater economic power of the U.S. and Stalin’s
agreement to disband the Comintern (the Communist International), a long-term working
relationship was possible.

By the end of 1943, victory for the Allied side was likely. Therefore the summir
meetngs focused more on determining the political terrain of the post-war period. and the issue
of reparations. During the Teheran Conference of November -December 1943, the Western
Allies finally made a commitment to the Soviet Union for a second front in France n the
spring 1944. They also agreed that post-war Germany would be divided temporarily into
occupation zones and that a permanent demilitarization, as well as denazificadon, would be
imposed on Germany. This denazification was important to the Soviet Union given the violent
anti-communism of the Nazi regime.!% It was agreed that the Soviet Union could retain its
new western lands acquired during the Hitler-Stalin pact but that Poland would receive new
lands from Germany to compensate for this loss of territory. Russia agreed to entex the Asian

conflict following victory in Europe. This latter commitment by Russia was deeme-d critical by

1% This included the infamous ‘Commissar order’ effective on the Eastern front ordering the Wehrmacht soldiers to
immediately kill the political officers in the captured Russian territory.
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Roosevelt, which led him to compromise on the question of Poland. However Roosevelt was
also committed to self-determination of the occupied European countries as well as those of
the previous parts of various European Empires. The means for this self-determination was to
be through democratic elections — although in the intervening period between liberation and
elections, the personnel to run the governments would be chosen by the Allied victors. This
led to extensive sharp negotiations about who and which political parties would be allowed —
inasmuch as the commitment to de-nazification excluded those political groups who had
collaborated with the Nazi regime.

By the ume the Yalta Conference was held, 4-11 February 1945, both the Western
Allies’ armies and the Red Army were deep in Germany territory and rapidly moving to occupy
all of Germany. The occupation of Germany would more or less correspond to where the
vanous armies had reached by the point of final surrender. Again, a major discussion was the
parties and personnel to form the government of liberated countries. Stalin, for both security
and economic reasons, wanted a Soviet sphere of influence around Russia. His essential
condition was that small neighbouring states accept Soviet diplomatic hegemony. The Czech
government-in-exile in London accepted this, proposing diplomatic agreements that accepted
Soviet international leadership in exchange for internal freedom. When the Red Army liberated
Czechoslovakia, it passed control over to this government, which proceeded to recreate a
parliamentary democracy. Stalin applied this ‘Czech model’ to his peace treaty with Finland.
Even when the dominant force in the liberated country was already an autonomous
communist party, as in Yugoslavia, Stalin wanted political leadership. Often this meant using
remnants of those countries’ communist parties that were loyal to him as the proposed
government — as with Poland and East Germany, and refusing recognition of thé various

governments-in-exile if he viewed them as hostile. Likewise, Churchill and Roosevelt promoted
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those who were seen as sympathetic to the west with links to the previous ruling classes.
Through all this, elections were proposed as the democratic means for confirming the self-
determinaton of each country as formulated in the Declaration on Liberated Europe.

Roosevelt foresaw the U.S. playing the dominant role mtemnationally in the aftermath
of WWII. With the only major industrial base untouched by the destruction of the war, the
U.S. future would best be assured by the restoration of an international economy based on free
trade and a stable financial system geared for global economic expansion. This project had
been put in place with the Bretton Woods agreement and the establishment of the
International Monetary Fund and the World Bank. For Roosevelt, international security was to
be guaranteed by the creation of the United Nations with the “Four Policemen’ Security
Council of the U.S., Brtain, USSR and (non-communist) China. 131

On 12 April 1945, Roosevelt died. Hitler committed suicide two weeks later (30 Apnl),
clearing the way for an immediate surrender and the declaration of victory in Europe on 8 May
1945. Vice-president Harry S. Truman, who had little international diplomatic experience and a
deep distrust of communism, replaced Roosevelt. Thus by the time of the Potsdam
Conference in 17 July - 2 Aug. 1945 the key question had shifted to military victory in the
Asian theatre. While Roosevelt had felt the importance of the involvement of thg Red Army,
Truman, with knowledge of the successful testing of the atom bomb, felt less willing to
negotiate any compromise. Churchill attended the beginning of the conference but as his
Conservative Party was defeated in elections in Britain, he was replaced by Atlee, prime
minister for the Labour Party. Victory in Japan came on 14 August 1945, 6 days after Soviet

Russia entered the Asian war on the Allied side — true to Stalin’s promise at Yalta.

B! Aldridge I11, Daniel Webster. "Visions of 2 New World Order: Franklin D. Roosevelt and the Orgins of the United Natons
Organization, 1913-1945." Ph.D, Emory University, 1998.
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End of World War IT

At the end of the war, the U.S. was the single dominant power globally. A crucial
feature of the view of the conservative wing of the bourgeoisie behind Truman was the refusal
to make any distinction between social democracy, sodialism and communism. No political
expression of the working class was accepted, and even unions as the expression of economic
views were not particularly desired. This led to the exclusion of the remaining New Deal
progressives, from the Roosevelt era, from most policy levels in the State Department. This
was the beginning of the loyalty check in the U.S. government, including of those involved in
their re-education projects with the German prisoners of war.!32 Many of these individuals had
played central roles in the OSS and Office of War Information during the war. Some were
temporarly retained for the specific role of helping in the establishment of the military
occupation government in Germany and the preparation of the Nuremberg Trials, especially in
the aftermath of the widespread publicity about the Nazi concentration camps. These New
Deal progressives sincerely hoped that the wartime alliance of “conservative” capitalist U.S.
with “radical” communist Russia would produce 2 progtessive, social-democratic capitalist
alternative—ar least for Europe.

Britain ended the war with the Labour Party in power, but their relations with the U.S.
were 1o longer those of equal partners. Britain was rather a junior partner in any collective
decision-making. This proved to be critical for the future of Germany since the Labour Party
supported the social democratic option as the proper future for European countries, but the
United States did not. The Soviet Union ended the war militarily powerful and determined to

protect itself.

132 NARA: RG 389, Vol. 459 / 1638, 383.6 General ... Amercan born status of personnel working in reoricntation project for
Arthur Winstead. Housc of Representatives, 10-May—45..NARA: RG 389, Vol. 459 / 1638, 383.6 General ... Qualifications
of Special Projects Division Key Personnel, 2-Apr-15.
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By 1945 there was a significant divergence in the domestic political reality of Britain
and the U.S. In Britain in 1945, Churchill’s Conservative Party lost the majority in the elections
to Atlee’s Labour Party, which had promised sweeping economic reforms and new social
policies for the post-war period. The Labour Party reforms included such socialist policies as
the nationalisation of key industries, comprehensive health care at state expense, guaranteed
assistance to all in need of food and shelter and an ambitious program of state-constructed
low-cost housing. These were costly programmes and the Labour Party changed the tax law so
that taxes went up on businesses and income tax rates rose for the well-to-do. Meanwhile
ratoning remained in effect until 1947, and controls on currency exchange undl the early 50s,
to ensure that goods in short supply were fairly distributed.!33 In the U.S. Truman was carrying
through much of FDR’s economic policy. In response to the 1946 wave of labour strkes, the
Tafr-Hartley Bill was passed in 1947, both limiting labour action and Institutionalising trade
unions. The U.S. economy was the single dominant economic force. This dominance would be
reflected in the dominant role of the U.S., among the Western Allies, in the occupation of
Germany after the war. The British were constantly confronted with the U.S. acting in a
unilateral way, including the disfavouring of the German Socialist Party with its links to the
Labour Party in power in Britain. For those involved in the British re-education projects, these
different histories of the U.S. and Britain affected their curriculum choices.

War-Time Propaganda

Some recognition of the overall wartime propaganda efforts of the nations involved is

needed. While the U.S. and British re-education projects occur gffer the end of WWII, they are

a continuation of the war-time propaganda efforts of each country and thus, while initially

133 Brower, Danicl R. The World in the Twentieth Century: The Age of Global War and Revolution. 3rd ed. Upper Saddle River, NJ:
Prennce Hall, 1996.
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secret, were associated with the ‘all’s fair in love and war’ public attitude of acceptance towards
war-time propaganda. Bur this poses the question of why a war-time actvity was conducted in
the post-war period. The British especially expressed concern about the role of Germany as the
cause of war in Europe due to her militaristic and authoritarian traditions!3*. However, another
part of the answer involves a direct link between the war-time situation and the post-war
agenda — otherwise there would be little justification for these clearly indoct:inaﬁon—type
projects. That link was the role of ‘free elections’ in countries formerly occupied by the
Wehrmacht and now occupied by the Allied forces, including Germany itself. In contrast, the
re-educadon project conducted by the Soviet Union in 1942-43 with German prisoners of war
from Operaton Barbarossa, including the creaton of the German Officers Bund, had the
actve defeat of the Nazi regime as a goal. The Soviet Union did institute and continue into the
post-war period another re-education project known as the ‘ant-fascist schools’, seen as part of
the Allied project of the de-nazificatdon of Germany.!35 The post-war perspective for the U.S.
and British re-education projects was usually founded on the idea of ‘winning the peace’ —
instiruting a stable system for inter-European country relations. However, the propaganda
projects also benefited the institutional sources — the Soviet Red Army, the German KPD and
the Comintern for the Soviet Union, the British Foreign Office, especially for the Wilton Park
project, and the State Department and Provost Marshall General Office for the U.S. The
propaganda message of each project, as expressed in the curriculum, focused on 2 view of

Germany’s past and desired future relations with each country.

13 See PRO: RG FO371, Foreign Office - Political, Vol. 46864 / Memo on The Mentality of the German Officer/ paper on
The German Character, 1945, PRO: RG FQ371, Foreign Office - Political, Vol. 26585 / Bddsh post war atttude to
Germany, 1941., PRO: RG FO371, Foreign Office - Political, Vol 39216 / Problems arising from control of Germany after
1918, 1944. and PRO: RG FO1049, Foreign Office - Control Commission in Germany, Vol. 532 / Re-education of POWs -
Berlin 1945, 1946. among others.

135Smith Jr., Arthur Lec. The war for the German mind- Re-educating Hitler's soldiers. Providence: Berghahn Books, 1996. and
Schoenhals, Kai P. The Free Genmany Movement- A Case of Patriotism or Treason? New York: Greenwood Press, 1989. p-6
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In light of the prevalence of high rates of literacy, as well as improved means of mass
communication, international diplomacy for any nation is the product of the relationship
between foreign diplomacy and domestic politics, While this is true for all forms of
government of national states, it is especially true for electoral democracies where the official
government must submit to popular opinion as expressed through the electoral process. The
more universal the suffrage and the higher the voter participation in elections, the greater the
impact of domestic public opinion on domestic politics and foreign policy. For the
government, this leads to a greater need for propaganda in order to create support for its
policies. This is the key concern of Chomsky, Lippman, et al in propaganda analysis.

These re-education projects were part of the external propaganda (for citizens of
other nations) rather than domestic propaganda and therefore fit within the foreign policy aims
of their countries. There is an important distincton to make between the message within a
country’s external propaganda and the actual diplomatic manoeuvrng by the source
government. For instance, during the war a major contradiction developed between the anti-
fascist propaganda of the U.S. Office of War directed towards France and the diplomatic treaty
signed with Vichy France after the successful Allied campaign in North Africa.!3 The
conjunctural propaganda goals thus form part of the historic framework for the Allied re-
education projects. However, these conjunctural goals must be situated within the broader
historical framework of the post-war period.

1945-49 Origins of the Cold War

The historical frameworks for the different Allied re-education projects are linked to

the alternate post-war frameworks for global diplomacy as promoted by the respective

governments. The crtcal issue was the different consequences of the war-time alliance

13¢ Shulman, Holly C. The 1oice of America: Propaganda and Democray 1941 - 1945. Madison: Univ. of Wisconsin, 1990.
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between Britain, the U.S. and the Soviet Union after the previous twenty years of a general
antagonism following the Bolshevik revolution in 1917. The archive records in NARA U.s)
and the PRO (Britain) do not presage the coming Cold War in any consistent way. The records
in the PRO espedially seem to anticipate a social-democratic government form as a
continuation of the compromise between capitalism and communism!37 while continuing to
worry about 2 communist victory!38. This hostility by the U.S. and British govemments
towards the Soviet Union was based largely on the economic model it represented
internationally as well as the relationship the Soviet government had to the domestic
Communist parties in the U.S. and in Britain. Communist parties sought to influence labour
unions, with the undesirable potential, from the government’s point of view, for creating
labour ‘unrest’. The central tension between Britain and the U.S. on one side and the Soviet
Union on the other was ascribed to either this inherent ideological contradiction of capitalist
systems and communist systems or to the conviction each had of the other’s expansionist
goals.!3

Brefly put, the post-war global diplomatic frameworks can be summarised as: 1)
continuation of the ‘spheres of influence’ model that had dominated the previous century of
empire building, with each side recognising and accepting the prerogatives of the other; 2)
containment of the USSR by a tough negotiating stance, backed by the military might of the

U.S.1; 3) a continuation of the war-time Grand Alliance through 2 social-democratisation of

137 Sce Silverman, Victor Isaac. "Stllbirth of a World Order: Union Intemationalism from War to Cold War in the United States
and Britin, 1939-1949." Ph.D., Univessity of California, Berkeley, 1990. among others for a discussion of this option.

138 PRO: RG FO371, Foreign Office - Political, Vol. 39211 / Possibility of Germany Going Communist, 1944.

3% While cach side saw the expansion of their system of government as positive for other nations, each saw the other as
fundamentally retrograde. Some left-wing authors equate the two sides — the U.S. and USSR — as equally engaged in
oppressive empire building. See Zinn, Howard. .4 Pegple's History of the United States. New York: Harper Perennial, 1980.

140 Russell, Richard Leavitt. "George F. Kennan's Realism: A Theory of American Foreign Policy.” Ph.D, University Of Virginia,
1997.
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Europe!*!; and 4) an aggressive anti-communist stance on behalf of liberal democracy,
identified with the Truman Doctrine and the Cold War. It is the latter, the Cold War, which
came to dominate global politics from1948-49. The various arguments for the origin of the
Cold War will be presented in so far as they relate to the context in which the decisions to carry
out the post-war Allied re-education projects and their curricula were made.

Explanations for the origins of the Cold War diplomatic framework include global,
national, and domestic reasons.!¥2 At the global level, interpretations include the part played by
economic issues, including the economic importance of contnuing the military-industrial
complex in the U.S. developed during the war, security concerns for the central Allied
nations,'* as well as the importance of ‘peripheral’ countries (Iran, Greece and Turkey and
vadous Pacific nations) or other European nations. Likewise, the role of specific personalities —
Roosevelt, Truman'+, Churchill and Stalin primarily — provides another rationale. The
importance of individuals included also those key diplomatic personnel from each nation who
framed the foreign policy of their countries, including Bymes, Kennan and Acheson for the
U.S. Clearly all accept the argument that the diplomartic relations between the U.S. and Britain

and the USSR during the inter-war period, that is antd-communism, form the background to

! This social-democratic government alternative was more an ideal than a serious alternative but should be recogrused. See
Ashby, Steven Kalgaard. "Shattered Dreams: The American Working Class and the Orgins of the Cold War, 1945-1949."
Ph.D, The University of Chicago, 1993., Jones, William David. "Before the Cold War: On the Odgins, Development, and
Varieties of Leftwing And-Totalitadanism as shown in the Writings of Selected German Sodialist Intellectuals,1928-1944."
Ph.D., Claremont Graduate School, 1992., Silverman, Victor Isaac. "Stllbirth of 2 World Order: Union Internationalism from
War to Cold War in the United States and Britain, 1939-1949." Ph.D., University of California, Berkeley, 1990. and NARA:
RG 389, Vol. 439 / 52, Special Project Activities/ Office of Provost Marshal, ETO ... The Building of a Democracy by
Edmund A. Walsh, 1-Jun—6..

"2 This research does not attempt 2 comprehensive explanation of the origins of the Cold War. There is an extensive literature
on this topic — which continues to expand. Sec Flaherty, Patrick. "Origins of the cold war: new evidence." Monshéy Review 48,
no. May (1996): 35-47. or James, Harold, and Marzenna James. "The origins of the cold war: some new documents.” The
Historical Jowrnal 37, no. 3 (1994): 615-622. for example. The references cited are generally ones that relate to some of the
issucs, institutions or personnel linked to the re-education projects.

13 Sale, Sara L. "Harry S. Truman, the Development and Operations of the National Securty Council, and the Origins of
United States Cold War Policies." Ph.D., Oklahoma State University, 1991.

¥ Larson, Deborah Welch. "Belief and Inference: The Onrgins of American Leaders' Cold War Ideology." Ph.D., Smnford
University, 1983. and Alperovitz, Gar. Atomic Diplomacy: Hiroshima and Potsdam - The Use of the Atonric Bomb and the American
Confrontation with Soviet Power. New York: Simon and Schuster, 1965. among others.
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the acceptance of the Cold War framework. Domestic issues seen to affect the U.S.
advancement of the Cold War perspective include the role of the press and the voting patterns
of specific ethnic and religious groups as well as the unions and their aspirations.
U.S. Launches the Cold War

The U.S. sought the creation of independent capitalist states in Eastern Europe. Stalin,
with the intention of surrounding the Soviet Union with states that he could control, sought
the creation of communist governments in these countries. George Kennan, the leading
diplomat in the U.S. embassy in Moscow, formulated the concept of “containment” with
respect to the Soviet Union. It was based on an absolute oppositon to the expansion of
Russian influence, first by diplomatic means backed by force, to be followed by negotations
only when the Soviet Union was prepared to make concessions. Kennan’s proposal of
“containment” was sent as a telegram to the U.S. government in early 1946 and was
transformed into a more aggressive anti-communist policy reflecting the political view of
President Truman. Also, with its atom bomb, the U.S. saw itself as militarily in the dominant
role. The Soviet Union’s wartime destruction created the need to shift from 2 wartime
economy to one based on the restoration of the domestic economy. Domestically inthe U.S,,
immigrants, from countries that would now come under communist rule, both pressured the
government and organised to have an impact on the 1948 elections. The American Catholic
Church, afraid of losing both power and property in countries of Eastern Europe, retumed to
its campaign against ‘atheistic’ communists'*S. On 5 March 1946, former prime minister
Winston Churchill, now speaking as a private citizen, expressed the same sendments of the

conservative wing of the bourgeoisie in Britain, in his “iron curtain” speech in Fulton,
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Missouri'#*. This was given widespread publicity in the U.S. as reflecting the supposed
agreement of the other major ally from World War II for an anti-communist framework for
internatonal diplomacy.

Those left-wing intellectuals who were most attuned to the European situation, as well
as trade-unionists in the U.S., imagined a continuation of the Grand Alliance leading to a social
democratic framework for European countries, without the retum of the old politics that had
led to both economic depression and war.!47 This option had no broad support domestically in
the U.S. but did enjoy some favour in Britain. Even when this social democratic option was
not the issue, recognition of Soviet Russia’s justifiable fear of her European neighbours and
thus the desire for a ‘security zone’ of ‘frendly governments’ was reflected even in the
conservative press.!# While the Labour government of Britain may have supported a social
democratic future for Germany, its foreign policy remained dominantly anti-communist.149

In March 1947, the Truman Doctrine was officially announced. It said that only
democratic, capiralist governments were acceptable to the U.S., and the U.S. reserved the rght
to intervene wherever in the world it chose to enforce this doctrine. The Truman Doctrine was
backed up by the Marshall Plan, 2 massive U.S. state intervention into the European economies
acceptng its terms. This was a tacit statement that viable capitalist economies in all countries
were the necessary basis for preventing working class insurgency and best for maintaining U.S.
prosperty. This new advocacy of intervention abroad by the U.S. bourgeoisie was a reversal of

the previous dominant isolationist positions.

145 Moriarty, Thomas Michacl. "The Catholic Lobby: The Periphery Dominated Center, Public Opinion and American Foreign
Policy, 1932-1962." Ph.D, University Of Massachusetts, 1996. and Leigh, Michael. "Public Opinion, American Foreign Policy
and the Origins of the Cold War." Ph.D., Massachusetts Institute of Technology, 1974. and Foster, Alan Joseph. "The Brtish
Press and the Origins of the Cold War." Ph.D., Open University (United Kingdom), 1987. -

16 Hinton, Harold B. "Churchill Assails Soviet Policy." New York Times, 6 March 1946, 1.

17 Sce Silverman, Victor Isaac. "Stllbirth of a World Order: Union Internatonalism from War to Cold War in the United States
and Brmin, 1939-1949." Ph.D., University of California, Berkeley, 1990.

13 Foster, Alan Joseph. "The Brdsh Press and the Origins of the Cold War." Ph.D., Open University (United Kingdom), 1987.
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In response, the Soviet Union launched the Cominform in 1947 and then the
economic mutual aid structure, the Comecon. By 1948, there was the attempted blockage of
Berlin, resulting in the Berlin air-lift, and a communist take-over of Czechoslovakia, one of the
eastern block countries that had considered applying for Marshall Plan aid. 1949 wimessed the
creation of the permanent mutual defence organisation of NATO and the division of Germany
into two separate states, the German Federal Republic (West Germany) and the German
Democratic Republic (East Germany). Only the British and Soviet Union re-education projects
were continuing during this period. The British curriculum became more reflective of this
development with a shift from a political to 2 moral analysis of Nazism.

Germany: US-Led Confrontation with Soviet Union during Occupation, 194549

With the unconditional surrender of the Wehrmacht on 8 May 1945, Germany became
an occupied country. The division of German territory was based fundamentally on terrdtory
already occupied by the Red Army versus that occupied by the western Allied torces. There
was an agreement for the French to become part of the occupying authority in territory held by
the Brdsh and U.S. troops. Thus a trpartite division was formed on the western side,
dominated by the Americans headed by General Lucius Clay. All overall policies affecting
Germany as a whole were to be settled by joint decision of all four Allied Parties. By the end of
1945 there were clear tensions among the western allies and between them and the Soviet
Union with respect to Germany. The U.S. wanted a clear private enterprise type of capitalism
with little or no nationalisation of industries while the British and French supported various
plans for a more “mixed” economy. Having suffered the greatest losses in terms of both
population and property destruction of any of the allies, the Soviet Union wanted a communist

government stictly in line with its own interests. In the end, the western allies, dominated by

" Deighton, Annc. The impossible peace: Britain, the division of Germany and the onigins of the cold war, 1990.
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the Americans who were willing to operate on their own if they could not get rapid agreement
from their western partners, followed the “containment” policy with respect to the Soviet
Union with little concer for serious negotiation or compromise on anything so far as
Germany’s future was concerned.

The tensions between the western allies were based in part on the unwillingness of the
Americans to make any distinction between socialism and communism and blatant U.S.
opposition to allowing either to develop within “their” zone. Both the British and the French
supported the social democratic parties and allowed for the communist parties to exist, fora
while at least. Within the dynamic of U.S. dominance, the logic of the Cold War increasingly
defined the relationship between the western allies and the Soviet Union and was played outin
increasingly open Cold War confrontaton in occupied Germany.

There was, however, a brief spell of co-operation between all sides in thé preparations
for the Nuremberg Tribunal of Nazi war criminals in 1946 and 1947139, and a fair amount of
co-operation in the denazification plan, that is, the removal from civil authority of former
Nazis. In the western zones, both the U.S. desire to prevent “pink” elements from gaining any
authority, and the need for co-operative conservative administrators, led to the effectve end of
the denazificaton programmes by 1948151, The ‘enemy’ shifted from the Nazi to the
recalcitrant and demanding Communist. The decision to economically unify the western zones
took place in 1947, deliberately excluding the “non-co-operative” Soviet zone. The object was
to create a new German state, in direct disregard of the wartime agreements on the occupation
of Germany. The decision by the western zones to introduce a currency reform without Soviet

agreement led to the Soviet decision to block ground access to Betlin. The western allies

' Following the Nuremberg trials was an important part of the continuing British and Soviet Union re-education projects.
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answered with the Berlin air-lift, supplying the western zones by air from June 1948 to May
1949, when the Soviets opened the ground routes again. By August 1949, the Federal Republic
of Germany (FRG -West Germany) was established, followed in October by the creation of
the German Democratic Republic (GDR - East Germany).

