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Reimagining AI in Social Studies: Four Educator Archetypes and the Path Forward 

 

 

Andy Szeto 

 

 

ñThe notion that having a laptop computer 

or hand-held device for every student will 

make her or him smarter, or even more 

knowledgeable is pedagogically vapid.ò 

Michael Fullan (Fullan, 2011, p. 15) 

Michael Fullanôs 2011 paper 

Choosing the Wrong Drivers for Whole 

System Reform offered a powerful caution 

that still rings true today. Schools often rush 

to adopt new technology without the deeper 

instructional shifts needed to make it 

meaningful. Early in my teaching career, I 

saw this firsthand with the rollout of 

interactive whiteboards. The promise was 

exciting and the investment was significant, 

but the implementation fell short. Without 

the right training, support, and connection to 

instructional goals, many of those boards 

became little more than digital display tools.  

They were not used the way they were 

intended, and the opportunity to transform 

teaching practice was largely missed.  

We are at another crossroads. Just as 

interactive whiteboards once promised 

transformation but too often delivered status 

quo, AI now arrives with the potential to 

reshape how students think, write, and 

engage with civic life. Fullan reminds us 

that real, lasting change does not come from 

devices or tools alone. It comes from 

building instructional capacity, 

strengthening relationships, and creating 

coherent systems. In the age of AI, his 

warning is more relevant than ever. If we 

adopt these tools without clear purpose or 

thoughtful pedagogy, we risk repeating old 

mistakes with even more powerful 

technology. 

A new chapter: AI in the social studies 

classroom 

In 2025, two major federal initiatives 

signaled a nationwide commitment to 

integrating generative artificial intelligence 

into education and educator development. In 

April, the White House issued Executive 

Order 14277, Advancing Artificial 

Intelligence Education for American Youth, 

which focused on expanding educator 

capacity and increasing student access to AI 

tools (Federal Register, 2025). Just months 

later, it released Winning the Race: 

Americaôs AI Action Plan, a strategy 

outlining more than 90 actions focused on 

expanding AI education, supporting teacher 

training, and ensuring equitable integration 

across learning environments (White House, 
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2025). While neither document names social 

studies directly, their emphasis on ñfostering 

a culture of innovation and critical thinkingò 

(Federal Register, 2025) has clear 

implications for Kï12 social studies 

classrooms. Guidance from organizations 

such as the National Council for the Social 

Studies (NCSS), the International Society 

for Technology in Education (ISTE), and 

Common Sense Media reinforces the need 

for educators to critically evaluate tools, 

protect student data, and promote 

responsible use of generative AI. However, 

national ambitions alone wonôt shape daily 

classroom practice - teachers will. And to do 

that effectively, we must start by 

understanding where each educator is on the 

journey. Some are skeptical of AIôs role in 

civic learning. Others are experimenting 

with basic tools. A few are already 

transforming their practice in bold, creative 

ways. 

This article introduces a four-

archetype framework: Skeptic, Novice, 

Designer, and Trailblazer , to capture the 

diverse ways social studies educators are 

engaging with AI, each reflecting a distinct 

mindset and stage of instructional readiness. 

Each archetype is grounded in practical, 

student-facing classroom examples designed 

to support critical thinking, historical 

inquiry, and civic reasoning in an AI-

powered world. 

Cautious AI skeptic 

ñI want students to wrestle with 

complexityðnot rely on shortcuts. AI 

worries me because it might 

undercut the deep analysis and civic 

responsibility weôre trying to teach.ò 

Skeptics approach AI with deep caution, 

grounded in a firm belief that students 

should be thinkers, not just content 

consumers. They worry that AI tools may 

undercut historical reasoning, obscure 

authorship, or dilute opportunities for 

authentic civic learning. For these educators, 

AI is not neutral. They raise valid questions 

about equity, surveillance, and how easily 

confident-sounding misinformation can 

circulate unchecked. Their hesitation is often 

grounded in research on how students 

misinterpret digital content and confuse 

fluency with accuracy, a concern amplified 

in recent studies on AI-generated 

misinformation (Wineburg & Ziv, 2024). 

Yet even skeptical educators recognize the 

importance of engaging with these tools 

critically, so students are not left 

unprepared. 

These activities emphasize critique, 

caution, and civic responsibility, helping 

students question AI rather than accept it at 

face value: 

ǒ Facilitate an activity where students fact-

check AI-generated historical claims 

using vetted primary sources. 

ǒ Guide students to verify an AI-

generated historical claim using 

lateral readingðopening new tabs 

to cross-check with trusted 

sourcesðand reflect on how 

polished responses can still be 
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misleading (Wineburg & Ziv, 

2024). 

ǒ Have students use AI to generate a fake 

historical image or event description, 

then analyze it using Common Sense 

Mediaôs AI literacy principles to identify 

signs of manipulation and discuss real-

world implications (Common Sense 

Media, 2025). 

ǒ Use ChatGPTôs Study Mode to help 

students unpack a dense primary source, 

then lead a discussion critiquing how the 

AI framed key ideas and what it 

overlooked (Sawchuk, 2025). 

Curious AI novice 

ñIôve tested a few AI tools, but Iôm 

still figuring out how to connect them 

to real learning, especially sourcing, 

analysis, and classroom discussion.ò 

Novices are intrigued by AI and 

willing to try it, but theyôre still figuring out 

where it fits. Their experimentation often 

centers around one-off tasks, like generating 

an image for a warm-up or asking ChatGPT 

to summarize a reading. While eager to 

explore, they havenôt yet connected AI use 

to core social studies practices like sourcing, 

historical inquiry, or civic discourse. 

According to Hernholm (2025), even 

teachers who express curiosity about AI still 

need structured support, especially when it 

comes to tools, time, and training. As AI for 

Education (2024) notes, starting with small 

activities, like brainstorming prompts or 

using generative tools for warm-ups, helps 

build confidence without overwhelming 

teachers new to AI. These early successes 

lay the foundation for deeper exploration 

and help novices envision how AI might 

eventually align with their instructional 

goals. Structured tools like MagicSchool AI, 

Claude, Adobe Express, and NotebookLM 

give these teachers a way to test ideas in real 

classrooms while building the capacity to 

move from occasional use to intentional 

design. When AI is framed as a way to 

enhance, not replace, core learning goals, 

novices begin to shift from curiosity to 

confidence. 

These entry points offer low-risk ways to 

explore AI tools while building confidence 

and connection to core social studies 

practices: 

ǒ Use AI tools like NotebookLM to 

reorganize historical sources into 

thematic clusters, then have students 

analyze how the AI grouped them and 

evaluate the accuracy and bias of those 

groupings (Wasik, 2025). 

ǒ Prompt students to use Claude.ai or 

ChatGPT to generate differing 

perspectives on a historical event, then 

evaluate them for bias and omissions. 

ǒ Facilitate a role-play simulation using 

Character.AI, where students question 

historical figures and fact-check the 

responses. 

ǒ Use Adobe Express to co-create civic 

posters or infographics with AI-

generated draft text, then revise for 

accuracy and tone. 

With the right support, tools, time, and 

professional learning - these educators begin 

moving from curiosity to confidence. 
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Intentional AI designer 

ñAI gives us new ways to simulate 

civic life, reimagine debate, and 

engage students in buildingðand 

challengingðsystems of power and 

justice.ò 

Designers integrate AI with purpose. 

They go beyond surface-level use to embed 

it into thoughtful lessons that support 

historical reasoning, civic writing, and 

student discourse. These educators treat AI 

as a tool to elevate, not replace, student 

learning. They maintain instructional 

control, designing experiences where 

students use AI to revise, question, and 

deepen understanding. They are clear about 

their instructional goals and use AI as a tool 

to help students engage more deeply with 

content. Designers are neither dismissive nor 

blindly enthusiastic. They see the promise of 

AI, but they also understand its limits. 