Both Britain and the U.S. promoted electoral democracy in Gemmany for ideological
and political reasons. On a practical political basis, after thirteen years of a Nazi regime that
banned left-wing parties, killed their members, and silenced their ideologies, eatly elections at
the local levels in Germany would insure that, even if the socialist and communist parties were
allowed to run, they would not win the elections and would remain a minorty. The
conservative parties, including the Catholic Centre party, had not been decimated in this way.
They were more easily resurrected as the Christian Democratic Union. In many areas of
Germany, new forms of local government organisations had developed after the war, based on
neighbourhood committees deciding on allocations of rooms, food, work etc. These “anti-
fascist leagues™ were often under the leadership of more radical, left-wing Germans. By
reintroducing the government structures from the Weimar Republic perod and holding early
local elections to fill the structures, the western Allies were undermining and replacing these
new forms of left-wing dominated organisations. Thus, electoral democracy served to
legitimize traditional government structures and rendered alternative forms “unnecessary”152,
Within the framework of U.S. support for free enterprise capitalism, opposition to
nationalisaton of industries, and effective control of the western zones, the promotion of early
elections served to bring in a conservative German government, which would thus have the

added legitimacy of having been elected.

13! Peak makes an interesting argument for the contradictions from a behaviourist paradigm for the problems of denazification.
Peak, Helen. "Some Psychological Problems in the Re-education of Germany." Journal of Sodial Issues 1-2, no. August (1946):
26-38.
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The U.S. and British re-education projects for German prisoners of war, teaching them
“democracy”, were a small but revealing part of this overall policy, including the U.S. and
Boush differences in approach. The Soviet Union re-educaton projects, with their direct
recruitment of the German prisoners of war to the KPD, played a more direct role in the local

structuring of the govermnment is the Soviet zone of occupation.!33

132 Barta, Tony N. "After Nazism: Antifascism and Democracy in Dachau, 1945." In Radizal Perspectives on the Rise of Fasdism in
Germany, 1919 - 1945, ed. Michael Dobkowski and Isidor Wallimann, 289-318. New York: Monthly Review Press, 1989.
133 See Chapter 6, Sovier Union Re-cducaton Projects, Repatriation for further discussion of this point.



Chapter 7 Allied Re-education Projects for the German Prisoners of Warl54

Geneva Convention of 1929

In WWII, prsoners of war had distinct rights under the Geneva Convention of 1929
that recognized a military to military relationship.!55 Prisoners of war were military personnel
briefly in custody of the holding authority. The basic premise was that the military structure
and responsibilities were to be maintained in prisoner of war camps. Military rank, regulations
and dress remained in force along with the appropriate prvileges. The conventon required
that soldiers from different armies be kept separate and called for separate quarters for Navy
personnel as well. Thus different prisoner of war camps were established for the German,
Iralian and Japanese military personnel in captivity. Prisoners of war had the civicf rights and
responsibilities of their country of origin, in contrast to the restrictions on civic rights placed on
criminal prisoners. This included the right to send and receive mail, although clearly this mail
was subject to censorship by the holding authority. Durng war there was always the possibility

of an exchange of prisoners, most often of wounded personnel who could never return to

'3 The US re-cducaton projects are summarized in reports made by Army personnel for the Provost Marshall General Office:
NARA: RG AMHC, Vol. / George McCracken - The Prisoner of War Re-educaton Program in the Years 1943 - 1946
(through April 47) compiled by John Mewha, 1-Feb-53., NARA: RG 389, Vol. 439A / 40, Historical Monograph: Re-
educadon of Enemy Prisoners of War, Projects I1 and 111, Fort Keamey, Fort Getty and Fort Wetherall, 1-Mar-16., NARA:
RG 389, Vol. 439A / 40, Historical Monograph: Re-educaton of Enemy Prsoners of War and all the TABs, 1-Nov-45.,
NARA: RG 389, Vol. 439 / 40, Historical Monograph: Re-education of Enemy Prisoners of War - Supplement 1
November 1945 - 26 February 1946, 1-Mar-46., NARA: RG 389, Vol. 439A / 41, Histodeal Monograph: Re-education of
Enemy Prisoners of War, Eustis Project, 4-Apr-46. and the Master’s Thesis by Cummins E. Speakman, NARA: RG 389, Vol.
439 / 40, Cummins E. Speakman Thesis: Re-education of German Prisoners of War in the United States During Wodd
War IT 1948, 15-Jun48., Specific references are given when additional documents are relevant.

The central documenss for the British project are in PRO: RG FO371, Foreign Office - Politcal, Vol. 85372 / Wilton Park:
Courses, administration, meeting of Advisory Coundl, 1950. through PRO: RG FO371, Foreign Office - Political, Vol. 85384
/ Wilton Park: Courses, administration, meeting of Advisory Coundil, 1950. and PRO: RG FO939, Foreign Office - German
Section, Vol. 390 / F. C. Hitch - Correspondence, 1943-45., PRO: RG FQ939, Foreign Office - German Secton, Vol. 340 /
Directors Files - Wilton Park, 1946-47., PRO: RG FO939, Foreign Office - German Section, Vol. 345 / Wilton Park -
Beaconsfield, 1946-48. and PRO: RG FO939, Foreign Office - German Section, Vol. 347 / Wilton Park Training Centre,
194748, )

133 For a recent article discussing prisoners of war rights and responsibilitics see MacKenzie, S. P. "The Treatment of Prisoners
of War in World War IL." Journal of Modern History 66, no. September (1994): 487-520.. While flawed by Cold War ant-
communism, sce also Richardson, Walton K. "Prisoners of War as Instruments of Foreign Policy.” Naval War College Review
23, no. 1 (1970): 47-6+. for a short history of prisoner of war treatment and the relevance to U.S, politcal strategy in the Viet
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combatant status. The assumption was that after war the prisoners of war would be repatriated
as part of a peace treaty, returning to civilian life in their home countries.

"The Geneva Convention also set forth standards with respect to health and food,
immunity from torture, etc. The International Red Cross was mandated to inspect all prisoner
of war camps through arrangements with the holding authority. Most often a neutral country
was given the right to act for the belligerent in these arrangements. Switzerland played this role
with respect to Nazi Germany during World War II. Actual treatment of prsoners of war
varied considerably from strict adherence to the terms of the Geneva Convention to privation
and brurality severe enough to result in the death of approximately 5 million of the estimated
35 million military personnel in captivity before the last pusoners were repatriated. While no
international regulations could control the spontaneous anger of a soldier towards recently
captured enemy soldiers, each country had policies that altered the treatment of prsoners of
war based on their country of origin. Sometimes these policies were officially sanctioned by
explicit military directives and sometimes they were the result of public outrage!36 at the
atrocities ascribed to that country.157

The Geneva Convention stated that all but officers could be required to work to
support the cost of their upkeep, as long as this work was not in war-related industries. Since
work to feed and house the prsoners was not considered war-related, agricultural work,
including forestry, was the main use of prisoner of war labour. Thus German prsoners of war,
as a source of cheap labour, became an increasingly desirable commodity during WWII as
more men were called up for military service. While the outside contractor paid the Army for

the services of the prisoners of war, the prisoners who participated had the right to some

13¢ Both the U.S. and Britain temporarily reduced the food ratons given German prisoners of war in May- June 1945, post VE
day. due to public reaction to the discovery of the concentraton camps in Apdl 1945.
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additional income due to their labour. Most prisoners of war voluntarily participated, both for
the additional pay and to break the boredom of prison life. Given the fact that officers were
not required to work, non-commissioned officers (NCOs — the equivalent of sergeants and
corporals) were in charge of these work groups. Within the German Wehrmacht, the NCO
ranks were the most committed to the Nazi regime and 1deology. The Nazis had forced the
traditional officer corps to accept a greater upward mobility of Party members, at least into
these non-commissioned ranks.

The Geneva Convention also stated that prisoners should be encouraged to engage in
educational activities and other forms of ‘intellectual diversion’'58 within what was feasible for
the holding power. These educational activities were seen as part of the civic rights of prisoners
of war. They were also generally understood to be self-organised, most often involving training
programs leading to certificates that would recognised by the posoners’ home countries. Many
prisoner of war officers were teachers or skilled workers who could train and test men for
certificates useful for their future jobs in the home country. But this often meant using course
matenal from the home country, that is, the recognition and use of the Nazi curriculum within
the German prisoner of war camps.!> Educational activities also included recognised courses
from local holding authority educational institutions. |

‘Intellectual diversions’ included cultural activities and the publication of camp
newspapers within the limitations of censorship by the holding military authority. As the
prisoners remained ‘the enemy’ from the point of view of the holding authority, there was a

definite ideological component (‘fighting fascism’) to what cultural materials were provided or

137 For a comparative look at each country with respect to the treatment of prisoners of war from cach other country, sec Streit,
Chrstan. "The Fate of the Soviet Prisoners of War.” In .4 Mosaic of Victims: Non-Jews Persecuted and Murdered by the Nazgs, ed.
Michael Berenbaum, 142-149. New York: New York University Press, 1990..

138 Article 17 of the Geneva Convention states "So far as possible, belligerents shall encourage intellectual diversions and sports
organized by prisoners of war".
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allowed. For the holding authorities, this censorship of the camp newspapers and mail
provided a measure of the changing attitudes of the Germans during the war and immediate
post-war period.

Before the beginning of the re-education projects, the censorship of newspapers and
films available to the prisoners of war eliminated direct Nazi publications. The main issue
concerned what German language newspapers, magazines and books were made available,
whether published in the holding country or in Germany. No German films were available or
shown. In the U.S,, even Hollywood films were in limited supply, not through censorship but
because of preference given to the civilian population.

The assumption within the Geneva Convention was that these education activites and
intellectual diversions were to be organized by the prisoners themselves, with the clear
implication but not explicir statement that they should not be used as a cover for political
indoctrination.!™ All re-education projects during WWII were publicly defended as being of 2
voluntary nature — or for some other reason not to be in violation of this assumpton!61,

The military structure of the prisoner of war camps meant that the holding authority
needed only 2 camp commander, his administrative personnel, and camp guards. Normal
functioning within the camp was under the authority of the senior German military personnel.
While the designated German officer could be removed from one camp to another camp, the
Allied holding authorites were not allowed to arbitrarily choose the most cooperative officer as
Camp Leader. Any cooperation beyond the strictly administrative subjected the prisoner to the
accusation by other prisoners of collaboration with the enemy and thus being a traitor to the

home country. Such prsoners of war were potentially subject to military court-martial when

139 By late 1944 -1945 with the school system in Germany distupted, the accusation was that the only place where Nazi ideology
(in terms of history courses) was still being taught was in the U.S. prisoner of war camps!
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repatriated to their home country. From the point of view of the prisoners of war, the degree
and purpose of cooperation with the enemy was important. Cooperation with the holding
authority for the benefit of all prisoners of war was generally accepted. Cooperation for
personal benefit was less acceptable and led to individual harassment. Cooperation detrimental
to fellow prisoners was clearly unacceptable. All this was critical to the Wiﬂingness of prdsoners
of war to participate in the voluntary re-education projects.

There were specific problems with German prisoners of war. Maintaining the military
structure within the camps meant that the largely Nazi NCOs had the greatest influence. In the
U.S. and Britain, this led to incidents of kangaroo courts for German political opponents of
Nazism, including cases of their execution.!62 This in tum eventually led both the U.S.163 and
the British!¢* authorities to create a form of political segregation for the safety of anti-Nazi
German prisoners. This political segregation had the additional advantage of increasing the
ease of indoctrination on the ‘advantages of democracy’ by removing the Nazi cadres who
could and did argue for the Nazi interpretation of German history, (that is, the Nazi version of
the German national myth), including the concept of the foreign imposition of the democratic

form on Germany by the Allied powers in the aftermath of World War 165

10 Britain had been one of the countrdes opposed to the introduction of 2 spedific clause prohibiting indoctrination in the 1929
ncgotiatons. The Soviet Union had never signed the Convention.

168 NARA: RG 389, Vol. 4594 / 1603, Indoctrnnaton of German Pdsoners of war, 2-Mar-44.

162 See Muskier 11, Chacles Michael. "Educating the Afcika Korps: the Political Reeducation of German POWs in Amerca
during the Second World War." MA, Baylor University, 1995., NARA: RG 389, Vol 459A / 1596, Dispatch on the
sentencing of five German POWs at Ft. Leavenworth for the murder of a fellow prisoner quoting an article in Newsweek,
31-Jan-45., NARA: RG 389, Vol. 459A / 1596, Dispatch on the sentencing of five German POWs at Ft. Leavenworth for
the murder of a fellow prisoner quoting an article in Newsweek, 31-Jan-45., Bartov, Omer. Hitler's Army. New York: Oxford
University Press, 1992. and Krammer, Arnold. Nazi Prisoners of War in America. New York: Stein and Day, 1979.

163 See NARA: RG 218, Vol. / 6, Guide for political interrogation of POWSs, 29-May-42., NARA: RG 389, Vol. 459 / 1638,
383.6 Screening and Segregation ...Key to the evaluation of Questionnaires, . among many others.

16 Sec PRO: RG FO1049, Foreign Office - Control Commission in Germany, Vol 74 / Prsoners of war - screening and re-
educadon, 1945. among others.

165 NARA: RG 218, Vol. / 6, Guide for political interrogation of POWS, 29-May-42., NARA: RG 389, Vol. 459 / 1160, 040
Dept. of State General...Indoctrination of German Prisoners of War, 2-Mar-44.
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Source of Prisoners of War: Brief Relevant Military History of WWII

All enemy personnel captured in battle became prisoners of war. The vast majority
resulted from land campaigns by ground army forces. The history of the re-education of
German prisoners of war only began when the Allied forces began winning land battles against
the Axis forces, thus capturing significant numbers of pasoners of war. Since the front line
changed daily, prisoners of war were generally removed as far as possible behind the lines in
order to prevent escape and possible return to combatant status. Prisoner of war camps were
generally within the borders of the holding authority.

From the beginning of 1939, British prisoner of war camps were established in Britain
or elsewhere and operated for eighteen months before the decision was made to ship most
prisoners of war to Canada or the US and thus camps in Britain were reduced basically to
transit camps. From 1240 on, Britain was being bombed. As an island nation, all imported
supplies were subject to attack by submarines, etc. making supplying the civilian population
plus Allied military personnel difficult enough. Undil late 1944, prisoners of war captured by the
Bruash, and later joint British and U.S., forces were shipped to camps in Canada and the U.S.
In 1940-41, Britain had waged a campaign against the Italians in North Africa, generatng some
Italian prisoners of war, generally sent to camps in India. By the end 1941, the whole of
contnental Europe was either under Nazi control, neutral or part of the Axis forces.

The first significant number of German prsoners of war was the result of the Soviet
Union resistance to the Wehrmacht’s Operation Barbarossa, which began on 22 May 1941.166
Omginally resulting in massive number of Russian prisoners of war in German hands, by the

end of 1942 and the Battle of Stalingrad, large numbers of German prsoners of war were in
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Russian hands. Thus the Soviet Union was the first Allied country to conduct a re-education
project, originally focused mainly on weakening the attacking Wehrmacht. The Battle of
Stalingrad ended with a victory by the Soviet Union in the summer of 1943 after a massive loss
of life and destruction of property. The Red Army began to drive the retreating Wehrmacht
westward.!¢” During the whole of the war, 60 % of all German soldiers fought on this eastern
front, rather than the later westem front.!68 The Soviet Union began capturing German
soldiers by the end of 1941. Thereafter, increasing number of German pusoners of war were
held in camps both near the front and further removed into the Russian interior. Thus the
Soviet Union held large numbers of German prisoners of war from 1943 onwards.

From 1939 dll late 1942 there were no German prisoners of war in the United States.
After the U.S. joined the war at the end of 1941, the first western Allied land campaign was in
North Africa against the Germans from 8 November 1942 to 13 June 1943. This led to an
increase in German prisoners of war in U.S. from 2,146 (30 April 1943) to 22,110 (31 May
1943). This was followed by the invasion of mainland Italy through Sicily beginning in July
1943, creating numerous Italian prisoners of war but few Germans. After the surrender of the
Italian Fascist army in 1943, German troops occupied much of northern Italy and military
engagements contnued for the next two years as a minor front. Thus by the end of 1943 with
the Russian victory and the surrender of the Italians, an Allied military victory in Europe was

more or less assured. A British document dated 21 June 1944 states that “at the beginning of

166 The history of WWII from 1939 to 1942 was one of the Wehrmacht being successful in its land batles. The timetable of
when each Allied country held significant number of prisoners of war reflected the change in fortunes of the Wehrmache. In
1940-1941, there was a successful Brtish campaign in North Africa against [talian troops resulting in pdsoners of war who
were sent to pasoner of war camps in India, Canada and the U.S.

167 The decisive bartle was at Kursk leading to a German withdrawal to western Russia.

168 Bartov, Omer. Hitler's Army. New York: Oxford University Press, 1992. Bartov makes a convincing argument for the
brutalisation of the Wehrmacht soldier on the Eastern Front due to both the ‘Commissar Order’ thar demanded the killing of
captured Russian soldiers who were communists and their involvement with the wholesale massacre of local Jewry and
partisan sympathizers. Given the nature of that barte, few of those Wehemache troops would have been shifted to the
Westem fronts and thus subsequently, as prisoners of war, become part of the Wilton Park or Fort Eusts re-education
projects.
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June, there were approximately 2,000 German prisoners of war in the United Kingdom, 10,000
in the Middle East, 1,500 in Australia, 20,000 in Canada and 133,000 in the United States”.169
The main influx of German prisoners of war for the western Allies follows the D-Day mnvasion
of Normandy beginning 6 June 1944. Thus 60,000 German soldiers trapped in Argentan-
Falaise pocket on 21 August 1944 became prisoners of war. This is followed by the Batde of
the Bulge beginning 16 January 1945, followed by the offensive to reach the Rhine beginning 8
February 1945. Given the destruction that Britain had suffered from German bombing and
thus the limited agricultural resources for feeding prisoners of war, most prisoners of war
captured on the western front continued to be shipped to the U.S. or Canada. This also put
maximum distance between them and ongoing fighting. By February 1945 there were over
300,000 German prsoners of war in the U.S. U.S. troops entered Dachau concentration camp,
liberating more than 32,000 prisoners on 29 Aprl 1945. This was a critical event as the
newsreels of the concentration camps were the most powerful piece of propaganda that the
Allies had with respect to the German prisoners of war. With the surrender of the German
Wehrmacht and VE Day on 8 May 1945, prisoner of war camps were established in France
and reopened in Britain drastically reducing the necessity for their trans-shipment to the U.S.
and Canada.

The U.S. made the decision to divest itself of the German pasoners of war soon after
the end of the war, as the partial demobilisation of its European army resulted in returning
soldiers available for the work that had been done by the prisoners of war. The Soviet Union,
Britain and France retained German posoners of war until 1948-49, relying on their labour
power to supplement that available from their own populations. Thus most of the German

prisoners of war shipped from the U.S. prsoner of war camps were not immediately

169 PRO: RG (0939, Foreign Office - German Section, Vol. 445 / German PWs re-education, 19-44.
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repartdiated to Germany but rather transferred to camps ir1 Britain and France. As an armistice
but no peace treaty was signed with Germany, this was actually legal. The Nuremberg Trials,
taking place from 20 November 1945 to 1 October 1946, occur while many German men were
in Allied prisoner of war camps.

With the Allied demand for unconditional surrender, Hitler’s suicide and the
subsequent collapse of the Nazi regime, a cease-fire was signed but no peace treaty was drawn
up. This meant that there was no absolute requirement fo.r the imminent repatriation of
German prisoners of war. An agreement in 1945 at the Yalta Summit among the Allied victors
led to the decision that reparations by Germany would include the labour of German prsoners
of war currently being held by the Allies. A legal basis for this was in the new diplomatic
concept of ‘collective guilt’ ascribed to Germany through the Stuttgart Declaration of 1945170,

Thus, while the U.S. divested itself of all German pusoners of war by April 1946, the
Soviet Union, Britain and France!! retained German soldiers working from prisoner of war
camps tll 1948-9. The re-education projects of the U.S. and Britain were prmarily post-war

events,!” unlike those of the Soviet Union which began im 1942.

170 Smith Jr., Arthur Lee. The war for the Germran mind- Re-cducating Hitler's soldiers. Providence: Berghahn Books, 1996.

17t While French forces captured relatively few German prisoners of war, an inter-Allied agreement allowed the transfer of
German prisoners of war from the US to France, as well as to Britain. Similaxly, the French Occupation Zone in Germany
was a gift from the Brtish and U.S. holdings. For French attitudes toward Geesman prisoners of war, see France, D'affaires
etrangere: RG EU4460, Europe 1944-1960, Vol. 22 / [allemagnc] Prdsonniers de guerre, aout 1944 -aout 1946., France,
Diaffaires etrangere: RG EU4460, Europe 1944-1960, Vol. 7 / Mentalite d'allegmagne, Oct44 - oct 47., among others. For
the French generally negative atttude towards the Britsh re-cducation projects, see France, D'affaires etrangere: RG EU4460,
Europe 1944-1960, Vol. 80 / [allemagnc] Politique Brirannique Mai en Allerraagne, 1945 - oct 47. and France, D'affaires
etangere: RG EU4460, Europe 1944-1960, Vol. 81 / [allemagne] Politique beritannique, nov 47 - mai 49..

172 Sce Pronay for other re-education projects. Pronay, Nicholas. The Pobtical Re~education of Gernany & Her Allies After World W ar
{I. London & Sydney: Croom Helm, 1985.
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Soviet Union Re-education Projects

The re-education programme of the Soviet Union was the first re-education
programme conducted by an Allied country — with the full awareness of the others!7+. It
provides a useful comparison with the U.S. and British projects.

Background for the Soviet re-education projects includes the betrayal by the Germans
of the Soviet non-aggression pact with Nazi Germany and the viciousness with &hich the
Wehrmacht dealt with Russian prisoners of war!75. This was expressed by two notorous
Wehrmachrt directives — the Barbarossa Directive of 13 May 1941, which allowed the shooting
of avilians engaged in any ‘criminal activity’ without serious restriction or questioning and the
Commissar Order of 6 June 1941, which instructed the soldiers to shoot all political
commissars of the Red Army upon capture. The anti-Slav racial policy of the Nazis also
contributed to the high death rate among Russian prisoners of war.!76

The Soviet re-education project had one major difference from the subsequent Allied
projects — the central responsibility of German émigrés. The re-education projects were

conducted for the most part in German rather than in the language of the holding authoriry.

173 The main sources for this section are Smith Jr., Arthur Lee. The war ~for the German rrind: Re-educating Hitler'’s soliiers. Providence:
Berghahn Books, 1996. and Schoenhals, Kai P. The Free Germany Novement: A Case of Patriotisn or Treason? New York:
Greenwood Press, 1989. with supplemental materal form British and U.S. archives. See NARA: RG 389, Vol. 459A / 1596,
Armicle by Iiya Ehrenburg, 1-Feb—35., NARA: RG 21 8, Vol. / 6, The Soviet Union and Free Germany, 4-Aug-43., NARA:
RG 59, Vol. 60D24 / 5, Foreign Activity Correlation Records Relating to the Exploitation of Captured German Records
1945 18 .. Free German committee for the West - FBI Report, 14-Dec45., NARA: RG 226, Vol. 174 / 2, Folder 02, 0SS
report on the Moscow Committee, 16-Mar-45., NARA: RG 226, Vol. 1 / 2, Folder 27, Central Europe Section, Psychological
Warfare Subdivision ... Ruth Fischer, Stalin’s Free Germany, 11-Feb-44., and PRO: RG FO371, Foreign Office - Political,
Vol. 26559 / Formation of a Free German Movement, 1941. See also PRO: RG FO371, Foreign Office - Political, Vol.
26585 / Brtsh post war artitude to Germany, 1941, PRO: RG FO371, Foreign Office - Polideal, Vol. 26597 / German
Ant-Nazi movements, 1941., PRO: RG FO371, Foreign Office - Politcal, Vol. 104129 / Strasser in Canada, 1952

1 NARA: RG 218, Vol. / 6, The Sovier Union and Free Germany, 4-Aug-43., NARA: RG 226, Vol. 1 / 2, Folder 27, Central
Europe Section, Psychological Warfare Subdivision ... Ruth Fischer, Sualin's Free Germany, 11-Feb-44. and PRO: RG FO371,
Foreign Office - Political, V'ol. 26559 / Formation of 2 Free German Movement, 1941, PRO: RG FO371, Foreign Office -
Political, Vol. 39163 / Talks by Reuter's correspondent with German Officer POWs in Russia, 1944.

173 By contrast, sec Streit for the Wehrmacht's treatment of U.S. and British prisoners of war. Streit.

176 See Sureit, Christian. "The Fate of the Soviet Prisoners of War.” In A Mosaic of Vidims: Non-Jews Persecuted and Murdered by the
Naggs. ed. Michael Berenbaum, 142-149. New York: New York University Press, 1990.. The respective death figures for
Allied personnel in German captivity are: Brtish and U.S, — 3.6%; Russian — 57%, well over 10 tmes as high. The death rate
for Wehrmacht soldiers in Soviet hands was also high — 36%, stll significantly lower than the reciprocal rate.
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The responsible émigrés were members of the German Communist Party (KPD) in exile who
had fled Germany in the face of sure death at the hands of the Nazis. Their goal was to return
to Germany and continue with their project of creating a communist government — a project
supported by the Soviet Union. Led by Walter Ulbricht and Wilhelm Pieck!7?, their task was
always twofold: propaganda against the Wehrmacht and Germany calling for the overthrow of
the Nazi Regime, and the creation of cadres for the post-war reconstruction of Germany.
These German émigrés began their work with the German prisoners of war in October
1941.178

The Soviet Union’s approach to German prisoners of war was also twofold — for
immediate propaganda purposes and for longer range post-war reconstruction of Germany.
The first political task was to convince the soldiers that Hitler and the Nazi regime were going
to destroy Germany and to call upon their nationalist sentiments to act against the regime. This
led to the creation of a prisoner of war Nationalkomitee Freies Deutschland NKFD) on 12-13
July 1943.17 The NKFD was made up of soldiers calling for a Free Germany. They engaged in
front-line propaganda against the Wehrmacht and recruited other pasoners of war in the

camps. The NKFD activity was reinforced by the creation of antifascist schools, known as

'"* Both leading members of the KPD in Germany before its banning, Pieck had been a member since 1918, a friend and
colleague of Rosa Luxemburg and Karl Liebknecht and a Reichstag deputy. Smith Jr., Asthur Lee. The war for the German mind:
Re-educating Hitler's soldiers. Providence: Berghahn Books, 1996.

'8 The British were aware of this development in 1941. See PRO: RG FO371, Foreign Office - Political, Vol. 26559 /
Formadon of a Free German Movement, 1941. and PRO: RG FO371, Foreign Office - Political, Vol. 26597 / German Ant-
Nazt movements, 1941..

1 A 1943 ardcle in the U.S. Time magazine pointed out the ‘German face’ to the whole project with slogans in German,
appeals made by Germans to Germans, and the call not being for support for the Allied side but rather to ‘save’ Germany
from the Nazis. The idea of the Nadonalkomitee "Freies Deutschland” onginated with Paul Merker in Mexico with the
attempt to create such committees in German émigré communities there and, by extension, around the globe. See Smith |r.,
Acthur Lee. The war for the German rmind- Re-educating Hitler's soldiers. Providence: Berghahn Books, 1996.. That was why the
NKED prisoner of war committee in Russia could claim links to other committees in New York, London, etc., which in tum
sought to publicizc the actvity of the Russian commitree. While the Soviet Union did not control these other committees, the
international linkage served well the propaganda project of the Soviet Union.



130

Antfa schools, in May 1942, under the direction of a Russian Philosophy professor named
Nikolai Janzen, who had three German officers on his staff.180

While the NKFD was open to all German prisoners of war, on the nationalist basis of
serving Germany by fighting against the Nazi regime, the Antifa schools taught the principles
of Marxist-Leninist analysis, presumably for the creation of cooperative personnel for the
reconstruction of Germany after the war. Still, one did not have to become a communist to
attend the schools. Records showed 2 ratio of 25% Communist, 25% Social Democrat, 10%
Catholic, 10% Liberal and 30% mixed Conservatives in attendance!8!. The Antifa schools also
served to train the NKFD pdsoners of war for their work in the propaganda within the camps
and with the radio programming and NKFD newspaper (Freses Dentschland) directed towards
Germany. The courses were generally four to six months long, although shorter workshops
also occurred for specific projects. The prisoner of war re-education projects in the Soviet

Union were always overt, not covert, in their politcal intentions.182

General Re-education Project — NKFD and the Bund Deutscher Officdere

In Ocrober 1942, a year after Ulbricht and Pieck began, 158 mainly rank and file
prsoners of war attended the First Conference of German Prisoners of War in the Soviet
Union”. This conference laid the basis for the establishment of the NKFD a year later.
Arguing the need to save Germany from the Nazis, the German émigrés were able to convince

leading German officers — General Walter von Seydlitz-Kurzbach, Field Marshall Paulus,

180 Smith Jr., Acthur Lee. The war for the German mind: Re-educating Hitler's soldiers. Providence: Berghahn Books, 1996.

181 Smith Jr., Acthur Lee. The zur ~for the German nrind- R:—edarating Hitler’s soldiers. Providence: Berghahn Books, 1996. Itis
interesting to note thar the Russians seemed to have accepted the self-definition of the soldier in term of polidcal
commitment to recognised German pardes. Both the U.S. and Britain devised their own definition of political attitude, related
to the prisoners of war commitment to Nazi beliefs. The Russians did use a screening questionnaire before admission to the
Antfa school but the questonaaire seemed to be focused on assessing the sincerity of the applicant.
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Colonel Luitpold Steidle, among others — to form the Bund Deutscher Offiziere on 11-12
September 1943. The two committees, the NKFD and the Bund Deutscher Offiziere,
effectively merged giving much greater credibility to the work of the NKFD. For propaganda
and re-education purposes, the use of the German soldier’s respect for rank was unique to the
Soviet Union prisoner of war projects. Timing helped. In 1943, German high-ranking officers
could believe that they might be included in a post-war government. The U.S. and Bddsh
projects, on the other hand, occurred after the unconditional surrender of the Wehrmacht and
the decision for the Allied occupation of Germany. In addition, the U.S. was committed to a

‘democratic’ army with no special privileges for high rank.183

Abntifa Schools

While both the NKFD and the Bund Deutscher Offiziere!#* ceased existence within
several months after VE day, 8 March 1945, the Antifa schools continued to operate through
1949. The central school was at Kranogorsk, although there were up to 50 regional schools at
other sites, including prisoner of war camp-based schools offering month long courses. The
standard course at the central and regional Antifa schools was four months long, or “96
academic days, six hours of work a day with teachers and four hours a day independent work,
for a total of 10 academic hours per day.”185 While there were pedodic exams, the course
ended with a final week devoted to written and oral exams. The core focus was on Marxism-

Leninism and USSR history with a wide range of other issues, including philosophy and

182 In November 1946, the British had a report on the Ant-Fascist Training course from a prisoner. He had attended the 3-
week, 25 person course, beginning on 15 June 1946 in a former Schloss in Bergen as a pre-requisite for being considered for a
scholarship to enable him to study law ar a University. He said that while it presented communist, socialist and liberal political
points of view, criticizing the latter, there was no direct anti-Anglo or anti-American material. PRO: RG FO1049, Foreign
Office - Control Commission in Germany, Vol. 533 / 1946.

183 See Krammer, Amold. "American Trearment of German Generals During Wodd War IL." The Journal of Mifitary History
(1990): 27-46.

18 Smith |r., Arthur Lee. The war for the German mind- Re-educating Hitler's soldiers. Providence: Berghahn Books, 1996. In carly 1945
at least 50% of all captive officers belonged to the Bund Deutscher Offiziere and supported the NKFD.

18 Smith Jr., Arthur Lec. The war for the German nrind- Re-educating Hitler's soldiers. Providence: Berghahn Books; 1996. p- 111
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literature. A third of the curriculum was devoted to basic dialectical and historical materalism,
with the rest concentrated on political economy, German history, Soviet history, political
relations between nations and current events.!8 While the Nazi racial theory was examined and
criticized in detail, fascism (and thus Nazism) was explained as the logical outcome of
capitalism and imperialism. Thus, these de-nazification courses had an anti-capitalist
framework. The post-war curriculum maintained the Marxist-Leninist core but shifted from an
emphasis against Hitler to a heightened critique of Western imperialism, with discussion of the

Marshall Plan, the removal of zonal barriers in Germany, and Soviet foreign policy.

Repatriation

These courses were meant to create the cadres who would retumn to Germany, support
the KPD, and provide the nucleus for the administration of the Russian controlled sector of
occupied Germany. Estimates vary, but counting only the post-war years when better records
were kept, over 85,000 German prsoners of war attended one or another Antifa school.
Through selection of their best graduates and the creation of ‘old Antifa school’ networks
under the NKFD label, the German émigrés were able to quickly establish their presence in
Germany. Thus even before the war’s end, when the U.S. soldiers entered Leipzig on 19 April
1945, they found that there were already 38 local NKFD committees operating with 4,500
members, including Social Democrats and other political groups. The U.S. immediately labelled
such actvity 2 violation of its policy and banned further efforts by the NKFD.!87 Perhaps most

astonishing was the outcome in terms of the German émigrés’ involvement with the

186 Smith gives a list of lesson dtles including “The Sources of Victorious Soviet Power, The Development of Germany into
Industrialism, 1500-1815, Rise of Capimlism, Marx on Wages, Prices and Profit, Reactionary Prussia, German Unification,
Imperialism, Militarism, Germany before World War [, The Worker’s Movement, The November Revolution, The Truth
about the Weimar Republic, Hitler and Big Business, The German Communist Party, German Communists and the Soviet
Union, History of the Russian Empire, The Russian War against Napoleon, Lenin and Stalin and the Impedalistic War of
1914-1918, February Revolution - October Revolution, Lenin’s Guidance and ‘Threats of Capitalism and Fascism.” Smith Jc.,
Arthur Lee. The war - for the German nrind- Re-educating Hitler's soldiers. Providence: Berghahn Books, 1996.

'8 Smith Jr., Arthur Lee. The war for the German nrind: Re-educating Hitler's soldiers. Providence: Berghahn Books, 1996.
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reconstruction of Germany, or specifically the construction of the Deutsche Demokratische
Republik (DDR; English GDR — German Democratic Republic or East Germany). As Smith

(1996) notes:

A survey by the SED in 1951 found that 7,500 men living in the GDR identified
themselves as [Antifa] central school graduates, 5,776 of whom were employed in
relatvely important jobs throughout the government and public institutions. %8

The Soviet Union re-education projects were characterized, therefore, by the central role of
German émigrés, who would be returning to post-war Germany and sharing the fate of their
charges. Thus the instructors in the re-education projects appeared as ‘insiders’, rather than
‘outside reformers who knew little of German reality’. The projects were openly political with
two distinct goals: winning the war through propaganda aimed at breaking the German people
from the Nazi regime and creating the conditions for a functoning organization (the KPD —
Kommunist Partei Deutschland) in post-war Germany. The former led to a distinctdon
between the German people and the Nazi Party and regime, something that would not be as
apparent among the Western Allies who equated Germans with the Nazis. The vast majority of
the re-education courses were conducted in German, with relatively little emphasis placed on
learning Russian, although there were Russian language courses. Overt rather than covert in
political intentions, the Soviet re-education projects made no distinction between propaganda
and education since Germans were talking to Germans, rather than the holding authorty
talking to prisoners of war. This did not mean that there was no recognition of the ‘benefit to
the Soviet Union’ of either the propaganda or re-education campaigns. But the appeal to and
responsibility given the German prisoners of war for the reconstruction of their own country
(within the real limits set by the occupying Red Army) operated against accusations of covert

propaganda intentions. What was clear was that the KPD, the most direct organizational
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outcome of the Antifa schools, would remain a member of 2 Communist International
organization, with direct loyalty to and obvious control by the Soviet Union. This was not seen
as a secret since the logic of the communist movement internationally was not only the
creation of new communist governments but also the absolute defence of the Soviet Union as

the only ‘really existing workers state’.

U.S. Re-education Projects

Re-education programmes in the U.S. began in 1944!89 the last year of the war, when
victory over the Axis forces was probable. There were two related plans. The first was a broad
Intellecrual Diversion program aimed at breaking the Nazi ideological control of the German
prsoners of war. The second plan sought to produce ‘cooperative personnel’ for the U.S.
occupation forces after victory over Germany. The motivation for the two projects had very
different sources. While the creation of cooperative personnel in an occupation situaton was
obvious to the military authorities, the Intellectual Diversion project was created as a response
to public pressure, resulting from newspaper articles in 1943-4419 abour the Nazi control of

the prisoner of war camps.

188 Smith Jr., Arthur Lee. The war ~for the German mind: Re-educating Hitler's soldiers. Providence: Berghahn Books, 1996.

18 Popular interest in the topic of German prsoners of war in the U.S. remains. A 1995 article in Smithsonian included pictures
of the re-educadon classes. Sce Fincher, Jack. "By Convention, the enemy within never did without." Smithsonian, June 1995,
126-143.

1% See Krammer, Amold. Naz7 Prisoners of War in America. New York: Stein and Day, 1979., Gansberg, judith. Stalsg: US.A. -
The Remarkable Story of German POWs in Ameriza. News Yock: Thomas Y. Crowell, 1977. and NARA: RG 59, Vol. 58D7 / 21,
Prisoner of War Camp Inspection: Camp Hood, Texas - article in The Dallas Morning News, 27-Jun-43., NARA: RG 59,
Vol. 58D7 / 21, Prisoner of War Camp Inspection: Camp Campbell, Kentucky and article in paper, 15-May-45., NARA: RG
59, Vol. 58D7 / 21, Pdsoner of War Camp Inspection: Camp Carson, Colorado, articles only, 6-Feb-44., NARA: RG 59,
Vol. 58D7 / 21, Camp Auterbury, Indiana - Prisoner of War Camp Inspection Report ...Newspaper article Atterbury
Prsoners Work Hard, Find Model Camp No Country Club in The Indianapolis Star, 8-Apr-45., NARA: RG 59, Vol. 58D7 /
24, United Seates Disciplinary Barracks, Ft. Leavenworth, Kansas, article in Kansas City paper by Gene W. Dennis on
hanging of German POW’s. 25-Aug-45., and NARA: RG 389, Vol. 459A / 1596, Dispatch on the sentending of five German
POW's ar Ft. Leavenworth for the murder of a fellow pdsoner quoting an article in Newsweek, 31-Jan—45. among others.
There was oceasional organised resistance from within the camps. Sec NARA: RG 389, Vol. 461 / 2476, Report from Camp
Breckinridge, Kentucky, on Polidcal Groups in the POW’ camp - basically the appearance of anti-Nazi group opposing the
POW’ camp lcadership, 18-Jun—3..
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During the November 1942 to June 1943 Allied invasion of North Africa, the U.S.
took large numbers of German prisoners of war. The total rose from 2,146 on 30 Apdl 1943 to
22,110 2 month later. By the end of the war, over 200 prisoner of war camps had been
established in the U.S. to house close to 200,000 prisoners. Prisoner of war camps in the U.S.
were run by the Provost Marshal General Office as an extension of their role as the military
police. The right of the Wehrmacht to run the internal functioning of the camps was respected
by the Camp Commanders. Only when reports of politically motivated murders of individual
German prisoners of war by other German prisoners appeared in newspapers was there any
questdoning of this system. In all cases, the murdered prisoner of war was tried in a kangaroo
court for being a traitor to Nazism, often simply by having been 2 member of a left wing party
in Germany."”! Given the enemy status of all prisoners, one group killing another did not
necessarly evoke moral outrage in either the Army or the public. Military control of the camps
and working efficiency was what counted. This increase in the number of prisoners of war led
to the first consideration of the potental for re-education projects. As early as March 1943,
Assistant Secretary of War John J. McCloy and Brig. Gen. F. H. Osborn, Director Special
Services, Army Service Forces, discussed the idea of a re-education project for German
pdsoners of war and asked the Army’s Judge Advocate General for an opinion on its legality.
The Judge Advocate stated that with respect to the 1929 Geneva Convention, there was no
legal problem as long as prisoner participation was strictly voluntary. A proposal was presented
in mid-April 1943 to Gen. Allen W. Guillion, chief of the Provost Marshal General Office

(PMGO). 2 In June 1943, Gen. Guillion rejected the proposed program for eight reasons,

191 See previous footnote.

192 McCloy had contacted Lt. Gen. Brehon Somervell, Commanding General Army Service Forces about the plan who
authorized Gen. Osbom to draw up a proposal for a re-education project directed at German prsoners of war. Gen. Osbom
assigned Lt Col. S. L. A. Marshall, Officer in Charge of the Ordentation and Publication Section of the Special Services
Division to draw up the plan. The Special Services Division was vested with the development of democratic indoctrination of
soldiees within the U.S. Army. The relations of one bureaucracy to another were maintained!
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including the fear that this would lead the Nazi's to increase their indoctrination of Allied
posoners of war. Also, the Nazis might accuse the U.S. of violating the 1929 Geneva
Convention.!?3 The plan was shelved but some of the people involved, such as Dr. Edward
Davison!¥, would be involved in the subsequent re-education projects.195

The U.S. view of Germany had several components. Editorial cartoons often called for
the mutual destruction of the Nazis and the Communists on the Eastern front of the European
Theatre. Secretary of Treasury Henry Morgenthau believed in the militarist nature of Germans
when they had an industrial base and thus proposed a post-war plan that essentially made
Germany an agrarian economy. What underlay most of these views was the belief, from WWTI
of an “old Europe, set in her petty ways” that held little interest for the U.S. other than as a
market. This isolationist view gave little support to understanding German history but rather
suggested that the U.S. had the solution to “old Europe’s” problems with the creation of its tri-
partite form of representative democracy. Some, such as Franz Neumann!%, whose book
Bebemoth: The Structure and Practice of National Socialiom was published in 1944, offered 2 more
complex view, analysing the causes of the rise of Nazi regime in the social and economic
aftermath of World War I. Neumann stressed the social and political role of the Junkers and
the Prussian militarist elite.

Knowledge of the re-education projects being carried out in the Soviet Union and the
creation of the Nationalkomitee "Freies Deutschland" led to a number of articles in 1943-44

published in both national and local U.S. newspapers calling for the authortes to conduct a

1% This rationale was the basis, in 1944 and 1945, for the 'Secret” classification of the re-education programs.

'* Edward Davison was Professor of English at the University of Colorado and had been responsible for the curriculum aspect
of the proposal.

1% This pattem of rejection of a plan at the point in the war when victory was uncertain and subsequent adopton involving
some of the same personnel later when victory was more likely was repeated by the British with Dr. Heinz Koeppler in the
same situaton as Dr. Davison.

1%Neumann, Franz. Bebemoth: The Structure and Practice of National Sociakism. 2nd ed. New York: Octagon, 1944,
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similar project for teaching democracy to the German prdsoners of war.!9” Meanwhile, by May
1943, in the prisoner of war camps, the German prisoners of war had organized their own
educational programmes with textbooks either provided by the Reich Ministry of Education,
by the International Red Cross, or by other agencies involved with aid to German prisoners of
war. Depending on the local Camp Commander, the educational programmes included courses
offered by local educational insttutions, the most frequent being English language courses.

In March 1944, Secretary of State Cordell Hull wrote to Secretary of War Henry L.
Stmson recommending a reorientation program for German prsoners of war. At that point
there were over 133,000 German prisoners of war on U.S. soil. By this ime in the war, the
Soviet Red Army was driving the Wehrmacht westward and final plans were in place for the
June D-Day invasion of Normandy.

U.S. Propaganda Institutions Linked to Re-education Pryjects'”

In the United States prisoners of war were under the authority of the Provost Marshal
General Office (PMGO) commanded by Maj. Gen. Archer L. Lerch'?, who was in charge of
all military police functions. The re-education program, when it was finally established in
September 1944, was run by the Special Projects Division (SPD) of Provost Marshal General
Office, which coordinated with the Office of War Information (OWD) for matedals. A re-
education project had been rejected by the previous Provost Marshal General Allen Gullion in

1943 as cumbersome, unfeasible, illegal and likely to interfere with the work demands on the

197 On 17 Aprl 1943, for example, The New York Tines published a letter from H. Landsberg of Chicago with the title
"Education against Fascism" — the first article in the press on the concept of re-educating German prsoners of war.

198 See Simpson, Glander and Sproule for the ambivalence — and political shifts — that develop when a democratic government
8ocs to war and uses censorship and propaganda to justify this action. Simpson, Chdstopher. Saence of Coerdon: Communication
Research and Psychological Warfare 1945-1960. New York: Oxford University Press, 1994., Glander, Timothy Richard.

"Education and the Mass Media: The Origins of Mass Communicatons Research in the United States, 1939-1955." Ph.D.,
University of Illinois at Urbana-Champaign, 1990. and Sproule, J. Michael. Propaganda and Democracy: The American Experience of
Media and Mass Persuasion. New York: Cambridge University Press, 1997.

17 Maj. Gen. Lerch wrote one article on the subject of the re-education projects. NARA: RG AMEHC, Vol. / The Army Reports

on Prisoners of War by Maj. Gen. Archer L. Lerch, The Provost Marshal General in The Amedcan Mercury, 1-May-45.
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prsoners of war.?® U.S. governmental records show that the idea for the new project resulted
from 2 discussion between Secretary of War Henry Stimson and Secretary of State Cordell Hull
in March 1944. There was no direct link to the State Department after its establishment.
Roosevelt established a number of intelligence and propaganda organizations for the
U.S’’s entry into WWII. Beginning in 1939 with the Office of Emergency Management
(OEM), an umbrella organization for war-related executive agencies, to the 1940 establishment
of the Coordinator of Inter-American Affairs (CIAA) for propaganda to Latin America.
Domestically, in May 1941, the Office of Civilian Defense (OCD) for morale, public opinion
and civil defence was established; in July the Office of the Coordinator of Information (COD
was established with Colonel William Donovan as a foreign intelligence agency that would
become the Office of Special Services (OSS) spy agency and in the post-war period the Central
[ntelligence Agency (CIA). In August 1941 the Foreign Information Service (FIS) was
established, originally as a branch of the COL, to provide propaganda to foreign countries as
well as to collect information abroad. In October the Office of Facts and Figures (OFF) was
created to evaluate public opinion and serve as the propaganda arm of the federal government.
In June 1942, the Office of War Information (OWI) was established to coordinate the full
range of domestic and foreign propaganda services, including films, the press, and radio — all
mass media was to be directed towards the war effort.2! The OWI was responsible for Voice

of America, the main radio tool for propaganda to foreign countries.?02 The U.S. re-education

*% Prior to the WL, the U.S. had no permanent militacy authority responsible for prisoners of war. When established in July
1941, President Roosevelt appointed the judge advocate general, Major General Allen Guillion as provost marshal general.

201 Sproule, ]. Michacl. "Progressive Propaganda Cdtics and the Magic Bullet Myth." Critical Stwdies in Mass Commurication 6, no. 3
(1989a): 225-246. and Simpson, Christopher. Saence of Coerdon: Communication Research and Psycholagical W arfare 1945-1960. New
York: Oxford University Press, 1994. describe the developing relationship between the military and the academy and the
subscequent development of the mass communication deparements built from these relationships. Their main thesis is that the
term propaganda is replaced by mass communications as the academics seek to serve the government and the military rather
than providing the type of critical evaluation that citizenship within a democracy requires.

2 Winkler, Allan M. The Poditics of Propaganda: The Office of War Information 1942-1945. New Haven & London: Yale University
Press, 1978. and Shulman, Holly C. The Voice of America: Propaganda and Democracy 1941 - 1945, Madison: Univ. of Wisconsin,
1990. are two excellent sources for descriptions of these agendics.
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projects coordinated with the OWI for films and information. At the same time the COI was
transformed into the OSS with various operational branches including Research and Analysis
(R&A), Secret Intelligence (SI) and Morale Operations (MO) —all involved with intelligence
gathering and interpretation, spying and subversive activities. While all these agencies recruited
their personnel from academic institutions, the German section of the Research and Analysis
Branch was renowned for having the use of the elite from the Frankfurt School?03 — a left wing
socialist instirution. Colonel Donovan, as head of the OSS, was unique among the agencies in
his ability to use and defend the use of left-wing personnel within the highest levels of
government. While there was no direct connection with the German prisoners of war working
at the Idea Factory, all information from interviews with German posoners of war and the
work of the Idea Factory was evaluated by the Research and Analysis Branch. In addidon, each
branch of the military had its own propaganda agency with two tasks: propaganda towards the
enemy at the front and propaganda towards the domestic audience. This latter task was
achieved by censoring news from reporters, within the service, and by providing their own
versions of the events. The U.S. re-education projects, although a part of the Army, did not
coordinate their activities though the Ammy’s own intelligence service (the Office of
Psychological Warfare for instance) but rather with the OWT in both its domestic and foreign

components.