Recent research supports this 

balanced mindset. Clark and van Kessel 

(2024) found that AI-generated lesson 

materials often reflect embedded 

assumptions or miss opportunities for 

meaningful inquiry. They encourage 

educators to treat AI as a collaborator that 

needs to be questioned and shaped, not a 

neutral source. Similarly, Klein (2025) 

reported that many AI-generated civics 

lessons lack depth and fail to promote the 

kind of student thinking social studies 

demands. Designers are aware of these 

limitations. Thatôs why they stay close to 

their pedagogical aims and use AI as a tool 

for design, not a substitute for it. 

In the classroom, Designers guide 

students to use AI purposefully: drafting 

historical arguments, analyzing civic texts, 

or refining written responses. They help 

students question AI outputs and compare 

them to disciplinary thinking models. They 

use AI to scaffold participation for 

multilingual learners or struggling writers, 

while still expecting students to revise, 

debate, and cite. In short, Designers make 

AI useful by keeping it anchored in student 

learning. 

These practices use AI intentionally to 

deepen historical reasoning, support civic 

discourse, and elevate student writing: 

ǒ Use NotebookLM to create a video 

overview from source documents, then 

have students critique its accuracy and 

revise it to reflect stronger historical 

thinking (TechCrunch, 2025). 

ǒ Use AI to model civic writing, like 

letters to elected officials or op-eds, 

followed by analysis of argument 

strength and tone. 

ǒ Support multilingual learners by using 

AI to generate sentence starters, 

vocabulary scaffolds, or translated 

prompts (Szeto, 2024a). 

ǒ Ask students to use AI to generate 

multiple historical perspectives on an 

event, then evaluate how each aligns 

with available primary sources and 

disciplinary thinking (Szeto, 2024b). 
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Innovative AI trailblazer 

 òAI lets us simulate debates, test 

civic arguments, and rethink how 

students engage with the past and 

present.ò 

Trailblazers are reimagining whatôs 

possible with AI. They donôt just use tools, 

they create new experiences where students 

build, critique, and explore ideas at the 

intersection of technology and civic life. 

Their classrooms are laboratories for 

inquiry, civic action, and reflection. 

Trailblazers lead boldly but with intention, 

staying grounded in social studies goals like 

justice, democracy, and historical thinking. 

These educators often lead 

professional learning, collaborate across 

content areas, and pilot new strategies. They 

guide students in building with AI, 

critiquing its limitations, and using it to 

examine democracy, memory, and power. 

They are not reckless with innovation; 

theyôre intentional, equity-focused, and 

transparent about what AI can and cannot 

do. 

Trailblazers also recognize that 

students must learn how to ask hard 

questions of systems, not just generate 

answers. Projects in their classrooms often 

blend social studies content with algorithmic 

thinking, civic action, and ethical reflection. 

While some of their work pushes the 

boundaries of whatôs typical in a classroom, 

it remains rooted in the goals of social 

studies education: inquiry, citizenship, and 

justice. 

These projects invite students to co-

create with AI, interrogate systems, and use 

emerging tools for civic innovation and 

justice: 

ǒ Lead an AI-powered civic simulation 

where bots draft policy proposals and 

students must revise or defend them 

using constitutional principles 

ǒ Guide students to train their own 

lightweight LLMs on curated primary 

sources and analyze how outputs differ 

from general models 

ǒ Have students investigate algorithmic 

bias or digital redlining using AI-

generated maps or predictive tools and 

connect their findings to environmental 

justice or civil rights issues. 

ǒ Have students use AI and local datasets, 

such as NYC Open Data, to take 

informed action by proposing policy 

solutions to real community issues, 

aligned to social studies standards. 

Supporting all educators on the AI journey: 

A path forward 

While archetypes offer a useful lens, 

sustainable integration of AI in social 

studies requires system-level support that 

recognizes where educators are and helps 

them move forward with clarity and 

confidence. Below are five key actions for 

leaders, curriculum teams, and policymakers 

to consider: 

1. Differentiate professional learning by 

archetype 

Not every teacher needs the same 

workshop. Cautious Skeptics benefit 

from open dialogue on ethics, 

misinformation, and surveillance. 

Novices need hands-on time with tools 

and low-pressure modeling. Designers 
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thrive when they can co-plan, test, and 

reflect. Trailblazers need the freedom to 

innovate and the platforms to share. As 

Guskey (2014) emphasizes, effective 

professional learning begins with clear 

goals and a deep understanding of 

educator readiness and context. Meeting 

teachers where they are is the foundation 

of any successful AI implementation 

plan. 

2. Center instruction, not tools 

Educators must be encouraged to treat 

AI not as a flashy add-on, but as a tool 

for strengthening existing practices. That 

means aligning AI integration to 

instructional goals like sourcing, 

argument writing, and civic reasoning, 

not engagement alone. As Fullan (2011) 

emphasized, meaningful change happens 

when schools prioritize the right drivers 

such as capacity building, collaborative 

work, and instructional improvement, 

instead of superficial fixes. Technology 

becomes a distraction when it is 

disconnected from purpose. Tools must 

serve pedagogy, not drive it. This also 

means evaluating AI-generated materials 

with the same critical lens students are 

taught to apply to historical sources. 

3. Leverage Professional Learning 

Communities (PLCs) 

Some of the most powerful shifts in 

practice emerge through sustained, peer-

driven collaboration. Districts and 

schools can embed AI integration into 

existing PLC structures by identifying 

and supporting Designers and 

Trailblazers as lead learners who model 

and share instructional strategies. Within 

these communities, Novices can build 

confidence through co-planning and 

reflection, while Skeptics are invited to 

engage in inquiry without pressure. 

PLCs foster collective efficacy, promote 

shared responsibility for innovation, and 

ensure that professional learning remains 

rooted in classroom practice. 

4. Provide tools, time, and trust 

Teachers wonôt use what they donôt 

understand or donôt have time to 

explore. Access to quality AI tools, 

along with dedicated time to explore 

them meaningfully, is essential. As 

Hernholm (2025) reminds us, capacity 

grows when schools invest not just in 

technology, but in the people using it. 

5. Focus on student thinking, not just use 

Rather than measuring AI adoption in 

terms of tool usage, districts should 

evaluate how it supports disciplinary 

thinking, civic engagement, and student 

growth. AI that helps students revise a 

DBQ, analyze bias, or debate 

constitutional issues is more impactful 

than AI used to generate generic content. 

The goal isnôt AI integration; itôs better 

thinking. 

Final thought: Human teaching still wins the 

day 

Across all four archetypes, whether 

skeptical, curious, intentional, or 

trailblazing, one truth holds: AI is only as 

powerful as the pedagogy behind it. As 

Michael Fullan (2011) warned more than a 

decade ago, technology alone doesnôt drive 

meaningful change. Real impact comes from 

purposeful design, skilled teaching, and 

systems that support both. 
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Used thoughtfully, AI can scaffold 

reasoning, simplify complex texts, and 

provide fast, iterative feedback. It can lower 

the barrier to entry for drafting and help 

students engage with challenging sources 

they might otherwise avoid. For multilingual 

learners and struggling writers, it can act as 

a helpful drafting partner, not a shortcut, but 

a springboard. 

But the risks are real. Without 

intentional framing, students may bypass the 

intellectual heavy lifting that defines social 

studies. AI can hallucinate facts, 

misrepresent sources, or mask bias in 

confident tones. As Dan Meyer (2024) 

reminds us, AI can do the heavy lifting of 

generating and organizing, but ñwe have to 

help teachers go the last mile.ò That last 

mile is where historical thinking, civic 

reasoning, and disciplinary literacy live. Itôs 

where students learn to evaluate claims, 

wrestle with complexity, and build 

arguments from evidence. 