Intellectual Diversion Program
On 23 August 1944, the Intellectual Diversion program?%* was proposed, under the

control of the Army’s Provost Marshal General.?%5 The stated aim was to “create and foster

203 See Karz and Katz, Barry M. Foreign Intellgence: Research and Analysis in the Office of Strategic Services, 1942 - 1945. Cambridge:
Harvard, 1989. for a fascinating account of this group.

5 This name came from the language of Article 17 of the Geneva Convention, which stated that "So far as possible, belligerents
shall encourage intellectual diversions and sports organized by prisoners of war". It was this last part, "organized by prisoners
of war” that clearly was not the case here but the legality of the program was argued on its voluntary nature.
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any spontaneous reaction on the part of German prisoners of war which would encourage a
favorable respect on their part for American institutions”. The project was to be kept strictly
secret. This resulted in the creation of the Prisoner of War Division Special Px:ojgcts Branch?06
under the PMGO in September 1944. Major Edward Davison, who had worked on the
previous plan, was placed in charge. 27 Davison was an academic, with no previous
administrative experience, nor any direct involvement with prisoners of war. A former
professor of English, he had little knowledge of Germany or the German language — in stark
contrast to those in charge of the Soviet and British programmes. Seven officers were onginally
assigned to the Branch whose headquarters was established at 50 Broadway in New York City
in order to have immediate access to the Office of War Information (OWI)208 there, movie
distributors, and other related media sources.

The Intellectual Diversion program was a fairly ambitious propaganda project. It
focused on both providing appropriate information in the German prisoner of war camps and
on controlling the media input. This was to be achieved through the recruitment?®? and
assigning of ‘company grade officers™!", to be called Assistant Executive Officer (AEO), who

would work in the camps to identify the Nazi elements, break their control of the camps, and

25 On 22 July 1943, Maj. Gen. Archer L. Lerch replaced Gen. Guillion as The Provost Marshall General. The shift in personnel
was important as Gen. Lerch was more amenable to the re-education project. On April 1944, Secretary of War Stimson
established an Inter-Departmental Board on Prisoners of war that included the Assistant Chief of Staff G-1 (Iatelligence), the
Departments of State, Justice, Navy and War and the Provost Marshal General Archer L Lerch.

¢ Later this became the Special Projects Division and thus carried the acronym of SPD. :

27 Peter Davison, 1973, Half Remenbered: A Personal History New York: Harper and Row) wrote abourt his father’s experence in
a book on the Davison family.

8 The Office of War Information (OWT) was established as one of the central propaganda agencies by the govermnment in
WL Not directly linked to a specific branch of the military, it was in charge of foreign language broadcasts. An interesting
view of the functioning and contradictions of the OWT is presented by Holly Shulman (Shulman, Holly C. The Voice of
America: Propaganda and Democragy 1941 - 1945. Madison: Univ. of Wisconsin, 1990.) whose father worked in the French
section.

* The Army job description was for officers who spoke “German fluendy, have a college education, preferably in liberal arts,
and should possess imagination and good judgement™ NARA

19 In the U.S. Army and \ir Corps ‘company grade’ meant the rank of Captain, the third lowest rank of commissioned officers.
Given the fact that all prisoner of war camp commanders had higher rank, this presented a problem when there was a
conflict. In addition to the need to run an efficient camp, many camp commanders suspected the AEOs of being sent to
report on the functioning of the camps to the Army.
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encourage appreciation and respect for American ways.2!1 While the requirements for
becoming an AEO included speaking German, this requirement was relaxed, as there were too
few milirary personael fluent in German who were not already assigned to other tasks.
Consequently the vast majority of the re-education projects in the U.S. were conducted in
English. There was no consideration of using German €migrés for this purpose, in part because
the projects were secret.

By the end of October 1944, a camp for specially selected prisoners of war was
established at Fort Van Etten, near Elmira, New York, as a direct link to the NYC
headquarters of the Special Projects Branch. Generally known as the Idea Factory, it was the
central source of materials for the Intellectual Diversion program, including its screening of all
materals to be used in the program, translation of materials, screening of camp newspapers,
production of the natonal prisoner of war paper Der R#f?12 and liaison with the OWI.

The Intellectual Diversion program planned to use films, radio and chaplains to
reinforce the ideas of ‘democracy and the American way of life’ in the minds of the German
pdsoners of war. After a brief period of training in New York, an AEO was to be sent to each
camp. The AEO was charged with both carrying out the Intellectual Diversion program and
keeping it secret. He was to work with the Morale Officer of the prisoner of war camp to begin
to break the hold of the Nazis. Each AEO attempted to set up an area of camp for the
distribution of pro-democracy material and to distribute the national pasoner of war
newspaper, Der Raf, when it began to appear in March 1945. He was to control what movies
were shown and to institute, if they did not already exist, 4 to 6 week English language classes

with material provided by the Idea Factory.

11 One of the first acts was to restrict the showing of the popular gangster films as these did not portray the best aspects of the
Us.
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AEOs were to promote non-Nazi control of the camp. This led, however, to direct
conflict with the Camp Commander when the AEO would request the transfer of a Nazi
NCO who politically dominated a camp. Nazi NCOs were the same men who were
responsible for the smooth functioning of the prisoner of war camp and of the work teams
contracted out to the private sector, mainly in agriculture and forestry. The working efficiency
of the prisoners of war was of primary interest to the Camp Commander and the Nazi NCOs
were the best work team managers. As the Camp Commander outranked the AEQ, his
decision prevailed. Thus non-cooperation, if not active opposition, was the frequent state of
affairs between the AEO and the Camp Commander. 2!3

For the period in which the Intellectual Diversion program functoned — from
September 1944 dll April 1946 — success was dependent on both the capacity of the AEO and
the cooperation of the Camp Commander. The results were measured through the ‘pro-
democracy’ political content of the local camp newspapers. The main result was that no
significant change was noted in the camp papers until gfer the defeat of the Wehrmacht, with

the clear collapse of the Nazi regime but not necessatly of the Nazi ideology.

Special Schools

By February 1945, the Army recognised that there would be a need for German
personnel to aid the U.S. military in the post-war occupation of Germany. Therefore in a
meeting at the Idea Factory (Camp Van Etten) between the Special Projects Division of the

PMGO, the Civil Affairs Division, Army Service Forces, and 12 prsoners from the Idea

*12 Only 26 issucs of Der Ruf were produced. They are available in NARA. They have also produced on Master Thesis:
McFadden, Robert E. "Der Ruf : your futurc is in your hands : the role of German POWs in reeducation.” MA, Miami
University, 1997.

213 The same was truc in Britain. Air Commander Groves in 1944 reported “Furthermore, since they (the Camp Commandants)
were primarily concerned in maintaining good order and discipline in prisoner of war camps, they naturally saw no objection
to the employment of the more extreme Nazis as camp leaders, particulacly as these men were usually senior N.C.Os. and
good disdplinadans”. PRO: RG F(O939, Foreign Office - German Section, Vol. 390 / F. C. Hitch - Correspondence, 1943-
45.
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Factory, a special project was developed to train administrative and technical personnel to
work with the future Military Government and in the German civil administration. This created
an Administrative School (known as Project II) at Fort Keamey, Rhode Island, and a Police
School (know as Project III) at Fort Wetherill, Rhode Island. Both were planned to host two
month long sessions. Dr. Davison added a few German-speaking civilian educators to his
staff2!¥, — over the objections of the War Department due to the secret nature of the project.
The two key additions were Dr. William Moulton, a linguist who already worked in military
training courses and taught German at Yale University?!5 and Dr. Henry W. Ehrmann?6, a
native-born German and recent arrival in the U.S. To make best use of all their personnel, the
Idea Facrory had been moved to Fort Kearney so that installations were now in walking
distance of each other.

Approval of these plans came in March 1945. The first experimental Administration
School occurred from 7 May - 7 July 1945 at Fort Kearney, Rhode Island. It included 101
prisoners in two sections. Selection for the school was based on recommendation from the
AEOs and the Camp Commanders of the various posoner of war camps, after a: classification
screening for Nazi sympathies resulting in a ‘black’, ‘gray’ or ‘white’ designaton denoting
decreasing pro-Nazi links. On 6 July 1945, 73 of the onginal 101 prisoners of war received
certificates, the remaining having withdrawn or transferred for a variety of reasons.

President Franklin Roosevelt died on 12 April 1945, and Vice President Harry S.
Truman became President. On 23 April, the Sovier Red Army began the assault on Berlin with

the U.S. and Soviet troops meeting two days later at the Elbe River. By 29 April, German

% Dr. Moulton was inducted into the Army with the rank of Captain. Dr. Ehrmann remained a dvilian.

215 Sce Moulton, William G. "Qur Profession in Reverse: Teaching English to German Prisoners of War." Modern Languages
Journal 32 (1948): 421-430. for an account of his experience.

216 Dr. Henry W. Ehrmann’s papers are now held by the Library at the State University of New York at Albany. He had written
an article in 1943 about Germany future for The New Republic. NARA: RG Vol. / Our Plan for Germany by H.W. Ehrmann
in The New Republic, 3-May—43. and wrote about his experience again after the war. Ehrmann|
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forces had surrendered in Italy and on 30 Apxil, Adolph Hitler committed suicide. U.S. troops
had entered Dachau concentration camp on 29 April, documenting the reality through film and
pictures. The Wehrmacht in Berlin surrendered to the Soviet forces on 1 May and the final
formal surrender was on 7 May, making 8 May 1945 Victory in Europe Day for the Allied
forces. Given the personal loyalty oath to Hitler that every German soldier had made, the
Provost Marshal General Office had worried about possible suicides at the news of Hitler’s
death. This was unfounded, as were wortes about the news of the surrender a week later.

As the Allied personnel previously held by the Germans were now in Allied hands, fear
of reciprocity vis-a-vis the treatment of the German pusoners of war decreased. With the
revelations of the concentration camps, there was a public outcry against the ‘coddling’ of
German prisoners of war and for the first time, rations were deliberately decreased below the
level established by the 1929 Geneva Convention as a form of punishment. This was viewed as
unfair by the German prisoners of war who felt they had no individual responsibility for the
concentration camps, having been simply soldiers doing their duty. While cooperation with the
holding authority would stll result in harassment from other pdsoners, because the war was
over, the German prisoner of war no longer faced the possibility of court-martial on his return
to Germany.

From 19 July to 15 December, 816 German prsoners of war went through the
Administrative School (now held at nearby Fort Getty?!7) and 2895 went through the Police
School (Fort Wetherll) in a series of six to eight week-long sessions. These sessions were
conducted mostly in English by a staff of 58 officers, 115 enlisted men and 12 civilian

employees regardless of the English language skills of their prsoner of war audience.

" The Administrative School was shifted to Fort Getty from Fort Keamey to provide more space. This facility was stll within
walking distance of the others and the facilies were collectively called the Army Training Center.
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Sometimes English-speaking German prisoners of war were used to aid in the discussions. But
this lack of German-speaking staff resulted in complaints both by the staff of feeling like ‘it was
a case of the near-blind leading the blind’ and on the part of the prisoners of war for not bciné
treated properly. Classes in the English language played a large part in the cumculum due to
this fact. Each two month session had a large part of its curriculum devoted to technical
materal on the regulatons in use by the Military government as well as classes on U.S. history
and institutions and Germany history. The German prsoners of war were from all ranks, both
enlisted and officer, but the usual protocol of separation by rank was dispensed ‘;vith as an
example of “democratic” functioning. In the English language classes, enlisted men sometimes
did better than their officer “superiors”, an experience designed to break the “militarism™ and
“respect for rank” of the “German mentality””. Even visiting U.S. officers were treated as
equals by the personnel conducting the course, to the evident surprise of the Ge;:man prisoners
of war.

Meanwhile, the German prisoners of war working at the Idea Factory were responsible
for the publication of the national prisoner of war newspaper Der Ruf. The first issue appeared
on 6 March 1945, only two months before surrender. Published monthly, Der Rz-fbad fourteen
issues before its cessation in April 1946. It was published in a run of 11,000 copies and sold for
5 cents a copy. The first several issues were frequently destroyed by the German prisoners of
war before distribution in the camp, but after VE Day this no longer happened. The Idea
Factory also produced a clipsheet of articles from the news services for use by the local camp
newspapers. This was called Dz Auslese, published in a run of 2000 copies, providing 10 copies
for each camp.

The Intellectual Diversion program continued in all prisoner of war camps with the

first overt lectures on democracy being held in the summer of 1945. Also by the end of the
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summer, all Nazi textbooks and cowrse materials had been putged from the courses offered by
the prisoners of war themselves and movies were Increasingly screened for approprate
content. By November, the film parit of Intellectual Diversion program included 115 feature
films, 115 shorts and 28 two-reelers2!8. One compulsory viewing for all German prisoners of
war was the film made of the concenitration camps by the U.S. Army?!?. The prisoner reaction
was noted both by observation and by questionnaire. All prisoners of war were deeply shocked
by the film and when questioned, less than 10%, the most fanatic Nazis, denied its validity.>20

Victory over Japan came on 14 August 1945, bringing the war to a close. While a peace
treaty was signed with Japan, no peace treaty was signed with Germany. The Summit meeting
between Roosevelt, Churchill and Stalin in Teheran at the end of November and beginning of
December 1943 laid out the temporary division of Germany into military occupied zones (after
Germany’s unconditional surrender). The Teheran Summit also established policies of
demilitarization, denazification and reparation payments imposed on the German population.
The Teheran Conference, and subsequent summit meetings, had agreed that part of the

reparations from Germany could be from prisoners of war labour — after the end of the war.

28 NARA: RG 389, Vol. 439 / 40, Movies Shown to German POWs, .

2% This film was preceded by this statement {Translated into German)

“You are abour to sec a documentary film compiled from actual Signal Corps footage, photographed on the spot in German
concentration camps in which thousands of poliitical and “racial” victims of Nazi terror were tortured, muslated and
murdered”.

Many of you have seen parts of this film before. Tohis documentary with German-language sound track, is shown you for the
purposc of refreshing your minds about the Allies’ case against the Nazi war criminals who are at this very moment on tdal
for their lives.

No doubt many of your are following in the newspapers the progress of this greatest of historical criminal cases against
systematic brutality and the inhumanity of man =guinst his fellow man. In this tdal, for the first time since.the estblishment
of international law, aggression is in itself a crim:e against humanity; that no government which considers irself to be
acceptable into the Commonwealth of Nations has the right to turn on a defenscless minority of its own ditizens for the
purpose of brutalizaton and annihilation.

The case of the Allies is the case of the consdience of mankind, against Nazi terror. This is the trial of mankind versus Fascism™.
NARA: RG 389, Vol. 40 / Tab 26, Announcement to be made to German pasoner of war film audiences by approprdate
officers prior to exhibition of inclosed special 16Gmm Army Picrorial documentary film, "Germany Awake, .

** One claim was that the film really showed Germman prisoners of war in Russian camps!
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But with U.S. soldiers returning from the European Theatre 22land more expected from the
Pacific Theatre, the demand for prisoners of war labour was expected to decline.?2? Therefore,
the U.S. decided to tumn over its prisoners of war held in Europe to French authorities® and
that all prisoners held in U.S. would be shipped out by 31 March 1946.
Fort Eustis Project

One last re-education project was developed, perhaps the most ambitious. On 9
November 1945, the proposal was made to establish a brief six-day pre-embarkation program
at Fort Eusus for the most cooperative??* German prsoners of war to teach them the
essentials of democracy before repatraticn to Germany. Two weeks later the proposal was
approved and screening began for the selection of 25,000 cooperative German prisoners of
war to partcipate.>> Two thousand at a time came to Fort Eusus, near Hampton Roads,
Virginia, chosen as being the nearest facility to their embarkation port. Twelve cycles of the six-

day sessions ran for the weeks from 4 January through 5 April 1946. Even at this late date, this

2! A Special School was established by (by now) Colonel Edward Davison and Captain Schoenstedt in an old chateau at
Querqueville, ncar Cherbourg, France to train German POWS in camps in Europe as administrative personnel. This school
did not have much support from military personnel and with the transfer of prisoners of war to French authonty lost further
support. Smith Jr.. Acthur Lec. The war for the German nrind- Re-educating Hitler's soldiers. Providence: Berghahn Books, 1996. and
NARA: RG 389, Vol. 4392 / 41, Historical Monograph: Re-educaton of Enemy Prsoners of War, Eustis Project, 4-Apr46..

*2 Trade unions in the U.S. had originally opposed the use of prisoners of war, agreeing to their use only as a wartime necessity,
and were thus expected to oppose the continued use in the post-war pedod.

3 While the French Free Forces under Chades de Gaulle were part of the Allied offensive after D-Day, they had captured
relatvely few prisoners of war. However during the war, the Nazi regime had demanded forced labour from French dtzens,
transporting them to work in Germany, and thus the French argued that it was only fair to claim rediprocity for building their
economy from the German prisoners of war. Thus the U.S. agreed to transfer a number of German prisoners of war to their
authority. Sce For French view on the German pdsoners of war, see France, D'affaires etrangere: RG EU4460, Europe 1944-
1960, Vol. 22 / [allemagne| Prsonniers de guerre, aout 1944 -aout 1945., France, D'affaires etrangere: RG EU4460, Europe
1944-1960, Vol. 23 / Prisonniers de guerre, sept 46 - sept 47., France, D'affaires etrangere: RG Y4449, Internationale, Vol. 46
/ Prisonniers de guerre dec 43 - juin 45, 194449, and France, D'affaires etrangere: RG Y4449, Internationale, Vol. 47 /
Pdsonniers de guerre juillet <45 - fevrder 1949, 1944-49.. See also NARA: RG 389, Vol. 459A / 1596, 000.7 General ...Effects
of Press Reports of POW transfer to France on POW morale, 17-Sep-45. for the German prisoners of war reaction to being
sent to France. William Shirer wrote on the change for the prisoners of war. See NARA: RG 389, Vol. 459A / 1596, \William
Shirer on American treatment of German POWs in France, 6-Feb-45..

=4 Sclection was made on the recommendation of the Camp Commanders based on the black’, ‘gray’ and ‘white’ categories.
Most of those chosen qualified as ‘white’ or dlose to it. There was some fear of a Nazi resistance to Allied occupation in
Germany and thus the argument was for repatrating “white’ prisoners of war first. Robin
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re-education project was originally secret, with the War Department only Issuing a press release
on the Fort Eustis Project on 25 February 1946, half-way through the project.

The staff included most of the faculty and selected prisoners from the two previous
special projects (II and III), eleven veteran prisoners from the Idea Factory, and SPD
personnel. Mr. Henry Ehrmann lectured on German history and Captain William G. Moulton
taught U.S. civilisation courses, thus offering a component in German. The curriculum focused
on three topics: democracy, a new history and future for Germany, and U.S. institutions.
Beyond the lectures each morning and afternoon, films in the evening reinforced the key ideas.
The aims were to present a positive portrayal of U.S. society as a political model and a new
opton for Germany’s political future. As part of the democratic functioning, prisoners of war
were required to remove all insignia of military rank and association. The core of U.S.
democracy was presented as the acceptance of compromise between the naturally occurring
mulaple opinions of free people. The faculty had developed a new version of German history
that attempted to emphasize the good aspects of a little known German past rather than direct
confrontation with the Nazi regime’s version. At the same time, Germany’s failures were
blamed upon a citizenry that placed a low pdority on freedom and democracy. A positive
future for Germany would result from her citizens valuing freedom and democracy within a
global community committed to the idea of murual compromise within liberal democracy.226

The opening lecture of the six-day session was “The Democratic Way of Life”,
followed by two more lectures on the U.S. Constitution and political party system. The

emphasis was on the mechanism of compromise necessary for the functioning of the tri-partite

2 In the end, 23,142 prsoners of war attended Fort Eustis. Robin argues that the “negative associational ties” (not having been
a member of a Nazi organization) led to the rejection of everyone except marginal men — those who were “either
cconomically marginal, undereducated, or sodially detached.” Robin, Ron. The Barbed-Wire College: Reeducating German POW s in
the United States During World War II. Princeton, NJ: Panceton University Press, 1995..

2% The fundamental text for the vision of the future was Wendell L. Willkic’s 1943 book One WEorid, Smith jr., Arthur Lee. The
war for the German ntind: Re-educating Hitler's soldiers. Providence: Berghahn Books, 1996.
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system and in the development of two parties with no sedous differences. The film Abe I incoln
(RKO, 1940) was used to show the strength of this democracy even in the face of a civil war.
Two more lectures as examples of U.S. democratic institutions discussed public education and
economic life. Here the movie An American Romance (MGM, 1943), a rags to nches story of an
unskilled Czech immigrant becoming the head of a automobile company, emphasized the
equal opportunity of all — plus labour and management both compromising in order to work
together. Next came lectures on U.S. military government in Germany, followed by the section
on Germany. Here the emphasis was on the unsung democratic traditions in Gemmany, the rise
and fall of the Weimar Republic and the collective guilt of all Germans for failing to stand up
to a totalitarian government. The movie version of the German novel by Anna Segher The
Seventh Cross MGM, 1943), whose central theme was the impact of an ordinary citizen in
making the moral decision to help others escape from a concentration camp, was meant to
drive home the lesson. The final lessons portrayed a positive future for a democratic Germany
within the global community. From Wendell Willkie’s 1943 book, Ore World, the analogy was
to the orginal thirteen states. Germany must make compromises with her neighbours just as
these thirteen had compromised in order to create the U.S. federal government. A final
commencement ceremony each week always included Steven Vincent Benét’s poem “A Prayer
for United Nations”. 27 These selected prisoners of war were repatrated directly to Germany
in the following days.
Repatriation

Each prisoner of war who completed the Administrative course at Fort Kearney, or the
Police Course at Fort Wetherill, or the six-day course at Fort Eustis, was given a certificate

certfying him as a graduate. The intent of the Special Projects Branch was to provide

27 Smith Jr., Arthur Lee. The war ~for the Germran nrind- Re-educating Hitler's soldiers. Providence: Berghahn Books, 1996.
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cooperative personnel to the U.S. occupying forces in Germany. For the prsoners of war
themselves, the stigma of “collaborating’ with the former enemy would be compensated by
being employed upon return, an important compensation in an economy that had been
destroyed.

The reality turned out differently. With rare exceptions, the U.S. authorites in
Germany never recognised the validity of the certificates. The re-education projects, having
been secret, were poorly known even within the military. Also because of the haphazard
communication and the inherent confusion of establishing new goveming institﬁtions, there
was no way to verify the validity of the prisoners of war claims, and the possibility and
frequency of counterfeited certificates were apparent.

More importantly, the Allied forces had agreed to the denazification of Germany as
part of the occupation policy. The revelations of the concentration camps with the gas
chambers and German policies leading to industrialized murder of close to twelve million
civilians reinforced this intendon. Bureaucratcally interpreted, this meant that anyone who had
been a member of a Nazi organization was not allowed to be part of the public service at any
level, from teaching and health services to administrative services. Many of the prisoners of war
who had been part of the re-education projects had formerly been members of one of the Nazi
Party organizations. For the U.S. military authorities goveming in Germany, this fact and not
the prisoners of war subsequent involvement in a little known re-education project was what

counted. Thus, while some individuals, especially those who had been part of the select group
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of prisoners of war making up the Idea Factory,? played a significant role in the post-war
Bundesrepublik Deutschland (BRD, in English FRG Federal Republic of German — West
Germany), there was no direct link with the re-education project.

In June 1947, Dr. William G. Moulton reported on a follow-up study conducted on the
political attitudes and activities of former German pusoners of war who had been a part of any
of the U.S. re-education projects. Dr. Moulton had taught the English classes at Forts Kearney
and Getty. Using addresses provided by the Office of Military Government United States
(OMGLUS) as well as ones he and colleagues had from maintaining correspondence with
former prisoners of war, he spent a menth in Gezmany seeking out these individuals. His
report, putting the best face on a difficult situaton, found that while many of the individuals
still had fond memores of their experience in the re-education projects in the U.S., their main

concern was finding a job and basic economic survival, not proselytizing for democracy.22

British Re-education Projects
British Institutions Linked to Re-education Projects

For the Brdsh, authority for prdsoners of war was held by the Prsoner of War Division
under the War Department. The propaganda efforts, however, were run by the Polidcal

Intelligence Department (PID) of the Political Warfare Executive (PWE) within the Foreign

28 Walter Hallstein who was part of the Factory at Fr. Gerty founded the American Instdrute as part of the university at
Frankfurt am Main and became President of the European Common Market. Hans Wemer Richter, last editor of Der Rufand
Alfred Andersch also from Fr. Getty formed the literary movement “Group 47 with Walter Kolbenhoff, Theodor Plievier,
Wolfgang Borchert and Heinrich B5ll, “who would dominate German literature for the next two decades”. See NARA: RG
389, Vol. 441 / 695, Names of some former special prisoners of war with more important positions from Report on Spedial
Projects of the Office of the Theater Provost Marshal ETO - 30 Dec 45 -1 July 46, .,and Smith Jr., Arthur Lee. The war for the
German nrind: Re-educating Hitler's solidiers. Providence: Berghahn Books, 1996..