Each archetype contributes to that 

journey. Skeptics ground us in ethical 

questions. Novices push us to offer practical 

supports. Designers model how to integrate 

tools with intention. Trailblazers show 

whatôs possible when innovation meets 

purpose. 

AI can support great teaching, but it 

cannot replace it.  We are not preparing 

students to use AI for trivia. We are 

preparing them to ask hard questions of 

systems, sources, and society. 

That is the heart of social studies. 
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How Right-Wing Money Tries to Shape the Teaching of American History 

 

Alan Singer 

 

The Bill of Rights Institute sponsors 

events and provides scholarships for the 

annual conference of the National Council 

for the Social Studies. On the face of it, it 

seems innocuous, until you dig a little 

deeper. The NCSS sells sponsorships, 

display booths, and sessions that combined 

can cost a publisher or an organization 

almost $15,000 which it uses to cover the 

cost of the convention. At the 2024 NCSS 

National Conference in Boston, Bill of 

Rights Institute representatives conducted 

ten sessions. I have no idea what the Bill of 

Rights Institute actually pays, but I do know 

the money and their curriculum initiatives 

come from the rightwing Koch Foundation 

and its network of aligned organizations 

including Americans for Prosperity and the 

Stand Together Trust. In a 2017 interview 

with the conservative research 

group Accuracy in Academia, the President 

of the Bill of Rights Institute claimed it was 

working with ñapproximately one-quarter of 

the nation's secondary school teachers in 

American history, civics, and social studies.ò  

Koch Industries, the second largest 

privately held company in the United States, 

is a $115 billion conglomerate that owns oil 

refineries and pipelines, markets oil, coal, 

and chemicals, wood pulp and paper. It uses 

the Koch Foundation and network to fund 

conservative causes including challenges to 

climate science, support for corporate tax 

cuts, and eliminating federal regulations and 

environmental controls. The Koch network 

channeled over $9 million to Project 2025 

advisory groups. Other major financial 

backers of the Bill of Rights Institute 

include the Adolph Coors Foundation, the 

Lynde and Harry Bradley Foundation and 

the Bradley Impact Fund, and the Sarah 

Scaife Foundation, all donors to the Heritage 

Foundation for creation of Project 2025. 

Much of that money was channeled through 

the Donors Capital Fund. 

In 2014, Bill Bigelow, writing for the 

Zinn Education Project, accused the Koch 

Brothers of trying to shape social studies 

curriculum through their Arlington, Virginia-

based Bill of Rights Institute, founded in 

1999. According to Bigelow, the Bill of 

Rights Instituteôs tactics to infiltrate social 

studies include presentations at conferences, 

essay contests for students, and free 

seminars for teachers on topics like ñBeing 

an American,ò ñPreserving the Bill of 

Rights,ò and ñHeroes and Villains: The 

Quest for Civic Virtue.ò Bigelow argued that 

their curriculum material ñcherry-picks the 

Constitution, history, and current events to 

hammer home its libertarian message that 

the owners of private property should be 

free to manage their wealth as they see fit.ò 

In one lesson students learn, ñThe Founders 

considered industry and property rights 

critical to the happiness of society.ò Of 

course, in many cases their belief in 

individual property rights included the right 
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to enslave Africans and confiscate land from 

North Americaôs indigenous population. In 

his review of Bill of Rights Institute 

curriculum and background material, 

Bigelow found ñnothing that could help 

teachers show students how race and social 

class shaped the U.S. Constitutionò and 

ñnothing that invites students to think about 

the Constitution from the point of view of 

anyone other than the elites who drafted it,ò 

including the new nationôs enslaved 

population. 

I attended a regional social studies 

council conference where a representative 

from the Bill of Rights Institute made 

multiple presentations including one on 

African American participation in the 

American War for Independence. The lesson 

plan and supplementary material is available 

on the Bill of Rights Instituteôs website.  

With the Trump administrationôs war on 

museum displays and social studies 

curriculum that portray negative aspects of 

U.S. history like the brutality of chattel 

slavery, I think it is a good example of how 

the Bill of Rights Institute skews the 

teaching of American history in line with 

patriotic history as championed by Project 

2025 and the Trump administrationôs The 

1776 Report. This lesson acknowledges 

slavery but emphasizes, I believe 

incorrectly, how the American Revolution 

was a significant step towards emancipation 

using isolated examples to support its 

contentions. The reality is that with the 

development of the cotton gin in the 1790s 

and the expansion of cotton production and 

textile manufacturing at the start of the 19th 

century slavery in the United States 

expanded exponentially. 

Excerpts from a statement by the Bill of 

Rights Institute followed by my comments 

in italics. 

ñThe resistance against Great Britain 

and the Revolutionary War inspired 

American colonists to think about their 

natural and constitutional rights. The 

language and principles of liberty, equality, 

and self-governance led White and Black 

Americans to question the institution of 

slavery and to challenge it more directly. 

Their diverse efforts led to the largest 

emancipation in world history at that time 

and freed an estimated 100,000 enslaved 

people.ò 

This is misleading. Neither the 

Declaration of Independence nor the 

Constitution challenged the existence of 

slavery in what would become the United 

States. A majority of the men who wrote both 

documents were slaveholders. A statement 

blaming the King of England for imposing 

the slave trade on British colonies was 

removed from the Declaration of 

Independence. The Constitution indirectly 

acknowledged the legitimacy of slavery with 

the three-fifth compromise and provisions 

for the capture and return of freedom-

seekers.  

ñSome colonists acknowledged the 

moral wrong of slavery while protesting 

British violations of their rights in the 1760s 

and 1770s. Pamphleteer James Otis wrote 

that, ñThe Colonists are by the law of nature 

free born, as indeed all men are, white or 

black.ò Pennsylvanian Benjamin Rush 

wrote, ñIt would be useless for us to 

denounce the servitude to which the 

https://billofrightsinstitute.org/lessons/paths-to-freedom-african-americans-and-the-revolutionary-war
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Parliament of Great Britain wishes to reduce 

us, while we continue to keep our fellow 

creatures in slavery just because their color 

is different from ours.ò While some 

colonists addressed the contradiction of 

slavery and freedom, Black Americans 

challenged the institution.ò 

Neither George Washington nor 

Thomas Jefferson freed enslaved Africans 

that they owned during their lifetimes. A 

1773 letter written by Patrick Henry, who is 

remembered for declaring ñGive Me Liberty 

Or Give Me Death,ò is telling about the 

attitudes of white colonialists about the 

institution of slavery. In the letter, Henry 

wrote ñWould any one believe that I am 

Master of Slaves of my own purchase! I am 

drawn along by ye. general inconvenience 

of living without them.ò 

ñEnslaved persons appealed to 

revolutionary ideals to argue for their natural 

rights. In 1773, four enslaved persons in 

Massachusetts petitioned the legislature for 

their freedom ówhich, as men, we have a 

natural right to.ô The following year, a group 

of enslaved men presented a freedom 

petition claiming their natural rights and 

right to consent. ñWe have in common with 

all other men a natural right to our freedom 

without being deprived of them by our 

fellow men.ò The legislature did not yet act 

upon the petitions, but Black Americans 

continued to petition for their freedom 

during the war as did Nero Brewster and 19 

other enslaved individuals in New 

Hampshire in 1779.ò 

The petitions were almost always 

unsuccessful. Only one of the original 

thirteen colonies, Massachusetts, outlawed 

slavery. Most of the enslaved Africans 

emancipated during the war were 

emancipated by the British. 

ñOnce the Revolutionary War began 

in 1775 at Lexington and Concord, free and 

enslaved Blacks joined both the patriot and 

British sides. Several Black patriots fought 

bravely at the Battle of Bunker Hill 

alongside White soldiers, but General 

George Washington forbade their service in 

the Continental Army that fall. However, 

dire manpower needs caused Washington 

and Congress soon to reverse that policy. 

The differing states had varied recruiting 

policies during the war: only South Carolina 

and Georgia prevented all Blacks from 

serving. A total of 5,000 free and enslaved 

Blacks fought for the patriot side throughout 

the war.ò 

After Lord Dunmore offered freedom 

to any enslaved Africans who escaped to the 

British lines, an estimated 20,000 former 

slaves fought for their freedom by joining 

the British. The most famous of these was 

Titus Cornelius, Colonel Tye, who initially 

fought with Virginiaôs Ethiopian Regiment 

and later led the New Jersey regionôs Black 

Brigade. 

Three Pounds Reward ï Run away from 

the subscriber, living in Shrewsbury, in 

the county of Monmouth, New Jersey, 

a Negroe man, named Titus, but may 

probably change his name; he is about 21 

years of age, not very black, near 6 feet 

high; had on a grey homespun coat, brown 

breeches, blue and white stockings, and 

took with him a wallet, drawn up at one 
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end with a string, in which was a quantity 

of clothes. Whoever takes said Negroe, 

and secures him in any gaol, or brings him 

to me, shall be entitled to the above 

reward of Three Pounds, proc. And all 

reasonable charges paid by John Corlis. 

Nov. 8, 1775. 

 

ñThe British consistently encouraged 

enslaved persons to escape to support the 

British war effort and disrupt the American 

cause rather than out of a sincere desire for 

Black freedom.ò 

During peace negotiations George 

Washington demanded that the British 

return formerly enslaved Africans including 

people he claimed to own as contraband. 

The British refused and evacuated as many 

as 20,000 Black Loyalists to Nova Scotia 

and other parts of the British empire. 

ñDuring the war, General Washingtonôs 

aides, John Laurens and his friend 

Alexander Hamilton, developed an 

emancipation plan. In 1779, Congress 

endorsed their plan to raise a contingent of 

3,000 enslaved men in South Carolina and 

Georgia who would be granted their 

freedom in exchange for military service. 

The legislatures of those two southern states 

rejected the scheme because of their 

opposition to emancipation and to arming 

enslaved persons.ò 

In November 1775, George 

Washington issued an order barring both 

free and enslaved Black men from serving in 

the colonial army. In January 1776, 

Washington permitted the enlistment of free 

Black men who already were serving in the 

army and in 1777, all free Black men were 

permitted to join. Only Rhode Island offered 

freedom to enslaved men who joined the 

army. In a letter to Laurensô father, 

Washington explained his fear that if the 

colonists did not arm enslaved Africans and 

offer them freedom, the British would and 

the war could be lost. Despite Washingtonôs 

pragmatic change of position, the plan was 

never implemented. 

Bill of Rights Institute Guiding Questions: 

¶ How did African Americans participate 

in the Revolutionary War? 

¶ How did their actions reflect a desire to 

enjoy their natural rights? 

Objectives: 

¶ Students will be able to connect actions 

taken by African Americans during the 

Revolutionary War to an understanding 

of natural rights of equality and justice. 

¶ Students will summarize the main ideas 

of historic texts. 

¶ Students will create an argument 

supported by evidence from primary 

sources. How did African Americans 

participate in the Revolutionary 

War? How did their actions reflect a 

desire to enjoy their natural rights? 

Materials/student resources: 

¶ The Boston Massacre engraving by Paul 

Revere, 1770 

https://billofrightsinstitute.org/activities/the-boston-massacre-engraving-by-paul-revere-1770
https://billofrightsinstitute.org/activities/the-boston-massacre-engraving-by-paul-revere-1770
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¶ The Phillipsburg Proclamation, 1779 

¶ ñSoldiers at the siege of Yorktown,ò by 

Jean-Baptiste-Antoine DeVerger, 1781 

¶ James Armisteadôs Petition to the 

Virginia General Assembly, November 

30, 1786 

Suggested additional documents: 

¶ Lord Dunmoreôs Proclamation, 1775 

¶ ñAn act directing the emancipation of 

certain slaves who have served as 

soldiers in this state, and for the 

emancipation of the slave Aberdeen,ò 

Virginia General Assembly, October 20, 

1783 

¶ George Washingtonôs Last Will and 

Testament, July 9, 1799 

[These materials are missing from the Bill of 

Rights Instituteôs suggested documents.] 

A. This charge against the King of England 

was removed from the original draft of the 

Declaration of Independence before it was 

signed on July 4, 1776: ñHe has waged cruel 

war against human nature itself, violating its 

most sacred rights of life and liberty in the 

persons of a distant people who never 

offended him, captivating and carrying them 

into slavery in another hemisphere, or to 

incur miserable death in their transportation 

thither  . . . Determined to keep open a 

market where men should be bought and 

sold, he has suppressed every legislative 

attempt to prohibit or to restrain this 

execrable commerce.ò 

B. Boston Kingôs Escape to the British Lines 

(1779): ñAs I was at prayer one evening, I 

thought the Lord Heard Me, and would 

mercifully deliver me. [P]utting my 

confidence in him, about one oôclock in the 

morning, I went down to the river side and 

found the guards were either asleep or in the 

tavern. I instantly entered the water, but 

when I was a little distance from the 

opposite shore, I heard the sentinels 

disputing among themselves. One said, I am 

sure I saw a man cross the river. Another 

replied, there is no such thing. When I got a 

little distance from the shore I got down on 

my knees and thanked God for this deliver-

ance. I traveled until five oôclock in the 

morning and then concealed myself until 

seven oôclock at night, when I proceeded 

forward throô brushes and marshes for fear 

of being discovered. When I came to the 

river, opposite Staten Island, I found a boat 

and altho it was near a whale-boat, I 

ventured into it and cutting the rope, I got 

safe over. The commanding officer, when 

informed of my case, gave me a passport 

and I proceeded to New York.ò 

C. Pennsylvania Gazette on April 12, 1780 

reported on a Monmouth County raid led by 

Colonel Tye: On the 30th ult. a party of 

Negroes and Refugees, from the Hook, 

landed at Shrewsbury in order to plunder. 