2 NARA: RG 389, Vol. 4394 / 40, P\X’ Education Program ... Former Spedial Prsoners of War, 26-jun-47. and NARA:RG
59, Vol. / 206, Pdsoner of War Reorientation ... Report and Recommendations on Special Projects Program in the European
Theater, 10-May-46.. See also NARA: RG 59, Vol. / 204, Report to the Dept of State of the USIE Survey Mission on the
OMGUS Reoricntation Program in Germany, 21-Jul-49.



Office®". Military authority rested with the respective branches of the services. The Wilton
Park re-education programme was conducted in the British Army pdsoner of war Camp 300,
Wilton Park Training Centre, Beaconsfield, Buckinghamshire, southeast of London.3! The
camp commander was Army Colonel Grondona while the civilian head of the re-education
project was Dr. Heinz Koeppler. The central person responsible for the re-education project
within the PWE was Wing Commander F. C. Hitch. 232
The British Political Re-education Projects

Although Britain had entered World War IT in 1939 and had some Italian prsoners of
war from the 1940-1941 North African campaigns, they maintained few permanent prisoner of
war camps on British soil undl the end of the war.233 Given the German bombing and the fact
that Britain, as an island nation, had to import goods by vulnerable shipping, prisoners of war
were transferred to Canada and the U.S. Therefore, prisoner of war camps on Brtsh soil were
mainly temporary transit facilites.

There had been an “anti-fascist” re-education project begun with the Italian prisoners
of war in India®* but this ended early. Only after the Normandy invasion were there significant
numbers of German prisoners of war and hence a new discussion of re-education projects. By

December 1945, almost 200,000 German prisoners of war were in Britain, representing slightly

0 Faulk, Hency. Group Captives: The Re-education of German Prisoners of War in Great Britain. London: Chatto & Windus, 1977. and
Balfour, Michael. Propaganda in War 1939-1945- Organisations, Policies and Publics in Britain and Germany. London: Roudedge &
Kegan Paul, 1979.

31 PRO: RG FO939, Foreign Office - German Section, Vol 276 / Exhibition Camp 300 Wilton Park Tra.lnmg Centre
Beaconsfield Buckinghamshire, 1946-48..

32 PRO: RG FO939, Foreign Office - German Section, Vol. 390 / F. C. Hitch - Correspondence, 194345,

3 For an overall view of the treatment of German prisoners of war in Britain, including the re-education projects, see Sullivan,
Matthew Barry. Thresholds of Peace: Four Hundred Thousand German Prisoners and the Pegple of Britain 1944-1948. London: Hamish
Hamilton, 1979..

4 PRO: RG FO939, Foreign Office - German Section, V'ol. 53 / PID Mission Re-education Policy, 1945-47. Faulk, Henry.
Group Captives: The Re-education of German Prisoners of War in Great Britain. London: Chatto & Windus, 1977.
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less than half of the total 400,000. The remainder were German pusoners of war held in
Canada and the U.S. who were shipped to Britain in the first six months of 1946, 235

In September 1944, a re-education project initiated by the Political Intelligence
Department (PID) of the Foreign Office (FO) was approved by the War Cabinet. For the
British, this decision flowed from the 27 January 1944 inter-Allied decision on the necessity for
the “re-education of Germany, including de-nazification”. Similar to the U.S. and Soviet Union
initiatives, there was both a general re-education project directed at all German posoners of
war and special re-education projects including a youth camp and a school established at Camp
300, Beaconsfield, known as Wilton Park.

Like the U.S. versions, the Britsh version was initially a covert operation, secret to the
Butish public and supposedly to the German prisoners of war. As the re-education projects
only began in late 1944, they must be seen as mainly post-war events. Under the War Office,
the Army was in charge of the prsoners of war and, in the post-war peniod, saw its primary
obligation as providing efficient labour for the contracting businesses. The PID (which later
became the Prisoner of War Department — POWD) met with resistance to its re-education
projects until it was able to show that “camps in which an active re-educational movement set
the tone had up to double the productivity of other camps around them™.236

Each camp was under the military authority of the British Camp Commandant but was
run internally by the Germans following the military structure, with generally the highest

ranking officer designated as Camp Leader. As in the U.S., success of the re-education projects

35 Faulk, Henry. Group Captives: The Re-education of German Prisoners of War in Great Britain. London: Chatto & Windus, 1977. See
also NARA: RG 208, Vol. 407 / 2191, Memorandum about Canada POWs, 6-Jul45., NARA: RG 59, Vol. 58D7 / 24,
Report from Canadian Internment Camps during the Months of Oct, Nov, Dec 1943 by Dr. H. Boeschenstein, appendix by
Dale Brown, 1-Mar-H. and PRO: RG F0939, Foreign Office - German Section, Vol. 396 / Intelligence Report from
Canada, 1946.

36 Faulk, Henry. Gromp Captives: The Re-education of German Prisoners of War in Great Britain. London: Chatto & Windus, 1977.
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vared with the support and enthusiasm of the Camp Commandant. 37 PID/POWD personnel
were responsible for screening the prisoners of war into the political categories of Black, Grey
and White (based on adherence to Nazi ideology and involvement in Nazi organizations).
POWD Training Advisers were responsible for the re-education programmes within the
prisoner of war cami:s. Wing Commander F. C. Hitch, Controller of the POWD, was
responsible for the whole re-education effort for the duration of its existence. Col. Henry Faulk
was central to the re-education projects in the camps and the functioning of the Segregation
Officers and Training Advisors. The Wilton Park programme was directly under the authority
of POWD Controller F. C. Hitch. However, local operations were under the authority of Dr.
Heinz Koeppler, a civilian hired to be Prncipal, and the Camp Commandant Grondona.
Before the end of the war, British opinion about Germany split along poiitical lines.
The majority liberal opinion made the distincton between the German people and the Nazi
regime, with the war seen as the result of fascism, while a minority conservative opinion
regarded Hitler and the Nazi regime as simply carrying out the will of the militaristic,
authoritarian, nationalist German populace. 238 But the April 1945 discovery of the
concentration camps shocked and horrified the British public leading to moral outrage that
conflated all Germans with Nazism. Although the Labour Party swept to power in the July

1945 elections, the liberal view of a political cause to the war (fascism) was often overwhelmed

57 Faulk reports that about 10% of the Camp Commandants fully understood and supported the re-education projects but that
another 10% deliberately hindered the work. The middle 80% were passively cooperative, mainly because the projects had
organisation authority. Faulk, Henry. Group Captives: The Re-education of German Prisoners of War in Great Britain. London: Chatto
& Windus, 1977.

28 Faulk, Henry. Gromp Captives: The Re-education of German Prisoners of War in Great Britain. London: Chatto & Windus, 1977.See
PRO: RG FO371, Foreign Office - Political, Vol. 26585 / British post war attitude to Germany, 1941., PRO: RG FO371,
Forcign Office - Political, Vol. 30928 / Propaganda to Germany - distinction between nazis and German People, 1942, PRO:
RG FO371, Foreign Office - Political, Vol. 39202 / Survey of Brdsh public opinion on post-war treatment of Germany,
1944. and PRO: RG FQ371, Forcign Office - Political, Vol. 46996 / Arttude to German People, 1945. for the changing
artrude about the German people.
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by a moral interpretation of a supposedly innate German militaristic and authoritarian
character?? as the cause.

The Allied victors worked out more details on reparations at the Yalta Summit in
February 1945. They decided to retain German prisoners of war for a period of time after
Germany’s unconditional surrender to work as cheap labour. In Britain, three-quarters of the
work was in agriculture, and the rest in various other industries.® This ‘in kind’ form of
reparations represented a divergence from the WW1I Versailles Treaty reparation arrangements.
A legal basis for not rapidly repatriating German prsoners of war was linked to the new
diplomatic concept of ‘collective guilt’. Collective guilt, ascribed to Germany through the
Stuttgart Declaration of 1945, among other acts, justified the retention of German prisoners of
war, and their continued employment under the same conditions, as part of reparation
payments. The Nuremberg Trials conducted from 20 November 1945 to 1 October 1946
focused world attention on Nazi “crimes against humanity”, another new concept with a clear
moral essence. The perception of National Socialism among German prisoners of war was

summarnized as follows:

For the mass of German POW National Socialism was a way of life, a system of group
atdtudes, which supported the individual in his concept of himself as 2 German, and
was seen through a projection of personal honesty. It was identfied with racial virtues,
patriotism, courage, comradeship, fidelity, self-sacrifice, honour and efficiency.
Polidcally it was seen as 2 movement of reform toward a classless soclety, social justice
and the betterment of the unprivileged. The mass never outgrew a bewildered
incomprehension that the world was blind to ‘the good side’ of National Socialism, as
they phrased it. Later, the staunch adherents solved their dilemma by maintaining thar
National Socialism had been 2 good idea’ that was ‘badly carried out’ or ‘betrayed’ by
the leaders. (Faulk 1977, p. 59)24

The combinaton of the prisoner of war’s petcepton of unfairness at being retained after the

end of the war for labour purposes and their rejection of guilt for the concentraton camps

39 PRO: RG FO371, Foreign Office - Political, Vol. 46864 / Memo on The Mentality of the German Officer/ paper on The
German Character, 1945.
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provided a permanent source of tension in prisoner of war camps. The German prisoners of
war argued for a legal, individual interpretation of guilt, rejecung the “collective guilt” form on
the basis of their lack of individual involvement in the concentration camps or their active
opposition to the Nazi regime. Nevertheless, the diplomatic concept of “collective guilt’
became the basis for 2 moral categorization of all Germans as guilty in most of the public’s

consciousness.

General Re-education Project for All Prisoners of War

In May 1944, the PID launched a re-education project aimed at all German prisoners
of war in the major work camps. The project consisted of the establishment of an Informaton
Room at each camp, lectures followed by open discussion, the German language prisoner of
war newspaper Wackenpost, English language courses and appropriate films.2*2 The central focus
was on the discussion groups creating a non-Nazi tone for the functioning of the camp. The
Informaton Room offered books, newspapers and photographs, promoting the British way of
life and providing information about the current situation in Germany. The PID Training
Advisers brought in lecturers. The POWD published a newspaper, Die Wochenpost, that carried
articles by prisoners of war as well as generally accurate news about the wartime situation
(during the war) and the situation in Germany after the war — including reporting about the
Nuremberg Trials. English language courses were established where possible with teachers
who were mainly volunteers from the local Army personnel or local educational institutions.
Pro-democracy prisoners of war led discussions in the expectation that a new non-Nazi social

group norm could be established.

0 Faulk. Henry. Group Captives: The Re-education of German Prisoners of War in Great Britain. London: Chatto & Windus, 1977.

3 See also PRO: RG FQ371, Foreign Office - Political, Vol. 39225 / German Political Attitudes: War Office Paper, 1944..

#2 While this appears similar to the U.S. Intellecrual Diversion Project, the Brtish did not know that much about the U.S. re-
education projects due to the secrecy.
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The stated goals for the re-education projects varied slightly as the war drew to a close.

Thus a 26 May 1944 document stated:

There are two important aims to be achieved by the re-education of German prdsoners
of war. The first, which may be described as the short-term aim is to assist the Allied
war effort by using converts, or partial converts, as instruments of political warfare;...
The second - the long-term aim - is to ensure that as many as possible of the prisoners
shall return to Germany or Austria after the War as pro-Allied advocates of democratdc

ideals.2%3

A month later, 21 June 1944, the Foreign Office made a further statement, elaborating three

goals:

There were three separate aspects of the re-education of German prisoners of war
which interested the Foreign Office; First, they desired to see individual German
prisoners of war re-educated to the extent that they were susceptible to such treatment;
secondly, it was most important to avoid the spread of Nazi doctrine amongst
personnel in prisoner of war camps, which might result in the return to Germmany after
the war of a solid phalanx of extreme Nazis.... Thirdly, in view of our declared policy of
establishing an independent Austria, it was desirable to segregate Austrian from
German prisoners of war.2#

In September 1944, the War Cabinet made the Political Intelligence Department of the Foreign

Office responsible for segregation and re-education of the German pnsoners of war. Their

document stated:

"The general aims of P.LD. are as follows:

1. To eradicate from the minds of the prisoners belief in the German military tradition
and the Nadonal Sodialist ideology, of which the basis is that might is right and that the
necessity of the state knows no law.

2. To import to the prisoners an accurate understanding and a just appreciation of the
prnciples of democratic government and their implications for the conduct of men
and nations: in particular, to encourage the application of democratic principles to
German conditions as a basis for the peaceful reabsorption of Germany into the
European community, which is a vital British interest.

3. To present the British commonwealth of Nations as an example of a democratic
community in action, while avoiding the projection of Britain as 2 model to be slavishly
copied. )

4. To remove German misconceptions about European history of the last 50 years and
especially about the origin, conduct and results of the two world wars.””245

3 PRO: RG FO939, Foreign Office - German Section, Vol. 445 / German PWs re-education, 1944. ’
*# Faulk, Henry. Group Captives: The Re-education of German Prisoners of War in Great Britain. London: Chatto & Windus, 1977.
35 PRO: RG FO371, Foreign Office - Political, Vol. 39093 / Studies on re-education of Germany, 1944.
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Colonel Henry Faulk, who helped develop the re-education projects, stated the goals
somewhat differently, with a greater emphasis upon the importance of social group idenuty

and the moral beliefs of the German prisoners of war?%. Thus he wrote:

Either one considered the German to be a normal people whose weaknesses allowed
them to be misled by propaganda and social pressure, or one regarded National
Socialism and its leadership as a unity, a reflection of the whole German people,
accurately representing the culmination of their culture, attitudes and desires.

If one favoured the first viewpoint, it was a plausible conclusion that men, who were
not ‘real’ Nazis, would be glad, after so long a period of intellectual isolation, to
welcome again a free flow of information on politics and history. The re-educational
aim, therefore, of this essentially political point of view was the provision of
information and contacts, to enable the individual POW to make comparisons and
come to personal conclusions.

Most observers of the German POW camps commented on the lack of empathy of the
POW in respect to non-Germans, noting that this was partcularly characteristic of the
younger men.

Basically it was the lack of a concept of humanity, of men simply as people. Their
thinking was circumscribed by the concept of Groups; they inhabited a world of living
labels. Undl the group blinkers had been removed and it became possible to achieve a
moral perspective based on a concept of humanity and not solely of conformity to the
group habits, it was difficult to establish an intellectual common ground for any kind of
social or political discussion. On the other hand, once the moral basis was established,
re-education had attained its aim and the political aspect was of little mmport. (Faulk
1977, pp. 59-61)

Screening Officers were responsible for identifying likely candidates for re-education and
Training Advisers worked with the prisoner of war volunteers to establish a consistent
programme of speakers, films, etc. as the basis for group discussion to reinforce the above
mentoned goals. The newsreels showing the liberation of the concentration camps were
included.*” The prisoners of war discussion leaders were not relieved from their work
responsibilities and received no reward for their participation in the re-education projects but

clearly hoped for early repatriation — the goal of all posoners of in the post-war period.

236 This fit well with the project for the ‘moral rearmament of Germany’, see PRO: RG FO371, Foreign Office - Political, Vol.
70607 / Moral rearmament Group work in Germany, 1948.. '
27 PRO: RG FO939, Foreign Office - German Secton, Vol. 371 / Reaction of German POW to atrocity film, 1945.
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The PID relied on both reports from the Segregation Officers and frequent use of
questionnaires to determine the political attitudes of prisoners of war. Their experience with
the re-education project led them to the conclusion that prisoner of war sodial groups normally
formed on an age basis, linked to memory or not of a pre-Nazi Germany, rather than on the
basis of political commitment. The youth, deemed an important target for the future of
Germany, were often categorized as Black, having been exclusively educated under the Nazi
system, and kept in the segregated camps. Also, the pro-democracy volunteer discussion leader
often had little acrual knowledge of British democratic ideals or information of the world
outside Germany. In order to be more effective, the discussion leaders needed more training.
In response, PID established two specialized prsoner of war camps, one for the Youth and the

other a Training Centre at Wilton Park for the discussion leaders.

Special Youth Camp

Holding 1300 men, the Youth Camp (Camp 180) opened in June 1946 and was similar
to all other working prisoner of war camps except for the age restriction and the fact that one
day a week was spent in classes for which the prsoners of war were paid the equivalent of one
day salary. Youth were defined as being between 17 and 26 years old and thus had grown up
exclusively under the Nazi period in Germany?#. While the POWD could keep any prsoner of
war for a longer period, the plan was for a three month stay at the Youth camp, _and thus a set
of 12 days of classes. Approximately 200 men attended classes each day. The original staff
consisted of a specially chosen Camp Commandant, Major F. Woodnot, an Interpreter, and
242 experienced ‘white’ volunteer German prisoners of war accustomed to dealing with ‘black’
youth. The experence of parliamentary democracy was seen as critical and thexe.fore the Camp

was encouraged to elect a Camp Parliament, under German prsoners of war control, to make
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decisions about the camp’s functioning. In practice the Camp Parliament was tansformed into
a Camp Council. The power and limits of this elected Council were described as:
Every hut elects one member. The council has

1. no executive power.

2. the rght to call the German Camp Staff to account in any matter concerning
the camp.

3. the nght to put questions to the British Camp Staff on any question affecting
the camp.

4. the rght and the duty to bring to public attention the details of any complaint
or proposal which, in the opinion of the camp, has been insufficiently
considered.

The Council has had four sittings. The Commandant appeared twice, the

Quartermaster once. Many excellent proposals have already been accepted and the
reason for some regulations the camp inmates did not like have been explained.” 24

Sull the main way for measuring success was through attitude questionnaires and reports from
the Training Advisors on the tone of the camp. These results showed that at the beginning of
each three month session, the youth generally were at the ‘blackest’ end of the range while by
the end, their scores had the same distribution as other camps, that is with the majority grey, a
few white and about an equal percentage black.2? There were also fewer discipline problems
and a greater willingness to do extra voluntary work such as the construcdon of 2 camp chapel.

The long-term results were never measured.

Wilton Park Training Centre

By contrast, the Training Centre at Wilton Park, designed to have 300 xﬁen, was a Six-
week full-time programme, which began in January 1946. Formally designated as prisoner of
war Camp 300, the Training Centre was located at Wilton Park, in Beaconsfield,

Buckinghamshire, between London and Oxford. The location and terrain were meant to

%% For an interesting book on Nazi education, see Childs, Harwood L. The Nazg Primer: Official Handbook  for Schooling the Flitler
Youth. Translated by Harwood L. Childs. New York: Harper & Brothers, 1938.

29 Faulk. Henry. Gromp Captives: The Re-education of German Prisoners of War in Great Britain. London: Chatto & Windus, 1977.

0 On 27 March 1946 a major report by PID on German re-education claimed success with a reduction of prisoners of war
classified as Black from 60% to 25%, with no more than 5% being fanarical Nazis, and “where once there was a general fear
and hatred of Britain, there is now respect and a desire for cooperation.” PRO: RG FO371, Foreign Office - Political, \ol.
55691 / Re-education of the German people and of German POWs: Allicd Policy, 1946.
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suggest more a residential university than a prisoner of war camp, emphasized by the fact that
the tutors wore academic gowns and the head was referred to as the Principal. Selection for the
first session was carried out in December 1945%! with the guidelines including the criteria that
the prisoners of war should be of “white’ status, of an mtelligence capable of am&emic courses,
have homes in the Brtish Zone of Occupation in Germany, preferably be young, and selected
with no respect for rank. They also had to be voluntary since they were stll covered by the
1929 Geneva Convention. The German residence requirement reflected the need for creating
future cooperation with Britain and not just concern about training the prisoner% of war for
return to do re-education in their work camps. Given these guidelines, there were always more
officers than enlisted men and most graduates of Wilton Park felt that no one without at least
an elementary education would have profited due to the academic level of the courses. Given
the six to eight week schedule and the 300 person capacity, between the first session in January
1946 and the last one for prisoners of war in 1948, approximately 4,500 Germans took partin
this re-education project.

Opening with a speech in German by the Director General and Head of the Political
Intelligence Department of the Foreign Office, Major General Kenneth Strong, on 17 January
1946, Wilton Park was seen by POWD as their most important project. In this opening speech,
Gen. Strong acknowledged the actuality of their prisoner of war status and described the

project in these terms:

The fundamental fact can not of course be changed: namely, that you are Prisoners of
War in Britain, but, above this fact, the spirit which will pervade Wilton Park lies in
your own attitude. We have set up this Training Centre on the model of the British
Residential Colleges, establishments where people pursuing collective intellectual
studies live and work together. The art of creating a free community is that of living
together and working together in harmony, without the indiscipline of irresponsible

31 PRO: RG FO371, Foreign Office - Political, Vol. 64554 / Courses at Wilton Park, 1947.



individualism.... You will have an opportunity to do this at Wilton Park, for our

experiment demands your constant and active cooperation.252

Dr. Heinz Koeppler was selected to be the head (called the Principal after the Oxford
tradition) of the re-education programme. A German émigré who had gained British
citizenship, he was a strong and dominant personality who would lead the Wilton Park re-
education project for its duration and then oversee its transformation into an international
centre. While several of his key assistants?? also spoke German, most of the initial fifteen
tutors did not and thus had to rely on interpreters — often German émigrés. Wilton Park
employed the tutoral method with a student-teacher ratio of about 20 to one, which, while
expensive, allowed for an atmosphere tia: encouraged discussion and mutual understanding.
Lectures were given by Koeppler, his teachers, prestigious guests, other selected German
prisoners and people from all walks of Brtish life, with the necessity of translation from
English to German most of the time. But it was the student partcipation, in class and in
discussions, that was perceived as critical for the desired change in attitude.

There were 15 classes operating each day at Wilton Park, each with two or three units
of work and study. Each 90-minute period generally included a lecture (no more than 40
minutes) followed by a question and answer period and discussion. The day was divided into
five periods with one free and not more than three classes required. Two periods each week
were for sports and exercise. The courses included German history, Britsh politics and life,
international relations, current events such as the Nuremberg War Crimes Trals, comparative
democracies, the Weimar Republic, economics and English language courses. The guest
lectures were on both political and cultural questions and were almost exclusively in English.
This meant that German prisoners of war with a good command of English were more likely

to attend these events. Under the supervision of the staff, the prisoners of war also published a

32 PRO: RG FO939, Foreign Office - German Section, Vol. 340 / Directors Files - Wilton Park, 1946-47.
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camp newspaper called D#e Briicke, which had no distribution beyond the camp and often
functioned as an end of session publication of comments by the “students™.

As the sessions at Wilton Park began only in January of 1946, the lectures and
discussion on democracy and current events, including the Nuremberg Trials, were frequently
centered on the changing status of the various European countries and the relations berween
the Allied powers. On 18 January 1947 a report by Camp Commandant Grondona, who was
also an economist and lecturer at the camp, complained of the difficulty caused by Lady
Astor’s address to the German students on 13 January 1947 where she castigated Catholicism
and Russia. Colonel Grondona saw this as a reinforcement of the Nazi ideology of anti-
communism and thus in support of National Socialism as a whole among the German
prsoners of war.?* In the spring of 1948, because of the political situation in Czechoslovakia,
an artcle by the Dean of Wilton Park, Alex Glasfurd, in Die Briicke, warned that accepting
communism as 2 legitimate political opponent was very dangerous.?5 This anti-communism
echoed for many German prisoners of war a central tenet of the Nazi ideology and reinforced
their arguments with their captors about the weakness of democracy as a political system as it

offered the potential for an electoral victory of the Communist Party.256

33 Waldemar von Knéringen, second in command to Koeppler, and Fritz Borinski among others. Smith

#* Cockeroft, James D. "Introduction: Allende’s Words Then and Now." In Salsador Allende Reader: Chile's Vvice of Democracy, ed.
James D. Cockeroft and Assisted by Jane Carolina Canning. Melbourne, Australiz: Ocean View Press, 2000.

35 PRO: RG FO371, Foreign Office - Political, Vol. 85537 / Formaton of Anglo-German assodiation, 1950.

PRO: RG FO371, Foreign Office - Political, Vol. 85538 / Formation of Anglo-German association, 1950.