During their excursion, a Mr. Russel, who 

attempted to make some resistance to their 

depredations, was killed, and his grandchild 

had five balls shot through him, but is yet 

living.ò On September 9, 1780, 

Philadelphia Gazette reported: ñOne of 

these attempts (and one which very nearly 

proved successful) was made about the 1st 

of September, 1780, by a body of Refugees 

black and white, including among the 

former the mulatto leader known as 

https://billofrightsinstitute.org/activities/the-phillipsburg-proclamation-1779/
https://billofrightsinstitute.org/activities/soldiers-at-the-siege-of-yorktown-by-jean-baptiste-antoine-deverger-1781
https://billofrightsinstitute.org/activities/soldiers-at-the-siege-of-yorktown-by-jean-baptiste-antoine-deverger-1781
https://billofrightsinstitute.org/activities/james-armisteads-petition-to-the-virginia-general-assembly-november-30-1786
https://billofrightsinstitute.org/activities/james-armisteads-petition-to-the-virginia-general-assembly-november-30-1786
https://billofrightsinstitute.org/activities/james-armisteads-petition-to-the-virginia-general-assembly-november-30-1786
https://billofrightsinstitute.org/activities/lord-dunmores-proclamation-1775
https://billofrightsinstitute.org/activities/an-act-directing-the-emancipation-of-certain-slaves-who-have-served-as-soldiers-in-this-state-and-for-the-emancipation-of-the-slave-aberdeen-virginia-general-assembly-october-20-1783
https://billofrightsinstitute.org/activities/an-act-directing-the-emancipation-of-certain-slaves-who-have-served-as-soldiers-in-this-state-and-for-the-emancipation-of-the-slave-aberdeen-virginia-general-assembly-october-20-1783
https://billofrightsinstitute.org/activities/an-act-directing-the-emancipation-of-certain-slaves-who-have-served-as-soldiers-in-this-state-and-for-the-emancipation-of-the-slave-aberdeen-virginia-general-assembly-october-20-1783
https://billofrightsinstitute.org/activities/an-act-directing-the-emancipation-of-certain-slaves-who-have-served-as-soldiers-in-this-state-and-for-the-emancipation-of-the-slave-aberdeen-virginia-general-assembly-october-20-1783
https://billofrightsinstitute.org/activities/an-act-directing-the-emancipation-of-certain-slaves-who-have-served-as-soldiers-in-this-state-and-for-the-emancipation-of-the-slave-aberdeen-virginia-general-assembly-october-20-1783
https://billofrightsinstitute.org/activities/an-act-directing-the-emancipation-of-certain-slaves-who-have-served-as-soldiers-in-this-state-and-for-the-emancipation-of-the-slave-aberdeen-virginia-general-assembly-october-20-1783
https://billofrightsinstitute.org/activities/george-washingtons-last-will-and-testament-july-9-1799
https://billofrightsinstitute.org/activities/george-washingtons-last-will-and-testament-july-9-1799
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ñColonel Tye.ò The party made an 

unexpected attack on Huddyôs house, which 

was bravely defended by himself and a girl 

of about twenty years of age, named 

Lucretia Emmons. The house had been a 

station for a detachment of the militia, and 

fortunately the guard had left there several 

muskets, which the girl now loaded as 

rapidly as possible and handed to Huddy, 

who fired them successively from different 

windows, wounding several of the assailants 

and causing them to greatly overestimate the 

number of defenders. This caused them to 

shrink from further direct attack, and they 

then set fire to the house, which, of course, 

ended all hope of successful resistance on 

Huddyôs part, and seeing the flames 

beginning to spread, he, to save his house, 

agreed to surrender on condition that they 

would extinguish the fire, which terms they 

accepted.ò 

D. George Washington, while headquartered 

at Newburgh, New York, objected to British 

plans to evacuate formerly enslaved 

Africans as a violation of the provisional 

peace agreement and he sought to find and 

reacquire people he claimed as his own 

property. In an April 1783 letter to Benjamin 

Harrison, the Governor of Virginia, 

Washington wrote: ñI transmitted the list of 

your Slaves to a Gentleman; a worthy active 

Man, of my acquaintance in New York and 

requested him to use his endeavors to obtain 

and forward them to you. All that can be 

done, I am sure he will do, but I have but 

little expectation that many will be 

recovered; several of my own are with the 

Enemy but I scarce ever bestowed a thought 

on them; they have so many doors through 

which they can escape from New York, that 

scarce any thing but an inclination to return, 

or voluntarily surrender of themselves will 

restore many to their former Masters, even 

supposing every disposition on the part of 

the Enemy to deliver them.ò 

E. Virginians Petition to Protect Slavery 

(1784): ñSome men of considerable weight 

to wrestle from us, by an Act of the 

legislature, the most valuable and 

indispensable Article of our Property, our 

SLAVES by general emancipation of them. 

é such a scheme indeed consists very well 

with the principles and designs of the North, 

whose Finger is sufficiently visible in it. é 

No language can express our indignation, 

Contempt and Detestation of the apostate 

wretches. é It therefore cannot be admitted 

that any man had a right é to divest us of 

our known rights to property which are so 

clearly defined.ò 

F. Article in the New-York Packet, April 4, 

1785: ñIt would be greatly injurious [sic] to 

this state if all the Negroes should be 

allowed the privileges of white men, unless 

there could be derived some possible means 

consistent with liberty, to separate them 

from white people, and prevent them from 

having any connection or intercourse with 

them . é [I]f they are emancipated on any 

other terms, it must be evident to the most 

common understanding, what will be the 

consequence in a short time; besides the 

shame we should most inevitably incur from 

a mixture of complexions, and their 

participating in government, é still greater 

consequence is to be dreaded, which is a 

total subversion of our liberties.ò 
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G. Jupiter Hammon, poet and minister, was 

enslaved on Long Island. In 1786, he 

addressed this statement on slavery to the 

African population of New York State: 

ñNow I acknowledge that liberty is a great 

thing, and worth seeking for, if we can get it 

honestly, and by our good conduct, prevail 

on our masters to set us free. That liberty is 

a great thing we may know from our own 

feelings, and we may likewise judge so from 

the conduct of the white people, in the late 

war. How much money has been spent, and 

how many lives have been lost, to defend 

their liberty. I must say that I have hoped 

that God would open their eyes, when they 

were so much engaged for liberty, to think 

of the state of the poor blacks, and to pity us. 

He has done it in some measure, and has 

raised us up many friends, for which we 

have reason to be thankful, and to hope in 

his mercy.ò 

H. According to the Mount Vernon library, 

seventeen members of the Mount Vernon 

enslaved population, fourteen men and three 

women escaped, many to a British warship 

anchored in the Potomac River. Hercules 

Posey, George Washingtonôs cook, and Ona 

Judge, Martha Washingtonôs personal 

servant successfully escaped bondage during 

Washingtonôs Presidency while the family 

was in Philadelphia. They fled to freedom 

when Washington tried to rotate them back 

to Virginia to avoid Pennsylvaniaôs 

emancipation laws. Posey was later sighted 

in New York City. Frederick Kitt, who 

oversaw the executive residence in 

Philadelphia, placed an advertisement in 

the Philadelphia Gazette and Daily 

Advertiser offering a $10 reward for Judgeôs 

capture. In 1847, The Liberator published a 

letter from Reverend Benjamin Chase 

describing a visit with Ona Judge Staines 

who was now elderly where she recounted 

her escape. From Philadelphia Judge secured 

passage on a ship bound for Portsmouth, 

New Hampshire. A few months after 

arriving in Portsmouth, Judge was 

recognized by a friend of Martha 

Washingtonôs granddaughter and George 

Washington enlisted the customs collector 

there, a federal employee, in an unsuccessful 

effort to capture Judge. The runaway slave 

ad and The Liberator article are included on 

the Bill of Rights Institute web page as 

ñFurther Reading,ò but not the letter from 

Washington to the Portsmouth Customs 

Collector. 

I. Letter from President George Washington 

to Joseph Whipple, Customs Collector, 

Portsmouth, New Hampshire, November 28, 

1796:  I regret that the attempt you made to 

restore the girl (Oney Judge as she called 

herself while with us, and who, without the 

least provocation absconded from her 

Mistress) should have been attended with so 

little success. To enter into such a 

compromise, as she has suggested to you, is 

totally inadmissible, for reasons that must 

strike at first view: for however well 

disposed I might be to a gradual abolition, or 

even to an entire emancipation of that 

description of People (if the latter was in 

itself practicable at this Moment) it would 

neither be politic or just, to reward 

unfaithfulness with a premature preference; 

and thereby discontent, beforehand, the 

minds of all her fellow Servants; who by 

their steady adherence, are far more 

deserving than herself, of favor. é If she 

will return to her former Service, without 
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obliging me to resort to compulsory means 

to effect it, her late conduct will be forgiven 

by her Mistress; and she will meet with the 

same treatment from me, that all the rest of 

her family (which is a very numerous one) 

shall receive. If she will not, you would 

oblige me, by pursuing such measures as are 

proper, to put her on board a Vessel bound 

either to Alexandria or the Federal City.ò 

J. Runaway Slave Ads  

 

 

 

Sources:  