6 In June 1970, Henry Kissinger, chicf of National Security told the White House “Committee of 40”, which he headed, that
should Allende win Chile’s elections “I don’t see why we need to stand by and watch a country go Communist due to the
irresponsibility of its own people.” On September 16, 1970, Kissinger told a group of editors that Allende’s Chile could
become a “contagious example” that “would infect” NATO allies in southern Europe. An ex-aide of Kissinger’s later
observed: “Henry thought Allende might lead an and-U.S. movement in Latin America more effectively than Castro, just
because it was the democratic path to power.” See Smith Jr., Acthur Lee. The war for the German mind: Re-educating Hitler's soldsers.
Providence: Berghahn Books, 1996.
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Repatriation and Beyond

Unlike the Soviet and U.S. re-education projects, the British never stated that
participation would lead to jobs with the British occupation government. This meant that
neither the frustration and confusion of the U.S. repatriated prisoners of war situation nor the
deliberate organization of the Soviet prisoners of war happened. However, there was a desire
on the part of the graduates of Wilton Park to create an association of “Wiltonians’ upon
repatriation to Germany. While this was often encouraged by the tutors at Wilton Park, the
British authorities both officially discouraged their creation and refused to give any special
privileges to the members. However a number of such associations were created and
functioned briefly as cultural or social clubs for the former prsoners of war.27 Thus in 1948 a
German newspaper reported on meetings initiated by former Wilton Park participants where
“German and invited English guests were debating important issues vital to Germany in a
refreshing manner of equality, each being permitted to voice opinions and defend positon in
an atmosphere of complete tolerance.””258

In 1947 the British began to repatriate their German prisoners of war and to
contemplate the end of these re-education projects. W/C F.C. Hitch, Dr. Heinz Koeppler, Col.
Henry Faulk and others insisted upon the value of Wilton Park for the general re-educaton of
Germans and argued for inviting German civilians from the British Occupation Zone in
Germany to participate in these courses. The decision to include civilians was taken in January
1947. The June 1948 session was the last to include pdsoners of war.

Wilton Park Centre continued with its programme in 1948, having replaced the
prisoners of war with German civilians from the British Sector while maintaining the structure

and much of the curriculum with a shift in focus to the history and future of British-German

257 Keezer, Dexter M. 4 Unigue Contribution to International Relations: The Story of Witton Park. London: McG raw-Hill, 1973.
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relations. This Anglo-German focus was sustained until 1956 when the Wilton Park training
centre was transformed into an International Conference Centre, still linked to the F oreign
Office. The Centre offered an OECD-wide focus to replace the earlier Anglo-German
focus.® Transformed again in 1972, the Wilton Park International Conference Centre
continues®¥ to conduct conferences with a global perspective and still receives some of its
money from the Foreign Office, although it enjoys other financial sources and more

autonomy. !

56 Kevzer, Dexter M. .4 Unigue Contribution to International Relations- The S, tory of Wilton Park. London: McGraw-Hill, 1973.

B Welch. David. "Citizenship and politics: The legacy of Wilton Park for post-war reconstruction.” Contemporary Enropecs:
History 6, no. July (1997): 209-18.

260 The Web site for these conferences is www.wiltonpark.organisaton.uk.

! Keezer, Dexter M. A Urigue Contribution to International Relations: The S, tory of Wilton Park. London: McGraw-Hill, 1973.



Chapter 8 Analysis of the Re-education Projects in Terms of Propaganda Paradigms
and Curriculum Perspectives
This chapter discusses the Allied re-education projects from the viewpoint of the

propaganda paradigms and curriculum perspectives used. Each re-education projects will be
situated within the relevant, rapidly changing historical context of WWIL Respecting the
chronology of eveats, the Soviet re-education projects will be presented first, followed by those
of the U.S. and Britain. A profile for each Allied re-education project is created by choosing
which of the propaganda paradigms and which of the curriculum perspectives best describes
the actions and thoughts of the originators of each of the different projects within a country’s
overall re-educaton project. As no re-education project was explicitly developed as an example
of one or another of the contemporary propaganda paradigms or curriculum perspectives, the
designation depends on the presumed reasoning of all those involved in the re-e&ucau'on
projects. Explicitly, for example, frequent expressions of concern about changing attitudes or
the measurement of attitudes, in the archival or secondary sources, suggested the Positivist
Ardtude Change propaganda paradigm while concern using the projects to transform society
would be ascribed to the Radical curriculum perspective. As demonstrated in the previous
comparison of propaganda paradigms and currculum perspectives,®? there is a wide range of
overlapping concerns within the interpretive frameworks. This means that the designation
depends more on interpretation than empirical data that could definitively distinguish one
approach from all others. With these limits in mind, this chapter presents a profile of each
country’s projects as an imperfect exemplar of the relevant propaganda paradigms and

curriculum perspectives.

62 See How the Propaganda Paradigms and Curriculum Perspectives Accord, page 78.
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Recall that propaganda paradigms focus on the source, the audience, the message, the
specific rhetorical techniques, the means (media forms) and the intent of the orginator, based
on the presumption of an oppositional stance. The five propaganda paradigms used are the
‘positvist attitude change’, the ‘historical sociological’, the “American humanist propaganda
analysis’, a neo-marxist feminist rhetoric critique and the ‘comparative rhetoric critique’3.
Briefly, the Positivist Attitude Change paradigm emphasises external manipulation that leads to
a shift in a single attirude. The Historical Sociological paradigm sees propaganda as necessary
for the state functoning in industrial societies in order to integrarte people into a strucrurzlly
unjust society. The American Humanist Propaganda Analysis paradigm believes that people
can be immunized to the effects of propaganda by training in the techniques of propaganda
analysis. The Neo-marxist Feminist Rhetoric Critique approach seeks a radical critique of all
unequal power relations in society. The Comparative Rhetoric Crtique paradigm asserts the
manufacture of consent, mainly through the role of the mass media.

In contrast, curriculum perspectives focus on the role of the student, the teacher, the
school and the courses given. The four perspectives within curriculum studies presented were
the Systematizers, Radicals, Existentialists and Deliberators. The Systematizers see curriculum
as The Plan to be applied everywhere, in all circumstances. The Radicals emphasises the
possibility of education playing a role in a social transformation towards a more just society.
Existentialists see curriculum as the personal expenence of the students, thus dependant on
their internal motivation more than the external tnput from teachers. The Deliberators see
curriculum as a practical art for the development of a plan appropriate to the specific local

school system, arrived at through extensive discussion among all concerned.

23 Sce the Propaganda Paradigms, beginning page 30.



Two further distinctions between propaganda and education provide ad&itional
considerations for the designation of the appropriate interpretive frameworks for these Allied
political re-education projects. One is the time frame involved. The other is the overt or covert
nature of the source of the message. The accustomed time frame for curriculum perspectives is
lengthy, with the minimum being an academic year and ordinarily inclusive of the years from
kindergarten through high school, university or other formal educational institutions. The
presumed time frame for propaganda campaigns varies from a single day’s treatment of a
content to longer term campaigns. In some cases, for particular actions, propaganda campaigns
can cover generations. In the case of propaganda, the time frame is determined by the historic
event involved rather than the academic calendar. Secondly, the overt or covert status of the
source often distinguishes propaganda from education. Propaganda may be overt or covert
with respect to the source. The originator decides on the overt or covert status of the source of
the propaganda based on the likely effectiveness of the campaign if the true source is known.
By contrast, education is an open, publicly sanctioned activity from a known source. These
considerations play a role in the choice of which interpretive framework is most appropriate
for the various Allied re-education projects. The projects are presented in their chronological
order.

Soviet Union Re-education Projects

From their beginning in 1942-43, the Soviet Union’s re-educaton projects were overt.
Recruitment of the German prisoners of war to either the NKFD or the Bund Deutscher
Offiziere was openly for propaganda campaigns aimed ultimately toward the German soldiers
and citizens. Those prsoners of war joining knew that they would be expected to participate in
front-line propaganda encouraging surrender by the soldiers of the Wehrmacht and the

overthrow of the Nazi regime by German citizens. The Antifa schools had the dual purpose of
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training the members of the NKFD and the Bund Deutsch-er Offiziere both for further
recruitment in the prisoner of war camps and for participation as cooperative personnel in the
future occupied Germany.

Historical Context

The Soviet Union’s re-education projects began when the Soviet Union was still being
defeated by the Wehrmacht and so related to that military siituation. The re-education projects
thus began as specifically relating to the propaganda purposes of the Red Army. However, the
NKEFD and Bund Deutscher Offiziere propaganda campaigns continued until the end of the
war. The Antfa Schools expanded as the military situation irmproved, a situation that
engendered the prospect of a future Allied victory and occupation of Germany. All Soviet re-
education projects grew larger to the extent that they served an increasingly likely prospect of a
German defeat followed by a military occupation of a Germ:any by the Allied armies.
The NKED and Bund Deatscher Offizzere

The Soviet Union’s propaganda campaigns were distinctive in a number of ways. The
benefit to the Soviet source was obvious: the more Wehrmacht soldiers who surrendered, the
greater the chance of Soviet Union victory. Likewise, if the Nazi regime was overthrown, the
assumption was that a rapid peace process between Germany and the Allies could end the war
in Europe. The benefit to the German Wehrmacht audience -was also explicit: the death rate on
the Eastern front was high and, unlike the earlier history of Bilitzkrieg successes, this Eastern
battle was draining Germany’s resources and augured the possibility of greater and greater
destructon of the German homeland.

The means for recruitment to the NKFD and Bund Deutscher Offiziere were person-
to-person contact, leaflets, and meetngs held orginally by German émigrés, members of the

KPD. Thus, language was not a barrier. Nor was the recruiter-teacher’s credibility in terms of
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knowledge of the real situaton in Germany as these German émigrés had fled after the
installation of the Nazi regime and were intent on returning to Germany. The propaganda
message was the need to ‘save Germany from the Nazi regime’, with the subtext for the Bund
Deutscher Offiziere of potential involvement in a future govemment should they be
successful.?¢* The Soviet intent was to build a public anti-Nazi campaign at the same time as
lending credibility to the Soviet national myth of being 2 peace-loving nation unfairly attacked.

With this intent, the funcdoning of the Nationalkomitee "Freies Deutschland"” and
Bund Deutscher Offiziere was most similar to the Positivist Attitude Change paradigm for
Propaganda analysis in its focus on the desired change in a single political attitude. However,
reliance on covert manipulation of the situation as the key means to achieve this goal was
absent. Instead, persuasion was emphatcally based on a rational argument by a clearly
identfied source. Logically this follows Nkrumah’s definition of propaganda as ‘telling the
truth’. None of the current propaganda paradigms deal fully or clearly with this approach as all
include the presupposition of an oppositional relationship between source and audience.
The Antifa Schools

The four-month-long Antifa Schools?5 were conducted in both central and regional
schools, parallel to the spread of prsoner of war camps throughout the Soviet Union in the
1943-47 period. The teachers were mainly the German émigré population or German speaking
Russian political commissars, including university professors. The curriculum focused on a
core of Marxist-Leninist political analysis and the revolutionary history of the Soviet Union.
The Marxist-Leninist political analysis presented as an extension of the dialectical and historical

maternalist philosophy well known within Germany. Prisoners of war of all academic

*4 It is worth noting that the most famous artempt on Hitler’s lifc was by high-ranking members of the officer corps — the 20th
of July plotin 1944. No link was ever cstablished between these conspirators and the Bund Deutscher Offiziere. However,
this acdon does demonstrate the artraction of the argument of ‘saving Germany by getting dd of Hitler'.
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backgrounds were accepted, although the material was presented at a faily high ;academic level.
The dialogic question and answer method was used for group discussions. The dialogic
question and answer method sometimes degenerated into providing rote answers to the
communist catechism. However there were also many reports that these courses provided new
vistas, even to university graduates. The academic goal was the understanding and the ability to
apply a Marxist-Leninist analysis to German and European history as well as to current events.
An equally important goal was the technical training for leaflet and newspaper production and
radio broadcasts. While not 2 requirement for completion of the session, there was an intense
effort by the German émigrés to recruit the pdsoners of war to the German Co@@st Party
with its project for rebuilding German sodiety in the aftermath of the war.

In terms of curriculum perspectives, the Antifa schools incorporated the
transformation of society concerns of the Radical perspective along with the Academic
Radonalism’s concern with promoting the canon of what was deemed to be the .best of human
achievement. For the Soviet Union this meant including philosophy and literature courses
along with the core achievement of the Soviet explanation of the causes of WWII and the
cesired future role of German-Soviet relations. While the technical training was equivalent to
that of the U.S. Special Administrative and Police Schools, recruitment to a pa/itz';'a/ party where
these skills would be useful in the future played no role in either the U.S. or British re-
education projects. Another distnctive feature was that the German émigré teachers would be
returning to Germany, facing the same future that the students would know. This mimics a
presupposition of educational curriculum perspectives that the teacher and smdc;nt are both
participants in the same national society — a presupposition that was contradicted in the staffing

of the other Allied re-education projects.

5 The name Antifa Schools comes from curriculum being specifically ant-fascist.
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U.S. Re-education Projects

Begun in late 1944, the re-education projects in: the U.S. included the Intellectual
Diversion project, the Special Schools and the Fort Eustis project. All were developed and
controlled by the Special Projects Division, with Maj. Edward Davison in charge. While under
the same general rubric, each project had a distinct purpose, shiftng with the changing
historical context.
Historical Context

The re-educaton projects began when Allied victory was probable if not assured. The
Soviet Union’s Red Army was beginning to drive the German Wehrmacht from Russian
territory, an event greeted with admiration by the U.S. public after two years of reports of the
massive devastation and courage of the Soviet people during the prolonged fighting. The major
role of the Soviet ally in the fighting in the European theatre promoted popular acceptance of
the Communist regime for Russia. Hollywood movies promoted this benign view of the Soviet
system. Although Germany was exclusively portrayed as the enemy in the media, the U.S.
diplomatic elite recognised the importance of future relations between the U.S. and Germany.
The U.S. re-educaton projects concentrated on this presur;:xed future. At the same time, the
current enemy status of Germany required secrecy for the projects as military officials feared
repisals by the Nazi regime against American prisoners of war.
Intellectual Diversion Project

The Intellecrual Diversion project, running from September 1944 untl April 1946, had
as its stated goal to “create and foster any spontaneous reaction on the part of German

prisoners of war which would encourage a favorable respect on their part for American
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insttutions™66. This re-education project came about as the result of negative news reports of
murders, forced suicides and beatings of German prisoners of war by Nazi German prsoners
of war. This situation of political murders reflected the effective control of the pusoner of war
camps by the Nazi element within the Wehrmacht, especially the NCOs. The Intellectual
Diversion re-education project had two goals: to break this control and to combat the German
attitude that saw the U.S. as inferior. The Nazi regime described the U.S. as a cultural
backwater that was the result of the “mongrel nature” of an immigrant-based society. This
Nazi view of the U.S. oddly reciprocated the U.S. negative attitude towards ‘old Europe’,
which was seen as always being engaged in petty infighting, based on parochial national
identities. Even Nazism was orginally understood is the U.S. as only the latest vanation of
German hyper-nationalism?7. The propaganda intent of the Intellectual Diversion project was
to change the negative German opinion of the U.S. to one that respected U.S. institutions and
society. The potential benefit to the American source was a greater ease in the future military
occupation of Germany. As well, a long-term goal was ‘winning the peace’, to be accomplished
by having Germany follow the U.S. model in becoming a liberal democracy.

As a propaganda campaign, the source — the U.S. Army — was never in doubt to the
German prisoners of war, regardless of the secret status of the project to the citizens of the
U.S. The German prisoners of war understood that everything that happened in the camps was
controlled by the U.S. military. The American military view of the German prisoners of war
audience was also simple: while formally the U.S. Army recognised that different political
opinions existed within the Wehrmacht, the Army command acted on the assumption that all

prisoners of war were Nazis. Therefore the Intellectual Diversion project was directed at the

6 NARA: RG 389, Vol. 459 / 1638, 383.6 General .. Conference with Assistant Secretary of State Archibald MacLeish on
German POW Intellectual Diversion Program, 19-Mar-45.
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whole of the prisoner of war population. Even for anti-Nazi prisoners of war, who were likely
to be social-democrats or communists, the promotion of the U.S. model of liberal democracy
was not inapproprate from the American source’s point of view.

"The propaganda message was that the U.S. represented 2 new and superior model, one
based on a process of compromise between the legitimate interests of varied segments of the
society, as expressed through a democratic electoral system. This reflected the U.S. national
myth that democratic structures had solved, or were in the process of solving, all social
problems, including racism against black citizens.

As noted earlier, censorship is the constant corollary of propaganda. With the
beginning of the Intellectual Diversion project, films showing the ‘seamy side of the U.S.” were
now censored. These films were replaced by those with success stores, emphasising the
strength of the U.S. society?®. Also books in the prisoner of war camps’ libraries were screened
to remove those with a clear Nazi viewpoint, replaced by books with pro-democratic or
positive stories. The local camp newspapers were supplied with stories having an ant-Nazi
slant written by the members of the Idea Factory at Fort Van Etten. The natonal pasoner of
war newspaper Der Rafran stories by anti-Nazi writers. Due to the lack of real kﬁowledge
about the target audience by the U.S. personnel in charge, this propaganda campaign
incorporated specially selected German prisoners of war into the staff of the Idea Factory.
These specially selected German prisoners of war modified some of the material but were not
truly part of the creation of the purpose or intent of the propaganda project. 269 The Academic

Rationalism curriculum perspective was reflected in the choice of articles for Der Raf, which

7 Robin, Ron. The Barbed-Wire College: Reeducating Germran POV in the United States Daring World War II. Princeton, NJ: Princeton
University Press, 1995.

2% NARA: RG 389, Vol. 439A / 40, Movies Shown to German POXs, .

242 This is in contrast with the Soviet Union re-cducation projects where the members of the German Communist Party in exile
were at least junior partners if not fully determinant of the propaganda campaign within the prisoner of war camps.
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tended toward the literary rather than journalist tone. This reflected the goal of attracting the
intellectual elite to the new democratic perspective.

"The Positivist Attitude Change propaganda paradigm best reflects this approach of
identifying a specific goal and arranging circumstances in an attempt to force the outcome.
During a wartime situaton, where victory for the U.S. side was probable, there was little
hesitation about engaging in this type of campaign by both those undertaking the project and
the broad public — at least as reflected in the U.S. newspapers of the ime. Hesitation and even
open opposition came mainly from two sources within the U.S. government itself — those in
the military who worried about reciprocal treatment of U.S. prisoners of war in enemy camps
and the prisoner of war camp commanders who were seeking to provide an efficient labour
supply to the civilian contractors. The same Nazi NCOs who were responsible for the murders
and deaths were also key in disciplining the German troops to be an efficient work form. Thus
the camp commanders were often loath to allow interference with the existing system. In the
end, changes in the Nazi control of the pdsoner of war camps came only via the transfers of
undesirable personnel, 7o from a genuine change in attitude on the part of the prsoners of war
even after the Wehrmacht’s defeat.

Special Schools and Fort Eustis Project

The Special Schools began shortly after the end of the war in Europe within the
historical context of the decision to divide Germany into military occupation zones. Occupying
armies have to face both the normal problems of govermnment and the possibility of resentment
by the inhabitants at their presence. The U.S. had a draft army with the U.S. population
expecting rapid demobilisation of their family members after the war. In addition, the U.S.
economy was booming and military pay was less than what the average worker could expect.

But a military occupation of Germany required adequate personnel to deal with day-to-day
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administrative tasks. If the training of prisoners of war could take place before their
repatriation, this was a clear advantage to the U.S. government in providing German personnel
to do administrative tasks for OMGUS (the Office of Military Government United States).

Running from May through December 1945, the Special Schools sought to prepare
administrative and police personnel to assist the U.S. occupying forces in Germaﬁy. On the
one hand, the schools represented a propaganda campaign focused upon revising the German
natonal myth and promoting the U.S. model of democracy. On the other hand, they
represented an educatonal curriculum with courses pertaining to U.S. military occupation
regulations and police procedures. The propaganda aspects included an appeal to a common
European civilisation, where a comparison was made between a revised German national myth
and the U.S. democratc institutions, with the emphasis on a German past that included
democratic structures. The ‘German problem’ was identified as an over-reliance upon
‘prnciples’ rather than a recognition of the value of compromise. Courses on the U.S.
government presented a version of the U.S. national myth that promised a non-class-divided
naton through the process of the recognition of divergent points of view leading, through
discussion, to compromise. This process was contrasted with the U.S. version of the German
national myth of Germany being a country where the population segments held rigidly to
prncipled positions rather than seeking compromise for the greater good of the whole.

Unlike the Intellectual Diversion project, the Special Schools had a definite two-month
time frame with an explicit curriculum. The main classroom techniques used in the Special
Schools were lectures and group discussions. The students were specially selected prsoners of
war, not the prisoner of war population as a whole. The hope was that the German prisoners

of war would be the opinion leaders in their communities upon their repatriation. The teachers
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were both U.S. military personnel and some of the prisoners of war from the Idea Factory.?0
None of the U.S. teachers were career Army. Rather, they were drafted teachers who reflected
the attitudes and concermns of their academic roles in civilian life.27!

The schools took place in special prisoner of war camps without the usual restrictions
of all other prisoner of war camps, such as respect for military rank. This non-respect for rank
was further developed in the classes where generals could be taught by sergeants and enlisted
personnel could know the answers before the officers could. This classroom procedure was to
be an active demonstration of supposed U.S.-style democracy and equality, specifically
countering the authoritarian and militarisic German tradition. This American disrespect for
rank and status is in sharp contrast to the Soviet decision to accept German status concern by
formulating two separate propaganda campaigns, one directed at the officers (the Bund
Deutscher Offiziere) and one directed at all mulitary personal (the Natonalkomitee "Freies
Deutschland").

The textbooks for the Special Schools were either written by the Idea Factory
personnel or by the Army itself with translation provided by those who spoke German. Most
of the U.S. personnel were not fluent in German, the language of the students. The pressure
was for the German prisoners of war to learn English, not vice versa. This lack of German
language capacity of the personnel contributed to a sense by the prisoners of war of non-
respect for the German sodiety, countering the argument for true equality between the German

posoners of war and U.S. personnel.

7% It should be noted that even in the post-war contex, cooperation by the German pdsoners of war with the (former) enemy
stll carried the potential for accusations of having been 2 traitor. The sisk for the German pdsoners with the Idea Factory of
being accused of being a traitor was reduced by the fact that only ‘white’ prisoners of war had been selected for the Spedial
Schools. Also the fact that these German prisoners of war had volunteered for these Special Schools meant that their
behaviour could also be construed as having cooperated with the ‘enemy’.

1 Robin, Ron. The Barbed-Wire Collige: Reeducating German POW™s in the United States Daring World War II. Princeton, NJ: Prnceton
University Press, 1995.
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In terms of curriculum perspectives, the Special Schools in the U.S. re-education
project reflected the concermns of the Radical and the Academic Rationalism appgoaches. Asin
the Radical perspective, these projects sought to use the curriculum to make a significant
change, creating a different future for German society. But as in the Academic Rationalist
approach, the appeal also was to the common ideals of an idealized Western Culture.
Specifically the emphasis on compromise based on reason and rationality formed an important
part of the curriculum.

The Fort Eusts project, conducted during the first three months of 1946, returned to 2
more propagandistic campaign format. While still being directed at selected prsoners of war
rather than the whole prisoner of war population, the six-day framework with a éro—democracy
content reverted almost entrely to the Positvist Attitude Change paradigm where the purpose
was simply to promote pro-U.S. attitudes.

British Re-education Projects

Beginning in late 1945 and 1946, the stated purpose of the British generai re-education
projects was to prevent future wars by instilling in the Germans a respect for democratic
Instrutions and a correct understanding of the past fifty years of European history, including
the causes and results of the two world wars. The British presuppositions included a view of
Britain as the epitome of civilisation with a global responsibility as represented by the British
Empire. Part of the British national myth included the role of the bourgeois revolution in
creating the democratic parliamentary form of government. One view held that Germany’s
history of non-democratic government was the result of the lack of a bourgeois revolution
where the power of the aristocracy was replaced by democratic parliamentary fo:ysms.-'r’2 At the

same time Germany and England shared a common past and historic links through royalty.