¶ https://www.socialstudies.org/conference

/conference-sponsors 

¶ https://www.zinnedproject.org/if-we-

knew-our-history/the-koch-brothers-bill -

of-rights-institute/    

¶ https://blog.ucs.org/elliott-negin/its-

time-for-charles-koch-to-testify-about-

his-climate-change-disinformation-

campaign/ 

¶ https://accountable.us/leo-koch-

networks-funnel-55m-into-project-2025-

groups/ 

¶ https://www.desmog.com/2024/08/14/pr

oject-2025-billionaire-donor-heritage-

foundation-donald-trump-jd-vance-

charles-koch-peter-coors/ 

¶ https://www.academia.org/bill-of-rights-

makes-comeback/ 

¶ https://www.desmog.com/2024/08/14/pr

oject-2025-billionaire-donor-heritage-

foundation-donald-trump-jd-vance-

charles-koch-peter-coors/ 

https://www.socialstudies.org/conference/conference-sponsors
https://www.socialstudies.org/conference/conference-sponsors
https://www.zinnedproject.org/if-we-knew-our-history/the-koch-brothers-bill-of-rights-institute/
https://www.zinnedproject.org/if-we-knew-our-history/the-koch-brothers-bill-of-rights-institute/
https://www.zinnedproject.org/if-we-knew-our-history/the-koch-brothers-bill-of-rights-institute/
https://blog.ucs.org/elliott-negin/its-time-for-charles-koch-to-testify-about-his-climate-change-disinformation-campaign/
https://blog.ucs.org/elliott-negin/its-time-for-charles-koch-to-testify-about-his-climate-change-disinformation-campaign/
https://blog.ucs.org/elliott-negin/its-time-for-charles-koch-to-testify-about-his-climate-change-disinformation-campaign/
https://blog.ucs.org/elliott-negin/its-time-for-charles-koch-to-testify-about-his-climate-change-disinformation-campaign/
https://accountable.us/leo-koch-networks-funnel-55m-into-project-2025-groups/
https://accountable.us/leo-koch-networks-funnel-55m-into-project-2025-groups/
https://accountable.us/leo-koch-networks-funnel-55m-into-project-2025-groups/
https://www.desmog.com/2024/08/14/project-2025-billionaire-donor-heritage-foundation-donald-trump-jd-vance-charles-koch-peter-coors/
https://www.desmog.com/2024/08/14/project-2025-billionaire-donor-heritage-foundation-donald-trump-jd-vance-charles-koch-peter-coors/
https://www.desmog.com/2024/08/14/project-2025-billionaire-donor-heritage-foundation-donald-trump-jd-vance-charles-koch-peter-coors/
https://www.desmog.com/2024/08/14/project-2025-billionaire-donor-heritage-foundation-donald-trump-jd-vance-charles-koch-peter-coors/
https://www.academia.org/bill-of-rights-makes-comeback/
https://www.academia.org/bill-of-rights-makes-comeback/
https://www.desmog.com/2024/08/14/project-2025-billionaire-donor-heritage-foundation-donald-trump-jd-vance-charles-koch-peter-coors/
https://www.desmog.com/2024/08/14/project-2025-billionaire-donor-heritage-foundation-donald-trump-jd-vance-charles-koch-peter-coors/
https://www.desmog.com/2024/08/14/project-2025-billionaire-donor-heritage-foundation-donald-trump-jd-vance-charles-koch-peter-coors/
https://www.desmog.com/2024/08/14/project-2025-billionaire-donor-heritage-foundation-donald-trump-jd-vance-charles-koch-peter-coors/
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The New York State Portrait of a 

Graduate, finalized in July 2025, emphasizes 

preparing students who are academically 

skilled, literate across disciplines, and 

capable of critical thinking, independent 

learning, and effective communication (New 

York State Education Department, 2025). 

Central to this vision is culturally 

responsive-sustaining (CR-S) education, 

which ensures that students build respectful 

relationships, value diverse perspectives, 

and engage meaningfully in inclusive 

learning communities. Graduates who 

demonstrate both cultural responsiveness 

and academic readiness are well-positioned 

to thrive in a diverse and rapidly changing 

world. 

These planned types of creative 

engagement open the door to new ideas in 

students. It also empowers students to take 

intellectual risks that challenge assumptions 

and spark curiosity. These behaviors form 

the basis for sustained and meaningful 

critical inquiry.  Critical inquiry then 

enables them to analyze information, 

evaluate evidence, and understand complex 

issues from multiple angles. In addition, 

building strong communication skills 

support students in articulating their 

thinking with clarity, and intentional lessons 

designed to build students self-reflection 

nurtures metacognition.  These are essential 

to helping them recognize strengths and 

identify areas for growth. When coupled 

with a developing sense of global 

awareness, these competencies equip 

students to become ñlifelong learnersò and 

contribute meaningfully to an interconnected 

world. 

To realize this vision, literacy 

instruction must extend beyond English 

Language Arts (ELA) to encompass all 

content areas, including social studies. The 

NYS Science of Reading (SoR) literacy 

initiative, woven into the finalized NYS 

Portrait of a Graduate, offers research-based 

strategies for building foundational skills 

such as decoding, fluency, vocabulary, and 

comprehension (Lesaux & Carr, 2023). SoR 

is not a single curriculum or program. 

Instead, it reflects decades of 

interdisciplinary research on how children 

acquire reading and writing skills and 

provides guidelines for effective instruction. 

In this context, SoR represents the "how" of 

literacy development, while the Portrait of a 

Graduate articulates the "why." Instruction 

should empower students to transfer literacy 

skills across disciplines and engage critically 

with academic content. 
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Social studies provides an especially 

strong context for building disciplinary 

literacy through engagement with academic 

texts and primary sources. Unlike fictional 

narratives, which often feature familiar 

vocabulary and predictable plots, these texts 

pose unique challenges. They introduce 

abstract concepts beyond studentsô everyday 

experiences and typically employ complex 

sentence structures and specialized 

organizational patterns. Additionally, they 

integrate both academic and discipline-

specific vocabulary (Cervetti & Hiebert, 

2011; Shanahan, 2021; Lesaux, 2020; 

McKeown et al., 2021). As students move 

from reading narrative fiction to academic 

and historical texts, they must navigate 

dense information, interpret primary and 

secondary sources, analyze cause-and-effect 

relationships, track chronological sequences, 

and consider multiple perspectives (Lee, 

2022; Fisher & Frey, 2021). 

Writing in social studies reflects a 

similar shift. Students are asked to construct 

coherent explanations, synthesize 

information across sources, and present 

reasoned arguments that reflect historical 

thinking (Fisher & Frey, 2021; Moje et al., 

2022).  Disciplinary literacy instruction 

supports students in meeting the academic 

demands of each discipline. By explicitly 

teaching subject specific vocabulary, 

sentence structures, discourse conventions, 

and organizational strategies, teachers help 

students build the knowledge and skills 

necessary for deep understanding and clear 

communication (Lesaux, Kieffer, & Kelley, 

2021; McKeown et al., 2021). By 

embedding such instruction, teachers create 

classrooms in which students move beyond 

memorizing facts to reasoning and 

producing knowledge in ways that mirror 

historians and social scientists (Shanahan, 

2021; Moje et al., 2022). 

Disciplinary literacy in social studies 

At its core, disciplinary literacy 

involves developing the specialized ways of 

reading, writing, and reasoning that 

characterize experts in each academic field.  

Each content area demands specific 

cognitive skills, including attention, working 

memory, and reasoning strategies. Students 

also need to master the linguistic features 

unique to the discipline, such as specialized 

vocabulary, complex syntax, and distinctive 

discourse structures, to engage successfully 

with academic content (Shanahan & 

Shanahan, 2020; Moje et al., 2020; Lesaux 

et al., 2021). Focusing on disciplinary 

literacy helps students move beyond relying 

solely on personal experience or background 

knowledge. It enables students to engage 

meaningfully with historical work. Through 

this process they analyze primary and 

secondary sources, evaluate evidence, 

consider multiple perspectives, and 

construct arguments grounded in evidence 

(Wineburg, 2001; Lee, 2022; Moje et al., 

2022). 