#2 PRO: RG FO371, Foreign Office - Political, \'ol. 46878 / FORD paper on 'Foreign Policy of Germany 1919-39", 1945,
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The use of a revisionist version of the German national myth, while promoting the British
national myth as 2 model, was similar to the U.S. scheme.
Historical Context

The British re-education projects began after the D-Day 1944 invasion when increasing
numbers of German prisoners of war were kept on the continent or within Britain. The
Projects contnued until 1948, covering the period of time of degenerating relations with the
Soviet Union and the development of the Cold War. The focus during this period began with
post-war considerations of de-nazification but was subsequently replaced by an emphasis upon
reinforcing Briish-German links within the Western capitalist side of the Cold War. The
retention of German prisoners of war after VE day was based on an inter-Allied agreement
conceming reparations. As no peace treaty was ever signed with Germany, the legal basis for
the immediate repatriation of German prisoners of war was left open. In effect, part of the
post-war reparations was the labour of the German prisoners of war at low wages In several
Allied countdes. The British re-education projects were mainly developed within this post-war
context.

General Re-education Project

As the British re-education projects developed in the 1945-47 period, the descrption of
the problem of Nazism shifted from a political one to a moral one. A British goal of re-
education projects was a change in moral attitude in the German posoners of war. The Nazi
moral system was seen as having valued violence and identity with the nation. The British
sought to replace this attitude with one emphasizing a moral appreciation of the full humanity
of all people. An attitudinal shift was expected to result from the group discussion leaders’

providing a model of correct moral behaviour, pointing out the problems in the Nazi approach
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that had stressed the rights of the collective over individual rights.Z’3 This general re-education
project was directed at all German prisoners of war. Lectures and various information and
reading material were also provided, including the publication of a national prisoner of war
newspaper called Dée Waochenpost. Even this written material was seen to only be effective if its
content became part of personal self-evaluation and discussion within a group identity-forming
dynamic.

Because the British instituted segregation of prisoners of war by political tendency and
operated for the most part after the defeat of the Nazi regime, they faced fewer problems of
Nazi control of the camps than did the United States. The consequent benefit to the British
included higher prisoner morale with fewer work problems, which became the motivation the
PID used to get the prisoner of war camp commandant’s cooperaton.

The use of a moral approach also fit with the popular, though not the legal, sense of
German “collective guilt,” a concept given great play after the extensive exposure of the
horrifying Nazi death camps. If each individual German shouldered his share of the collective
guilt, then the individual prisoner of war’s low-paid labour contribution to war reparations was
justfied.”7+

The Brdsh general re-education project fits the Positivist Attitude Change propaganda
paradigm with the identification of a specific attitude as the problem, the cr&tiox_l of a different

moral attitude as the solution, and the manipulation of group dynamics as the means.

73 Most interesting is Faulk’s explicit denial of a political or economic analysis having any role to play, any validity for the re-
educadon projects. Faulk argues for 2 moral lack that the Nazi ideology engendered based on an overempbhasis of the group
and an underplaying of the individual and therefore a reduction of empathy and sympathy between individuals. So the
artitude change he promoted in the prisoner of war re-education projects was a ‘group ethos’ based on individualism and
empathetic identity with other individuals. Only this group ethos — and not the one that identifies with the nation— was
deemed acceprble for the Germans. Faulk sees this as consonant with British national group ethos approaches. He admits 1o
the stercotyping used by both sides — by the British civilians and the German prisoners of war — but he sees no possibly
inherent problem in the British group ethos of ‘individualism’, which needs no modification whatsoever. There is no mention
of the racism inherent in the British “group cthos™ with respect to India, Africa, or other parts of the British empire, or their
nationals residing inside Britain. In fact, Faulk makes no mention of cither British imperalism or of Brtish history ar all
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The Youth Camp

The Youth Camp extended this propaganda campaign while incorporating aspects of
curricular concerns. The young German prisoners of war constituted a specific audience with a
distinctive Nazi educational background that needed challenging. The young German Nazis
also were presumed to be particularly subject to the moral failure deemed to be the source of
Nazism. The main curriculum problem for the British authorities was identified as the Nazi
distortion of history, which was to be corrected by a revision of the German national myth.
This revision of the German national myth focused on what would be required of Germany
for it to have the right to rejoin the ‘community of nations’. Britain was presented as a model
of a successful bourgeois revolution with its transition from an amstocracy to a democracy. Like
the U.S. version of democracy, the British emphasized sharp debate of representatives of
different segments of the population resolved by mutual compromise — and a beer together in
the pub afterwards. With the Labour Party in power, the right of the various segments of the
populations included a recognition of the working class as one of these ‘segments’. Occurring
both during and after the Nuremberg trials, the British curriculum for the German pdsoners of
war voiced a concern for relevance. In the Youth Camp, the re-education project aimed at
having an impact on general artitudes towards a broad range of political issues, as well as
addressing the perceived moral failure of de-valuing the individual with respect to the
collectve.

The Youth School classes were meant to mimic something of the liberal education that
was part of the British curriculum for its own high-school-age youth. The classes were also

structured to provide a critical analysis of the distortions the Nazis had introduced into their

% Faulk, a2 major authority in the administration of the British re-education projects who later wrote a book about them, notes
that this moral concept of collective guilt was never generally accepted by the German people. Faulk
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account of German history. Additionally, the use of elections for the camp officers?’5 was
integral to the curriculum. The view of youth as not yet fully formed, still malleable to become
responsible future citizens, formed the basis of the Youth Camp. Attitude surveys had shown
that the younger German prisoners of war were generally more pro-Nazi in their attitudes than
the older ones. The means to change this was a structured series of lectures with the same
emphasis on group discussion and group dynamics as in the general re-education project. The
presumed benefits were the same with the additional educational outcome of a body of youth
who had experienced an embryonic form of democratic functioning.

In terms of propaganda paradigms, the Youth Camp re-education project fit the
Humanist Propaganda Analysis model by teaching a critical approach to German history and
the Nazi distortion techniques. The project also fit a Posidvist Attitude Change model by
deliberately using group identity and group dynamics in its approach.

In terms of curriculum perspectives, the Youth camp fit the Radical model since the
curriculum sought to redress a specific social historical situation. The curriculum also reflected
some of the Existendalists’ concem for individual experience in its emphasis on the centrality
of elections and thereby the POW's’ ability to control part of camp life and rewrite the camp
consdtudon.

Wilton Park

Wilton Park was the longest and most elaborate British re-education project. Begun in

February 1946, it involved German posoners of war until 1948, after which German civilians

became students in the programme. By the end of the prsoner of war era, the curriculum was

5 Recall that normally the German officer in charge within a prisoner of war camp was simply the highest-ranking officer that
was acceptable to the hold authority. Thus they were appointed and not elected. Neither the British nor the German army
had any history of electing officers and the prisoners of war were legally still scen a2 members of the military in temporary
custody of the enemy forces.
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already shifting to reflect the intensifying Cold War diplomacy, while trying to avoid any
reinforcement of the Nazi version of the ant-Bolshevik principle. The curriculum increasingly
focused on British-German relations until the transformation of Wilton Park into a conference
centre in 1948, stll funded primarily by the British Foreign Office. The Conference Centre
expanded its mandate from Anglo-German relations to the Europe Community and finally to
the global perspective with which it currently functions.

The purpose of the Wilton Park re-education project was the creation of cooperative
personnel for use in both the general re-education project in the other prsoner of war camps
and use by the British occupational forces in Germany when repatriation began in 1947. There
Was an attempt to give participation in the Wilton Park re-education projecta poéitive status in
the eyes of the German prisoners of war. The students at Wilton Park were self-selected
German prsoners of war who volunteered for this programme. Each pdsoner of war required
the recommendation of their current camp commandant as a means to screen out those who
had volunteered out of opportunist hopes for early repatration. The teachers included German
speaking British citizens and German émigrés. A naturalized British citizen of German origin,
Heinz Koeppler, was the Principal. However, most lectures were stll conducted in English
with translation provided by both the staff and cooperative German prisoners of war. Also,
while the school facilities at Wilton Park were standard army Quonset huts, there were fewer
guards and fewer constraints than at regular prisoner of war camps. This was a conscious
attempt to mimic a residential British college. For instance, regulations allowed the prisoners of
war to wear uniforms without rank insignia and even civilian clothes when on field tdps to
town. The Principal and other staff often wore academic gowns as if they were at Oxford,
again creating the atmosphere of a privileged educational institution rather than a posoner of
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The curriculum focused on British history and institutions, a revision of the German
natonal myth, English classes, and current events — all leading to open discussion and debate.
Mock elections were held until the German prisoners of war started taking them sedously in
political party terms. All lectures, including those by invited speakers, were followed by
discussion groups with the intent of encouraging critical thinking but arriving at an agreeable
compromise.

Wilton Park fit the Social Reconstruction — Relevance curriculum perspective in seeing
the active discussion of relevant topics as leading to the future transformation of German
society. It also fit the Academic Rationalism perspective in the somewhat didactic approach to
rewriting the Germany national myth, with its appeal to 2 common cultural history and the role
of reason.

As pedagogical as the approach was, an argument could be made for the Wilton Park
re-education project’s being a propaganda campaign because of the greater benefit to the
Brush Foreign Office source. Likewise the continuation of the project with non-prisoners of
war, funded by the Foreign Office, reinforces the view of Wilton Park as part of the external
propaganda of the British government with respect to its future relations with Germany.
Within that propaganda context, an expansion of the Historical Sociological paradigm to a
supra-national level would best capture the sense of the project. Ellul argues for the permanent
necessity of propaganda by the state for the maintenance of unequal power relations. Seen as a
British attempt to set the framework originally for Anglo-German relations, then inter-
European and presently global relationships, the Wilton Park conferences formed an aspect of
the Brtsh government’s propaganda campaign to strengthen its role at these various

diplomatc levels.
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Summary

In summary we see the role of the Positivist Attitude Change propaganda paradigm in
all the Allied re-education projects. The Soviet Union and the U.S. focused on a change in
political atdtude, with the Soviet Union concerned about developing and anti-Nazi attitude and
the U.S. concemed with creating pro-U.S. and pro-political compromise attitudes. The British
attempted to alter a2 moral attitude that valued the collective over the individual The American
Hurmanist Propaganda Analysis paradigm operated to a certain extent in the Bn'tish Youth
Camp the emphasis on developing a critical analysis of propaganda techniques that were part
of the Nazi distortion of the German national myth. Also the Historical Sociological
propaganda paradigm is useful for explaining the continuation of the British Wilton Park re-
educaton project after the repatdation of the German prisoners of war, with its transformation
into an conference centre originally funded by the British Foreign Office.

In all the Allied re-education projects, we see the focus on the respective natonal
myths as central to a Radical curriculum perspective approach. The Soviet Union integrates its
national myth into the Marxist-Leninist political philosophy of the Antifa schools. Their
analysis of German history confronts the German prisoners of war with their political choice
of supporting or rejecting the Nazi regime, posing membership in the KPD, the German
Communist Party, as an alternative. Both the U.S. and British re-education projects proposed
revisions of German history, making a liberal democracy the logical choice for a new Germany
interested in reintegration into the ‘community of nations’. All three directly challenged the
Nazi version of the German national myth that sought to justify an authoritarian, dictatorship
as the true expression of the German spirit. This demonstrates the central role of the national
myth within the Radical curriculum perspective. However the combination of th1:s Radical

curriculum perspective with the Academic Rationalist curriculum perspective implies the
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implicit role of the national myth within the Academic Rationalist approach. The Radicals
normally seek to transform the national myth while the Academic Ratonalist confirms the
existing national myth of the domestic population. The application of these two curriculum
perspectives to a non-domestic student body that highlights this inherent role of the national

Alternately, the restricted use of the Existentialist curriculum perspective implies the
oppositional status of the Allied authorities towards the German prsoners of war as a student
populadon. The use of election of camp officers in the British Youth Camps and the mock-
electons at Wilton Park are the most obvious example of Existentialist’s belief that it is the
student’s individual experience that is the basis of the real curriculum within a school. Within
the Youth Camps, these elections were quite popular. However, given the limited role of the
German camp officers with respect to their prison situaton, the elections did not provide the
‘democratic experence of sharp argument leading to compromise’ idealized in the lectures. In
the Wilton Park re-education project, the elections were discontinued after the German
prsoners of war began to take them sedously, with the KPD winning the elections in one
case.>’6

The Existendalist curriculum perspective’s concern with the internal motivation of the
student raises a different aspect in the Soviet Union’s re-education projects. Those working in
these re-education projects sought to recruit the German prisoners of war to the KPD, the
German Communist Party, in antcipation of their eventual repatriation to Germany. The
recruitment was optional and didn’t reflect significantly on their privileges or restrictions while

they remained prisoners of war. Thus, individual German prisoners of war joining the KPD
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must reflect their internal motivation, whether one assumes a ‘true believer’ or an opportunist
mouvadon, rather than external coercion. Likewise remaining a member of the KPD after
repatration, when they were no longer prisoners of war, must reflect either a true commitment
or at least continued opportunism on the part of the individual Either way, the decision is
based on the internal motivation of the individual German. While the Existentalist curriculum
perspective addresses this issue, the oppositional presupposition of propaganda paradigm
precludes this option. Yet these Soviet re-education projects were explicitly propagandistic.
This disparity between the propaganda paradigm and curriculum perspective will be addressed
in the next chapter by a proposal for an Existentalist propaganda paradigm that acknowledges

the role of internal motivation in the propaganda situation.

6 Keczer refers to this event as a joke the German prisoners of war were playing on their wardens. The PRO records indicate a
more serious intent behind these elections with censored mail revealing discussions of the issues with party members of the
respective socialist and communist parties in Germany. See Keezer, Dexter M. A Unigue Contribution to International Relations:
The Story of Wilton Park. London: McGraw-Hill, 1973; see also PRO: RG FO939, Foreign Office - German Section, Vol. 214
/ Political Re-cducation Reports, 1945-48.



Chapter 9 Conclusion: An Equitable Approach to the Analysis of Propaganda and
Education

What can the re-education projects conducted by the Soviet Union, the U.S. and Britain
with German prisoners of war tell us about the nature of propaganda and educaton? As these
projects do not readily fit within thhe normal concerns of propaganda analysis or curriculum
analysis within education, an undexstanding of their source, nature and purpose offers useful
insights into the natures of these two forms of persuasive communication.

This chapter presents the conclusions developed from the preceding analysis of the
propaganda paradigms, the curriculum perspectives, and the Allied political re-education
projects. These conclusions include an appreciation of the complex interaction between the
historical context and a governmemt’s propaganda, with special reference to the role of the
national myth. Secondly, comparison of the premises and reasoning behind propaganda
paradigms and curriculum perspectives clarifies the distinctions between, as well as the
similarity of, these two forms of pexsuasive communication. This latter comparison leads to the
proposal of the addition of an Existentalist propaganda paradigm.

Importance of the historical intexpretive framework

These Allied political re-education projects were the product of and explicitly linked to
their historical context. The Soviet Wnion’s re-education projects began as little more than the
front-line propaganda of an army im a poor military situation. The subsequent development of
the international Free Germany Mosvement reflected the traditional political approach of the
Communist Party in seeking to crea te an agitational movement in other countries to support
the Soviet Union. Likewise, the ovext use of KPD members for propaganda purposes fit with
the normal functioning of the Comintern. Both Socialist Parties and Communist Parties were

openly organised on an international basis with natdonal partes being members. This a feature
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that the liberal democratic parties existing in the U.S. and Britain lacked. Thus the Soviet Union
was the only one of the Allies that offered, or could guarantee, a direct link between
cooperation in their re-education projects and a future organisation operating in Germany after
repatration. While individual German prisoners of war, who worked with U.S.277 and British
authorities, were subsequently integrated into the West German government, there was no
general policy of integration.

In all three cases, the re-education projects sought to create ‘cooperative personnel’
because of the decision to militarily occupy Germany after defeat. The British re-education
projects would never have happened if reparations had not included the use of German
prsoner of war labour. Normally, soldiers are repatriated as soon as they present no future
military threat, i.e. after a peace treaty has been signed.

Perhaps the most striking historical feature is the changing emphasis in the British re-
education projects from an emphasis on denazification based on a reworking of the German
national myth to a denazification based on 2 shift in the individual morality of each German
soldier.?’8 This shift allowed the British to sidestep a political analysis of the problem of
Nazism, substituting a moral analysis. The ant-communism of the Nazi programme echoed
the ant-communism of the developing Cold War - something the Nazi prisoners of war did
not miss.2??

T'he Role of the National Myth
The central role of the national myth for historical or political educational purposes

was demonstrated by the fact thar all Allied re-education projects included attempts to re-write

F7 See NARA: RG 389, Vol. 41 / 695, Names of some former special prisoners of war with more important positions from
Report on Special Projects of the Office of the Theater Peovost Marshal ETO - 30 Dec 45 - 1 July 46, . for a partial list.

2’8 See the discussion about collective guilt above. See also Faulk, Henry. Group Captives: The Re-education of German Prisoners of War
in Great Britain. London: Chatto & Windus, 1977..

7% See PRO: RG FO371, Foreign Office - Political, Vol. 39160 / The Natonal Sodialist Creed: FORD paper, 1944. and PRO:
RG FO371, Foreign Office - Political, Vol. 39225 / German Political Attitudes: War Office Paper, 1944..
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the German national myth to a version more amenable to the tastes of the captor government.
It was precisely the inter-national nature of these re-education projects that highlights the role
of the national myth for both propaganda and education. A national myth is created for and
responds to the current history of a country. The Nazi national myth portrayed Germany as
wronged by the other nations of Europe in the aftermath of WWT, justifying the aggression
against neighbouring countries. It also proposed the ‘natural nght’ of Germany to lead all for
Europe and therefore the logical creation of “Fortress Europe”. Each Allied country modified
this myth to fit with their own national myth. Thus the national myth is shown to be a good
example of ideology as Wolf defines it, but, in this case, operating between nations. .

Competing Multiple Ideologies within the Historic Context
National myths played a central role for the creators of the Allied politcal re-education

projects. Each national myth sought to account for both the current circumstances of the
national state involved and its presumed rights and responsibilities. Each re-education project
endeavoured to present its state’s national myth as a model while attempting the re-write the
presumed German national myth. All national myths were based on the dominant interpretive
framework within the discipline of history within that country. Each historical interpretive
framework was based on the public ideology of the country. Thus, ideology as an analytical
category for the socio-political analysis of societies provides a basis for a comparison of
academic paradigms within the discipline of history. Wolf argues for the presence of multple
ideologies within any sodciety, representing the struggles for position of the varous segments of
the populace. Recognition of the role of multple competing ideologies offers a useful addition
to historical analysis.

But multiple ideologies operate at three different levels within the discipline of history, as

the Allied propaganda efforts illustrate. First is at the level of paradigms or perspectives
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operating within the history discipline itself. The U.S. and British re-education projects differed
from that of the Soviet Union in part based on different government ideologies that underlay
their historical analysis — the liberal democratic versus the dictatorship of the proletariat.
Secondly, each of the states involved, the Soviet Union, the U.S., Britain and Gei:many, were
operating within an acceptance of their own national myth as true and as the standard for
judging the national myths of the other countries. The concept of competing national state
ideclogies is useful in explaining the different revisions of the German national myth presented
to the prisoners of war in the Allied re-education projects. Each national myth included ideas
about that nation’s self-defined rights and responsibilities in the global ‘community of nations’.
The U.S. was in the process of consolidating its global economic strength and assuming
hegemonic global political leadership, based on that economic strength. Thus the American
national myth presented to the German prsoners of war was based on the democratic form as
a necessary correlate for capitalist economic development. Britain was moving from a world
leadership based on its Empire to secondary status to the United States while still seeking to
manipulate allegiances within Europe. The British national myth presented to the German
prsoners of war thus focused not on its Empire but on the its historical connections with
Germany. The Soviet Union was moving from a marginalized country to a world leader
through the creation of satellite countries, the economic cooperation of the COMECOM, and
so on. The Soviet national myth claimed Germany had nothing to fear from the Soviet Union,
which sought economic cooperation and not imperialist conquest of its neighbour like the
capitalist countries. However, these national myths fit within different and competing
economic ideologies.

While Wolf's definition of ideology contributes to a greater appreciation of any specific

society, the word ideology has generally been used to refer to the different political economic
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systems of communism, socialism and capitalism. These economic ideologies were seen as
global in application and as antithetical to each other. Certainly the creators of the Allied re-
education projects operated within this use of the term ideology. The U.S. and Butish re-
education projects existed at a time when, on the international level, there was a shift from the
pre-war ant-communism to war-time cooperation with the Soviet Union to the post-war ant-
commumnsm of the U.S. conceived Cold War. The military agreement with the Soviet Union
never eradicated the anti-communist ideology of the governments of U.S. and Britain, nor the
anti-capitalism of the Soviet Union. Given the military reality that only the Soviet Army was
fighting: the Nazi Wehrmacht in Europe from 1941-43, wartime propaganda in the other Allied
countries was constrained in its criticisms of communism. However in the U.S., even before
the end of the war, anti-sodalist or communist loyalty investigations had begun, including
investigations of the Special Projects Division re-education personnel.?80
History, Politics and Propaganda Paradigms

The various propaganda paradigms were examined as to their ability to incorporate both
the role of historical context and the historical and political interpretive frameworks operating
within the content of the persuasive communication. Rhetorical criticism (in the Humanist
Propaganda Analysis) and Positivist Attitude Change paradigms within propaganda analysis,
focusing; on the concept of “persuasive communication’ or simple attitude change, often fail to
look at the historical context and thus the historical-political interpretive frameworks operating
within a2 message. With a focus on identfying the mechanisms of persuasion, rhetorical
crtcism reduces the level of analysis to the rhetorical techniques of persuasion, based on the

verbal, written, visual, or auditory media. On the other hand, Rhetorical criticism and Positivist

#9 See NARA: RG 389, Vol. 4597 / 1638, 383.6 General ... American bormn status of personnel working in reorentation project
for Arthur Winstead, House of Representatives, 10-May-45.
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Attitude Change do recognise the potential impact of the form of communication itself — “the
medium is the message. However, the rhetorical mechanisms of yelling ‘fire’ within a crowded
theatre and on an open beach may be the same but the outcome in terms of human behaviour
1s quite different. Recognition of the historical context requires analysing the when, where and
politically why this communication happened, as well as a recognition of a historical-political
interpretive framework operating within the content.

This correction would be a fairly simple for these propaganda paradigms to make if there
existed a single accepted paradigm for political functioning at various levels of political
interactions from the local to the international level. But political analysis is a highly contested
area even within the limited framework of academia. Such an analysis needs to start by
identfying the interpretive frameworks which underlie the message. The Allied re-education
projects suggest that central to this analysis would be the recognition of unquestioned national
myths serving to construct the message both within and outside of the state in quesdon.

The examination of the Allied re-education projects demonstrated that one difference
between the U.S. and British projects and that of the Soviet Union was the national myth of
the Soviet Union as the motherland of socialism and thus the reference point for communists
in a// countres. In the Antifa schools, this concept integrated well with both the academic
fields of historical-political analysis and with the conjunctural foreign policy needs of the Soviet
Union. Thus, the German émigrés, members of the German Communist Party (the KPD),
presented a logically coherent framework for understanding the history of Germany and the
role of German patriotism in ridding the country of Nazism which was combined with a
loyalty to the Soviet Union. There was no equivalent unifying historical-political theme for the
U.S. or British re-education projects. Each country presented itself as a potential model for

democratic functioning and attempted to rewrite the German national myth to emphasize the
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‘missed opportunity” for democracy but could not claim that loyalty to the U.S. o;: England was
logically integral to Germany’s future. The transformation into the new Cold War world order
offered the basis for a loyalty requirement in the form of capitalism versus communism.
However, this Cold War historical-political interpretive framework also required the spliting of
Germany, something that remained unacceptable to the German national myth. By focusing
exclusively on the mechanisms as the defining characteristic of what constitutes propaganda,
Rhetorical criticism and the Positivist Attitude Change approaches fail to note the links
between the content of the message and the social, historical political interpretive frameworks
operating, weakening the explanatory power of these paradigms.

But there are also political frameworks operating as presuppositions within the
propaganda paradigm themselves. Thus both the Humanist Propaganda Analysis (Sproule) and
the Neo-marxist Feminist Rhetoric Crtique (McKerrow) paradigms insist upon the need to
historicize rhetoric analysis but have different political purposes for doing so. As McKerrow?281
notes, Sproule is defending the liberal democracy status quo while the Neo-marxist Feminist
Rhetoric Critique seeks to challenge all existing power hierarchies in society including the class-
blind liberal democratic ideology. For McKerrow, this is a significant difference berween these
two paradigms. Integrating a recognition of the political ideology functioning as a
presupposition to the propaganda paradigms aids in explaining the development of these
competing explanatory frameworks.