Providing explicit instruction in how 

historians read, write, and reason gives 

students the strategies they need to create 

meaning from complex texts and make 

historically grounded inferences.  The 

principles of disciplinary literacy align 

closely with the Science of Reading, as both 

highlight vocabulary, syntax, and 
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comprehension as foundations for deep 

understanding.  (Castles et al., 2018; 

Seidenberg, 2017; McKeown et al., 2021). 

By integrating these approaches, teachers 

help students develop strong word-level 

decoding, higher-order comprehension and 

the reasoning skills necessary to think, read, 

and write like experts in history and the 

social sciences. 

In social studies, disciplinary literacy 

requires students to develop several core 

language skills. These include mastering 

both academic and subject-specific 

vocabulary.  Academic vocabulary 

encompasses words that appear across 

multiple subjects. This allows students to 

engage in higher-order thinking and cross-

disciplinary reasoning (August & Shanahan, 

2022; Lesaux et al., 2021). Content-specific 

vocabulary, in contrast, is unique to social 

studies and supports students in analyzing 

and interpreting historical texts. 

Disciplinary literacy expands to 

include instruction in language functions 

within an academic discipline.  Language 

function refers to how students use language 

to think, reason, and interact with content. 

These skills are integrated into learning 

objectives and reflected in classroom 

activities. By applying these skills 

consistently, students deepen their 

understanding and mirror the work of 

historiansðcomparing events, analyzing 

causes and effects, interpreting sources, and 

synthesizing information across texts 

(Wineburg, McGrew, Breakstone, & Ortega, 

2020; Lee, 2022). 

Syntax is another critical component 

of disciplinary literacy. Historical and 

academic writing often features complex 

sentences with multiple clauses, embedded 

phrases, and relational markers such as 

because, although, and therefore.  These are 

used in writing to signal logical relationships 

like cause and effect, contrast, or 

comparison. Understanding syntax allows 

students to follow intricate reasoning, 

interpret nuanced arguments, and construct 

their own ideas with clarity (Shanahan & 

Shanahan, 2021; McKeown et al., 2021). 

Discourse is the final part of 

disciplinary literacy.  Discourse refers to the 

larger structures of communication that 

guide how knowledge is shared. In social 

studies, discourse encompasses how 

historians organize evidence, sequence 

ideas, and construct arguments. Recognizing 

these patterns enables students to produce 

organized, purposeful writing and strengthen 

their ability to reason critically and 

communicate effectively (Fisher, Frey, & 

Hattie, 2023; Moje et al., 2022). 

By explicitly teaching both academic 

and content vocabulary, language function, 

syntax, and discourse, educators create 

learning environments where students move 

beyond superficial understanding and 

engage in authentic historical inquiry. These 

skills not only support disciplinary thinking 

within social studies classes, but also foster 

transferable literacy skills across other 

subjects and multiple grade levels (Moje et 

al., 2020; McKeown et al., 2021). 

Strengthening vocabulary instruction 
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Vocabulary instruction in social 

studies must address the layered nature of 

the words students encounter.  According to 

the Science of Reading framework, 

vocabulary can be grouped into three tiers. 

Everyday conversational terms form the first 

tier, while the second includes academic 

words that recur across disciplines.  

Research by Averil Coxhead (2000) 

provides a widely used Academic Word 

List, which can be used to map high-

frequency academic words across subjects 

and grade levels. The list is available online 

through Victoria University of Wellington 

(Victoria University of Wellington, n.d.) at 

https://www.wgtn.ac.nz/lals/resources/acade

micwordlist. Examples of Tier 2 words 

include analyze, influence, and structure.  

Effective instruction in academic vocabulary 

requires more than providing definitions.  

Students need opportunities to explore how 

these words function within texts and 

discussions.  Planned alignment and 

instruction in academic vocabulary helps 

students notice subtle differences in 

meaning and recognize common word 

pairings.  These strategies support students 

in applying academic language confidently 

in reading, discussion, and writing tasks 

across different contexts. (August & 

Shanahan, 2022; Lesaux et al., 2021). 

Tier 3 words are discipline-specific 

and central to historical reasoning.  These 

include terms like reform, diplomacy, and 

industrialization. These are most effectively 

learned through carefully chosen primary 

sources, historical narratives, contemporary 

accounts and other authentic text. Exploring 

these words in context helps students 

develop a precise understanding of their 

meaning and significance. Seeing how 

words function in authentic reading, 

discussion, and writing tasks helps students 

to deepen their comprehension and learn to 

use language accurately and confidently 

(McKeown et al., 2021; Moje et al., 2022). 

Teachers can scaffold discipline-

specific vocabulary using a variety of 

strategies aligned with the Science of 

Reading.  Frayer Models, word maps, and 

charts that incorporate synonyms, antonyms, 

text-based examples, and opportunities for 

students to create original sentences are all 

effective tools.  Sentence frames provide 

students with language support that guides 

the use of both academic and content 

vocabulary. For example, ñI can analyze ___ 

by ___ò or ñThis structure helps ___ 

because ___ò give students a clear structure 

for expressing their ideas. Teachers can also 

leverage morphology and word families to 

help students predict the meanings of new 

words. For instance, influence can become 

influential or influencer, and structure can 

become structural or restructure. 

Understanding the suffix -ism, which 

denotes a system, ideology, or practice 

allows students to analyze and apply terms 

such as feudalism, mercantilism, capitalism, 

communism, and socialism.  

Visual supports, such as anchor 

charts, offer reference points for key terms 

across lessons. Vocabulary journals 

encourage learners to record new words, 

include text examples, write original 

sentences, and reflect on how each word 

connects to the topic. These personalized 

exercises reinforce both literacy growth and 

https://www.wgtn.ac.nz/lals/resources/academicwordlist
https://www.wgtn.ac.nz/lals/resources/academicwordlist
https://www.wgtn.ac.nz/lals/resources/academicwordlist
https://www.wgtn.ac.nz/lals/resources/academicwordlist
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historical reasoning (Fisher, Frey, & Hattie, 

2021). 

Teaching academic language functions in 

social studies 

The New York State Kï12 Social 

Studies Framework (NYSSED, 2023) 

outlines a range of academic functions that 

students should develop to think, 

communicate, and reason like historians and 

social scientists. These functions are 

embedded in the frameworkôs disciplinary 

practices and include gathering and using 

evidence, analyzing and interpreting 

information, reasoning and argumentation, 

communication and expression, and problem 

solving or decision making. Within these 

practices, students learn to formulate 

questions, design inquiries, and evaluate 

sources as part of historical investigations 

(New York State Education Department, 

2023; https://www.nysed.gov/curriculum-

instruction/social-studies). These functions 

are central to disciplinary thinking and must 

be aligned from instruction through 

assessment. Doing so connects 

comprehension to expression and deepens 

understanding (Wineburg, Martin, & Monte-

Sano, 2020; Langer & Applebee, 2020). 

Teachers can support language function 

through a variety of strategies informed by 

the Science of Reading. Graphic organizers 

help students compare perspectives or 

categorize causes and effects. Timelines 

clarify chronological relationships. 

Structured prompts encourage evidence-

based argumentation. For example, in a unit 

on the Civil Rights Movement, students 

might hypothesize causes, examine primary 

sources, and revise interpretations based on 

evidence. These tasks mirror historiansô 

methods and promote critical thinking over 

memorization (Singer, 2021). 