History, Politics and Curriculum Development Perspectives

Unlike propaganda analysis, curriculum developers within education recognise discipline-

based divisions in knowledge. Within each disciple, curriculum developers expressly recognise

the operaton of paradigms or Interpretive frameworks and are potentially open to the

#1 See McKerrow, Raymic E. "Crtical Rhetodc and Propaganda Studics.” Communication Yearbook 14 14 (1 99ia): 249-255.
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recognition of multiple paradigms operating within a single discipline. Within each school
system, the curriculum is sanctioned by a accredited institution within the community. The
recognition of multiple-interpretive frameworks within a single discipline may come when
there is a challenge to the dominant paradigm within a course. The challenge to schools that
include sex education within the core curriculum based on an Enlightenment value system is

contested in many places from a religious or ‘family-values’ interpretive frameworks.

Within the Allied re-education projects, especially the special schools projects, there was a
respect for the dominant (within each country) historical political paradigms as the basis for the
content of the courses. However, in the U.S. Intellectual Diversion project this concern for a
‘comparative historical political analysis’ was abridged to allowing only those films that
presented the U.S. society in a positive light to be shown to the German pdsoners of war.
Similarly, the British focus on 2 moral lapses as the key problem with Nazi ideology avoided

addressing directly the German national myth in historical-political terms.

Education’s recognition of historical-political frameworks operating within the varous
disciplines is not always accompanied by a recognition of these frameworks operating within
the curriculum perspectives themselves. Reid explicitly rejects a political analysis as the basis for
creaung useful categories for understanding curriculum and downplays the importance of
political grouping around specific perspectives. Thus Reid?? asserts that politically radical
people may be as committed to a Systematizer perspective as the most conservative elements.
Others, such as Anyon?3, explicitly assert a political framework within their curriculum

analysis. Thus curriculum developers within education recognise the existence of historical and

2 Reid, William A. The Pursuit of Curriculiar: S chooling and the Pubc Interest. Norwood, Nj: Ablex Publishing Corporation, 1992
3 Anyon, Jean. "The Retreat of Marxism and Sodialist Feminism: Postmodern and Poststructural Theordes in Education.”
Caurriculum Inguiry 24, no. 2 (1994): 115-133.
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political interpretive frameworks but their inclusion, as the basis of analysis, remains a
contested area.

Comparison of Propaganda Paradigms and Curriculum Perspectives
Distinctions exist at the level of the functioning of the analytical frameworks represented

by propaganda paradigms and curriculum perspectives. Distinctions also exist at the pragmatic
level between propaganda and education. This section presents conclusions about these
similarides and differences, beginning at the more analytical level.

The purpose of the propaganda paradigms is generally to describe the mechanisms
operating at different levels of analysis. Given propaganda’s negative connotation, the
paradigms offer a critical analysis rather than a prescriptive format. The prescriptive form of
propaganda analysis is renamed ‘Public Relations’ and is treated as a separate field of study.
Both Positivist Attitude Change and Humanist Propaganda Analysis (in the work of the
Propaganda Insttute) focus on the individual level, identifying the mechanisms of persuasion
seen as effectve at this level. There is no apparent concern with the role of censorship as the
historical associate of state propaganda. By contrast, the Historical Sociological, Neo-marxist
Feminist Rhetoric Critique and Comparative Rhetoric Crtique paradigms all focus on the
soctetal level, looking for the mechanisms of persuasion and censorship as linked to institutions
within sociedes. Ellul (Historical Sociological) does offer a psychoanalytic analysis of individual
susceptibility to propaganda but this is not the purpose of his paradigm which rather
demonstrates the state’s need for propaganda. The Comparative Rhetoric Critique focuses on
the mechanisms by which the bourgeois class is able to control the content of a nominally
independent press, reinforcing Ellul’s analysis of the state’s need for propaganda by

demonstrating the mechanism operating in states that use little direct censorship.
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Approaches to curriculum perspectives historically served a Prescriptive function of
providing advice to educational practitioners on how to create curriculum. The Systematizer
and Existentialist tended to focus on the practice at the classroom level, exemplified by the
Systematizer’s desire to create a ‘teacher-proof’ curriculum. The Deliberators focused at the
level of being prescriptive of each individual school, while the Radicals focused on the city,
region, or national school board levels. Schwab, the theoretical source of the Deliberator
perspective, recognises this prescrptive role and suggests that the curriculum specialist might
also want to influence political policy as related to education. Jackson®#* notes that this is a shift
from the traditdonal purpose of curriculum perspective in aiding educational practitioners to an
attempt at political persuasion of non-practitioners as well.

An important distinction in terms of the purpose of the analysis exists between
propaganda paradigms, which are concerned with political persuasion, and curriculum
development, which is concerned with decisions about the institutionalization of competing
ideologies into a specific historical framework. Propaganda paradigms are more aware of the
political source of the persuasive communication. In popular usage, propaganda denotes
persuasive communication from an oppositional source, while education or information is used
to describe similar persuasive communication from a source congruent with the individuals’
political views. Within curriculum development, Reid’s designation of both the Radical and
Systematizer curriculum perspectives as based on the ‘great idea’ category both recognises and
confuses this political dimension as he notes that both the left and the rght political projects
could assume the same curriculum perspective (Systematizer). What Reid does not
acknowledge is the liberal democratic political base of the Deliberators, while noting the

polidcal base of both the Systematizers (most likely conservative) and the Radicals (eft-wing).

#4 Jackson, Philip W. "Conceptions of Curriculum and Curriculum Specialists”. In Handbook of Research on Curriculurms, ed. Philip



198

Is there a political base for the Existentialists? Clearly the Existentialists are fervent
‘individualists’. In the Existentialist perspective, this invitation to individualism is allowed to
develop without restraint, regardless of the political implications for the liberal democracy
project of restricting Individualism to its functioning within the liberal democratic
understanding of Civic Responsibility.

Pragmatic Differences between Propaganda and Education

No operational definition of either propaganda or education exists that allows for a strict
distinction between these two forms of persuasive communication. However common usage
indicates a series of utilitarian factors that lead to a fairly consistent differentiation.

Time Frame and Political Responsiveness

As noted in the last chapter, a fundamental difference between education and propaganda
is the time frame involved. The accustomed time frame for curricular concerns in educadon is
lengthy. Curriculum normally denotes a cumulative process that covers the years of formal
public education. The presumed time frame for propaganda campaigns varies from a single
day’s treatment of a content to longer term campaigns. This different in time frame is linked to
the role of each type of communication with respect to politcal institutions involved. Thus the
immediate responsiveness to shifting political events represents a key component of
propaganda. Domestic and international political factors determine the duration of a
propaganda campaign in immediate, direct ways, while educational curricula only respond to
politcal factors over a much longer, often generational, time frame. The Soviet Union’s use of
German prisoners of war to leaflet, radio broadcast, or otherwise propagandize front-line
German soldiers follows the pattern of propaganda’s short-term responsiveness to current
events. The curriculum of the Antifa schools was less responsive to immediate battle outcomes

and dealt with long-term perspectives for Germany thus matching education more. The U.S.

W', Jackson, 3-41. New York: Macmillan, 1992,
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re-education projects were shorter than those of the other two Allies due to shifting domestic
political situations, such as the U.S. trade unions’ increasing objections to the continued use of
German prisoner of war labour. Therefore, the U.S. projects fit more easily within the
propaganda framework rather than the educational curriculum framework. In Britain, the short
term nature (usually 6 weeks or less) of the general and Youth re-education projects and the
frequently changing curriculum of the recurring Wilton Park projects, with their responsiveness
to new internal and external political factors, meant that all of Britain’s re-education projects
best fit the propaganda framework. Likewise, the covert source of these projects within the
British Foreign Office reinforces their assignment to propaganda.
Voluntary versus Imposed

With an Enlightenment presupposition of personal free choice, any learning that an
individual chooses to do is perceived as educadon. Thus persuasive communication linked to
specific religious belief systems will be seen as education by adherents. With the separation of
church and state, free choice includes choice of belief systems. The “irrationality” of 2 belief
system, as judged by science, is thus not the basis for judging persuasive communication as
education or propaganda. Enlightenment ratonality is itself an ideology, a belief system
associated with the promotion of scientists and managers within society. This does not imply
an equality between all ideologies, as some belief systems are more adequate than others for
specific purposes. However, learning processes associated with a given ideology or belief
system tend to be seen as education by adherents while those associated with other antithetical
belief systems tend to be perceived as propaganda. In addition, restriction of choice through
censorship is a key characteristic of propaganda. This limitation on the choice of Interpretive
frameworks also operates within educational curriculum. For instance, Creationism as an

interpretive framework for the explanation of the origin of species in Biology courses is
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contested within the public schools systems in the U.S. Given this restriction, these different
1deologies may be institutionalized into separate and private schools.

An aspect linked to the concept of free choice is the voluntary or imposed nature of the
learning process. Those learning processes forced upon the individual will more likely be seen
as propaganda. This oppositional character of propaganda is most clearly seen in wartime
situations. Clearly, the prisoner status of the audience in the Allies’ re-education projects
mitigated against any argument in favour of their voluntary nature. The structural relationships
within a prison situation restrict the exercise of the prisoner’s free will as well as limit the range
of possible choices involved. Film censorship as part of the U.S. Intellectual Diversion project,
which restricted the prisoners’ access to previously available films, is typical of the power of
prison control.

Role of training

Another difference between propaganda and education is the visibility of the
professionalisation of the relevant productive staff. There is an accepted canon within each
academic discipline, and future teachers must demonstrate an adequate proficiency with a given
discipline’s material to be considered qualified. Only cersfied teachers are allowed to teach in the
educational system. This certification acts as a socially approved restriction on the content
presented within educational institudons. Propaganda, usually as ‘public relations’, has its own
canons of training. The professionalisation of the propagandist is more in terms of the means
and mechanisms rather than the content of the training. However unlike the teacher, the
propagandist is rarely publicly identified as such. For the Soviet re-education projects, the Bund
Deutscher Offiziere and Nationalkomitee "Freies Deutschland” involved German émigrés as
staff with their membership in the KPD as the main qualification. The Antifa schools,

however, had certified professors for much of the curriculum. In the U.S. re-education
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projects, only those Army officers involved in the Idea Factory and the Special Schools had any
academic qualifications. The Intellectual Diversion project recruitment was based almost
exclusively on simple availability. The British re-education projects also reflected this
combination with Wilton Park having the highest proportion of staff with an academic
background. These pragmatic differences are the basis on which judgements of whether some
persuasive communication constitutes propaganda or education are made.

Contrasting natures of propaganda and education
Propaganda

Perhaps the key assumption about propaganda is its oppositional nature with the benefit
to the source rather than the audience of the persuasive communication. The goal of
propaganda is conjunctural in nature, often linked to a specific action with respect to a specific
event. This is what Ellul referred to as agitational propaganda, in contrast with his notion of
integration propaganda. The goal of Propaganda is often to provide an interpretive framework
for the understanding of an event and the promotion of a specific attitude towards that event.
Thus, the focus is on the cognitive as well as the emotional component of attitudes.

Stereotypes are cognitive categories, with emotional components, which provide fora
rapid interpretation of interpersonal events by limiting the complexity of the situation.
Stereotypes are de-individualized by nature, that is, not based on knowledge of the individual,
offering either a positive or negative assessment of the person. The Allied re-education projects
all operated with a stereotype of the German soldier based on the developers’ petception of
the national myth. The Soviet Union’s political analysis of Germany’s development, along with
the use of German nationals, resulted in a less stereotyped approach. The British use of a
‘collective guilt’ approach was a rationalisation for a stereotype-based approach. This British

approach was highly ‘propagandistic’ in the sense that propaganda is concerned with the
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maaipulation of the emotional more than the cognitive aspects of attitudes. Propaganda can
be seen as a form of moral training, promoting the evaluation of something as good or bad. By
contrast, the cognitive component of attitudes always implies some sort of comparative or
impartal basis for validity.

An implicit assumption about the nature and role of propaganda comes from its historical
background flowing out of the Enlightenment crtique of the Catholic Church such that a
‘belief system’ was contrasted with ‘rationalism based on empircal evidence’.28 Thus, in
modem usage, propaganda has come to mean persuasive communication based on a ‘belief
system’, which omits if not specifically denies rational claims and contradictory empirical data.
Even when the instrutional source is the government and not a religious institution, a belief-
system-based distorting effect is presumed to exist. This is the essence of the Herman and
Chomsky argument for a comparative rhetorical analysis, calling for the same standard for
judging the positive or negative values of all historical cases, to prevent the news from being
distorted by the political interests of the U.S. or capitalist ruling class or for that matter of the
bureaucratic castes in power elseschere.

When attitude change is the goal of propaganda, measurement by questionnaires is the
main measure of efficacy. This is clearly different from the measurement of achievement by
exams within education. Rather than repettion (the general remedy within education for
‘wrong answers’), usually the propaganda is changed in an attempt to be more effective.
Education

In contrast with the conjunctural concerns of propaganda, the curriculum within
education is understood as a developmental process. This developmental assumption is based

on the need to train children to be functional in their future roles in adult society. From a
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political economy analysis the role of education is the generational reproduction of labour
power with the skills and attitudes appropriate to the myriad of necessary roles each society
needs. Education is assumed to be non-oppositional because of its cultural role as an extension
of the socialization of children. Given the role of education as preparation for adult roles,
learning is assumed to be long-term, relatvely holistic, linked to current (or future) personal
experience, and thus not just the result of persuasive communication. This cultural social
approval means that education, unlike propaganda, is always an overt rather than covert
actvity.

A key problem with seeing the Allied re-education projects as education is that they did
not have this sanction of 2 German sodietal institution. Again, the Soviet Union’s project was
something of the exception in its link to the KPD (the German Communist Party) as part of
the institutions of established German soclety and the role of the German émigrés as teachers
who, like the German prisoners of war, would be returning to live in Germany.

Emerging Paradigm within Propaganda: Exdstentialist Dimension

What this dissertation makes evident in the analysis of propaganda paradigms is an
emerging equivalent to the Existentialist perspective within curriculum development — a self-
mouvating source for an individual’s adoption of belief systems. The oppositional presumption
inherent in propaganda analysis creates a problem. The analyst assumes that the individual
being propagandized is a passive object being manipulated. The analyst leaves out the
individual’s consciously making choices about beliefs and actions. This judgement about the
individual’s belief system is made from the outside by the propaganda analyst, who presumes

to know what constitutes the ‘best interests’ of the individual.

#5 Schwab’s (and others) critique of scientists’ ‘commitments’ to the various components of their sdentific theory affirms the
role of belicf systems in the functioning of science itself.
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Individuals rarely believe that their own belief system is incorrect, the simple result of
persuasive communication that is really to the benefit of someone else. All people are able to
justify their belief systems, although few may use the forms of Enlightenment rationalism or
science to do so. Similar to the nature of the ‘real curriculum’ for the Existentialist curriculum
perspective, the justification for belief systems rests on the self-perceived authentic interests of
the individual, most often linked to her or his own specific historical experiences.

This sense of ‘authenticity’ as a separate source of validation or truth is part of the
Enlightenment-based culture’s response to the rift between explanation of human behaviour
based on rational empirical science (dealing only with the repeatable and predictable) and the
human experience which is always individually historical and highly various. Recognising the
reality of the creation of desires and the psychological manipulaton that reproduces an unequal
power structure, the humanist therapeutic tradition within psychology?86 promoted
‘authenticity’ as an individually defined, experiental, phenomenological-based form of truth.
This is a form of truth-proof distinct from either empirical science or religious revelation — the
two forms recognised by Ellul in his powerful but flawed analysis of propaganda.

The Existentalist curriculum perspective focuses explicitly on the expedence of the
student as the real definition of the valid curriculum — in specific contrast to the socially,
governmentally prescrbed curriculum. There is no equivalent within propaganda paradigms —
as the very concept of propaganda implies manipulation from the outside, rather than the
self-acting individual seeking explanation. Ellul is the only theorist who recognises that the
individual seeks out propaganda, that propaganda is not just imposed from the outside. But
for Ellul, the content of what the individual accepts as explanations is simply the outcome of

previous manipulation, including the creation of false needs. In this analysis, he echoes the
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Marxist concept of “false consciousness’. Ellul’s use of 2 Freudian psychodynamic paradigm,
based on an anti-social assumption about human motivation, reinforces the negativity of his
analysis.

The cognitive paradigm within psychology would argue for a conscious problem-solving
seeking after knowledge by the individual, a self-generated seeking after both confirmation of
experience but also broader understanding of social events in the world. Cognitive research has
shown that individuals develop strategies on how to solve problems, along with theu: inherent
interpretive frameworks, not just the solutions to individual problems. The socialization of
children within the family, as well as formal education in the schools, are both training of this
type- Itis the retarded child who, being unable to grasp the categorsation of problems as
calling forth a common strategy for their solution, must be taught the solution of each problem
separately.

A specific strain of research within cognitive psychology has been on moral development
of the child as distinct from their logical or intellectual development. Jean Piaget’s work in the
1920s in Switzerland saw mathematical-logical development as intellectual develoément and
moral development as simply a form of this logical development. This was extended by
Lawrence Kohlberg?7 in the U.S. By the 1970s, feminist research in the U.S. challenged this
definition of morality suggesting that girls and boys had different value systems underlying their

moral thinking, with gitls valuing an inclusive caring ideal while boys valued a rule bound

6 The humanist therapeutic traditon in psychology is generally associated with Cardl Rogers and his development of client-
centered therapy.

7 Kohlberg published many books and articles on this subject. His view of the inappropriateness of trying to teach morality in
the schools is presented in Kohlberg, Lawrence. "Moral Education in the School: A Developmental Vice." Schoo/ Review 74
(1966): 1-30.
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competition ideal. Carol Gilligan’s®8 argument for extensive gender differences has been only
partially confirmed, suggesting that the different moralities do not break down on gender lines.
However this work has led to the idea of différens moralities and thus the possibility of different
developmental processes for each individual. Research about how the contents of these
moralities are learned has led to the development of the model of their incorporaton through
memory of the literal voices of those people surrounding the child as part of the normal
developmental process. Research finds children repeating, mimicking in tone and inflection,
the moral statements of those adults surrounding them, regardless and evidently unaware of the logical
contradictions inberent in the different statements. This fits well with Ellul’s contention that most
formal education is experienced as either illogical or more likely as compartmentalized
knowledge that is not and never will be made part of a unified, coherent, logical interpretive
framework for the adult thinker. Such a model also fits well with Wolf's thesis of the
simultaneous operation of multiple ideologies with their different moral prescriptions. This
‘internalisation of actual speech’ model of moral development also provides a possible social-
historical basis for the ‘authenticity’ that is the basis of the Existentialist curriculum perspective.
The other social science that deals with individual belief systems is religion (as distinct
from theology which is the study of the meaning and canonized interpretation of specific
sacred texts). Religion notes the almost universal empirical reality among humans of religious
belief — religious belief as distinct from practical problem solving. Religious studies ascribe this
to the human condition of awareness of self-death and thus the need to answer the existential

questions of ‘who am I and what is the purpose of my existence’. This logic provides a basis

%8 Gilligan, Carol. "In a Different Voice: Women's Conceptions of Self and of Morality." Harvard Educational Review 47, no. 4
(1977): 481-517., Gilligan, Carol. "Woman's Place in Man's Life Cyde." Harvard Educational Review 49, no. 4 (1979): 431-446.,
Gilligan, Carol. "New Maps of Development: New Visions of Education.” In Philosophy of Education, ed. Donna H. Kerr, 47-
62, 1982,
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for the self-initiated, self motivated search for a belief system to provide such an answer — and
the pote ntial basis for an Existentialist propaganda paradigm analogous to the Existentialist
curriculum perspective. Religious studdies also notes the collective or social nature of 2 religious
belief system as having been adopted! by significant segments of the population. I't is this social,
collective nature of the belief system,. rather than an idiosyncratic individual, that creates the
credibility of the existential explanaton.

An Existentialist propaganda pazadigm would argue that all humans will develop a belief
system in addition to whatever other cognitive problem-solving capacities, including moral
problem-solving style or capacity, they might develop. Each of these cognitive frameworks
(practcal problem solving, morality, existential belief system, etc.) is relatively autonomous of
the others — although clearly all religions include moral directives within their purview.

The Enlightenment Rational assumption is that the individual will adopt the belief system
or ideology that best promotes his or her own self-interest. An individual’s recognition of the
medium and long term social consequences of the her or his actions, as opposed to possible
immediate gain, is the basis of the ‘enllightened self interest’ presupposition and its role within
liberal democracy. The negativity asso-ciated with the concept of propaganda is hypothesized
based on the assumption that the mass media (and sometimes educational institutons) operate
to instill a belief system against the imdividual’s self-interest.

This leaves open to interpretatiom what constitutes the content of “self-interest’ which is
clearly based on the choice of value systems. One of the strongest critiques, or at least most
repeated critiques, of the mass media is that it indoctrinates the audience in a materialistic value
system such that ‘he who has the most toys, wins’. All of the self-help popular psychology
approaches today (which vie to replace traditional religious belief systems) include a service to

others and to the community’ as a key component because of their analysis that since only one
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person can ‘have the most toys’, can ‘win’, and then only temporarily, within the materalist
value system, this system creates only losers — with the attendant depression and its other
negative outcomes such as addictive behaviour, etc.

Adding an Existentialist propaganda paradigm fits within a multiple ideologies framework.
This paradigm evokes the necessity of an analysis of the content of ‘self-interest’ as it functions
within social relationships.?? This in turn requires a political analysis, as politics is the concept
for the power relationship between individuals and various institutions within society. Herein
lies the importance of Wolf’s definition of ideology as the means and justification for the
reproduction of an unequal power structure with some groups having both greater access to
the goods and services of a society and the nght to restrict and determine the work of others.
Self-interest for those individuals in the bottom group would be to increase their access to the
goods and services of the society — without meaning that their actions necessarily operate to
the decrease of the inequality itself. All hierarchical societies offer models where the most
powerless may individually gain access to the elite status, at least theoretically. Only when a
group or category — as opposed to an individual — seeks to redress the inequality is the
structural basis of an ideology challenged.

An Existentialist propaganda paradigm would solicit and rely upon the individual’s view of
her or his belief system. One of the remarkable features of the Allied re-education projects was
the extent to which there was a denial of the recognition of the individual German soldier’s
possibly seeing a positive value system inherent in the Nazi ideology and therefore a failure to
engage the German prisoners of war at that level. The only aspect of the belief system directly
attacked was the ‘Fiihrerprinzip’, the belief that Germany’s strength lay within an-authortarian

strong state. Both the U.S. and the British challenged the denigration of the role of democracy
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within the Nazi version of the German national myth. The Soviet Union’s Antifa. schools
offered a class analysis linked to a revolutionary project to replace the project of a Volk regime
of the Nazis. The British re-education project, historically following the publicity about the
Nazi death camps, assumed that Nazism was an extremely negative ideology that had no
positive credibility and thus all those who accepted it suffered from an individual moral
failing.% This led to the British focus on the moral conversion of the individual German
prsoner of war.

General conclusions for modifying existing approaches

Comparative analysis of the Allied re-education projects shows the utility of recognition of
multiple ideologies operating simultaneously. Likewise, the utlity of recognizing the role that
an historical-political analysis can play within curriculum development has been
presented, using the example of the German prisoner of war re-education projects to show a
weakness in the supposed ahistoricism of curriculum perspectives in education. An historically
specific presupposition (the national myth) played a critical role within both the curriculum of
the Humanities departments from which the developers of the re-education projects came and
in the development of the curriculum of the re-education projects. If the goal of an
Enlightenment-based rationalist science is to allow comparability across national boundaries
(increasingly the case in today’s global economy), then integrating a recognition of the role of
national myth — with all the contradictions it creates — is useful.

Likewise, an argument has been presented for the need to insert an historical-political
analysis into the rhetorical analysis propaganda paradigm, again using as an @ple the

manipulations of the natonal myth within the re-education projects.

2 Most, if not all, religions would argue that self-interest functons primarily in the relationship of the individual to a deity, and
only secondarily in sodial relations with other humans and human communites.

0 Wolf offers a crtical analysis of the National Socialist ideology and its societal funcrioning in his book Envisioning Power. Wolf,
Eric R. Envisioning Power: Ideolygies of Dominance and Crisis. Berkeley: University of California Press, 1999.
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Finally, it has been concluded that there is a need to adapt some of the Existentialist
curriculum perspective to propaganda paradigms in order to fill a serious lacuna in the

existing approaches to propaganda analysis.
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