Additional Science of Reading strategies 

include analyzing contemporary political 

speeches to identify rhetorical techniques 

and historical parallels. Peer debates provide 

opportunities for learners to justify their 

positions using evidence. Historical 

simulations, such as mock congressional 

hearings or town hall meetings, immerse 

students in applying analytical and 

inferential skills in authentic contexts. 

Connecting history instruction to current 

social issues further enhances relevance and 

fosters civic engagement (Singer, 2019). 

Targeted prompts make language 

functions explicit. Examples include: 

¶ ñCompare the motivations of these two 

historical figures using evidence from 

primary sources.ò 

¶ ñSequence these events and explain how 

one led to another.ò 

¶ ñBased on this speech, what inferences 

can you make about public opinion at 

the time?ò 

¶ ñEvaluate the credibility of these sources 

and justify your reasoning.ò 

By integrating these strategies, 

students will move beyond surface-level 

recall and engage deeply in evidence-based 

reasoning. They learn to interrogate sources, 

construct coherent arguments, and articulate 

well-supported claims. Developing these 

https://www.nysed.gov/curriculum-instruction/social-studies
https://www.nysed.gov/curriculum-instruction/social-studies
https://www.nysed.gov/curriculum-instruction/social-studies
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skills is critical for cultivating historical 

literacy and preparing students to participate 

as informed, active citizens (Reisman, 2020; 

Singer 2021). 

Teaching syntax for disciplinary literacy in 

social studies 

Syntax instruction plays a vital role 

in helping students navigate complex texts 

and articulate sophisticated ideas. When 

students understand how different sentence 

structures function, they become more 

confident readers and writers. Subordinate 

clauses, cause and effect constructions, and 

embedded modifiers each offer ways to 

convey nuance and complexity. As students 

learn to recognize and use these structures, 

they strengthen both comprehension and 

written expression. These skills also enable 

them to read more analytically and construct 

clearer arguments (Shanahan & Shanahan, 

2019). 

Consider the sentence: ñAlthough 

governments have pledged to reduce 

emissions, many countries continue to rely 

on fossil fuels, which has delayed progress 

on climate goals.ò 

Subordinate clauses and modifiers 

help students make sense of contrasts, causal 

relationships, and the sequence of events. 

These skills are fundamental to the ways 

students engage in historical and civic 

thinking. In the classroom, teachers can 

build this understanding through brief 

focused mini-lessons. These lessons might 

guide students through the role of dependent 

clauses, transitions, and modifiers as they 

appear in authentic texts. By slowing down 

and examining these structures together, 

teachers help students see how syntax 

shapes meaning in ways that support deeper 

reading and writing.  

Close reading and annotation provide 

valuable opportunities for students to 

analyze how authors construct meaning 

through syntax.  As students mark up a text, 

they begin to notice how authors signal 

causality, highlight contradictions, and add 

meaningful layers of detail. These insights 

help students read more intentionally and 

understand how structure supports meaning.  

When teachers model these strategies 

in their own writing, students gain a clear 

example of how syntax works in practice. 

They can observe how deliberate sentence 

structures clarify ideas and reinforce 

arguments. Seeing these techniques in action 

helps students apply them in their own 

writing with greater confidence and skill. 

Modeling logical connections in 

writing reinforces syntax. For example: 

ñYoung activists are organizing global 

climate strikes. Therefore, governments are 

facing increased pressure to act.ò 

Classroom applications can be 

interactive. Students might collaboratively 

build sentences combining ideas from 

multiple sources. Peer syntax review 

encourages attention to clarity and logical 

flow. Analyzing historical documents or 

political speeches helps learners notice 

argumentative structures and rhetorical 

strategies (Singer, 2019). 
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Explicit instruction in syntax gives 

students the skills they need to read 

critically and think analytically. As they 

learn how sentence structures work, students 

begin to make sense of complex texts and 

strengthen their ability to craft evidence-

based arguments. Intentional instruction in 

this area also helps them to build 

disciplinary literacy aligned to the Science 

of Reading. This will support meaningful 

engagement with content and ideas across 

subjects. By weaving these practices into 

daily teaching, educators can empower 

students to approach learning with 

confidence and build a deeper understanding 

of the material. 

Promoting academic discourse in social 

studies 

When academic discourse is 

deliberately structured, students articulate 

their reasoning and engage in evidence-

based dialogue with classmates (Fisher, 

Frey, & Hattie, 2023; Singer, 2021). They 

engage with texts, data, and visual sources 

to make sense of complex information 

together.  Carefully designed discussion 

protocols elevate classroom talk from simple 

recall to deeper, concept-driven 

conversations. Students strengthen their 

understanding of content and develop habits 

of disciplinary thinking. By creating space 

for purposeful dialogue, educators help 

students to communicate more clearly and 

connect ideas meaningfully (Singer, 2021). 

Academic discourse supports higher-

order cognitive processes, including critical 

thinking, perspective-taking, and evaluative 

reasoning. For example, when students 

analyze the causes of the American 

Revolution in a Socratic seminar, they have 

opportunities to articulate and defend their 

interpretations. They can also question and 

evaluate the reasoning of their peers. In 

addition, multimedia debates that draw on 

oral, written, and visual sources require 

students to synthesize evidence from a 

variety of sources. These activities help to 

further develop understanding and 

strengthen studentsô ability to communicate 

complex ideas. 

Classroom extensions bring these 

practices to life. Students work together to 

analyze primary sources and build 

arguments collaboratively, learning from 

each otherôs reasoning in the process. 

Structured peer feedback encourages 

reflection on their own thinking and 

rhetorical choices, which strengthens 

metacognitive skills. When teachers connect 

discourse to contemporary social and civic 

issues, students see the relevance of their 

learning and understand themselves as 

active participants in society (Singer, 2021). 

Teachers can scaffold academic 

discourse through a range of Science of 

Reading informed practices that strengthen 

studentsô reasoning and communication 

skills. Strategies such as think-pair-share, 

small-group discussions, Socratic seminars, 

and debates create structured opportunities 

for students to verbalize their thinking. 

Discourse prompts help learners express 

complex ideas clearly while maintaining 

academic rigor. For example, posting 

sentence frames for students to refer to 

during a lesson like, ñA historical event that 

connects to this is ___ because ___ò helps to 
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guide learners in articulating more nuanced 

interpretations. Through these approaches, 

classroom talk becomes a space where 

students communicate more effectively by 

using the reasoning and language of 

historians and social scientists (Shanahan & 

Shanahan, 2020; Reisman, 2012). 

By integrating structured dialogue 

with Science of Reading principles and CR-

S practices, teachers create environments 

where students develop both disciplinary 

literacy and cultural awareness. Students 

practice reasoning like historians by 

examining evidence and constructing claims 

in both discussion and writing. Students 

grow more confident in analyzing complex 

ideas as they collaborate, question, and 

explain their thinking.  These experiences 

make learning interactive, meaningful, and 

relevant.  With this students are able to 

connect their historical thinking to the 

broader world.   

Conclusion 

Integrating the Science of Reading, 

disciplinary literacy, and CR-S pedagogy 

gives teachers a clear framework for 

preparing students to think and work like 

historians and social scientists. When 

students receive explicit instruction in 

academic vocabulary, syntax, language 

functions, and structured discourse across 

Kï12 social studies, they build the skills to 

reason critically, communicate evidence-

based ideas, and engage deeply with 

complex content (Shanahan & Shanahan, 

2019; Wineburg, Martin, & Monte-Sano, 

2020). 

High-impact instructional practices 

enable teachers to support students in 

working with information presented in text, 

visuals, and spoken language. When we 

guide students in reading and annotating 

complex texts, we help them analyze 

sources and deepen their comprehension. 

Structured group discussions provide 

opportunities for students to practice oral 

reasoning and consider multiple 

perspectives. Writing essays encourages 

them to synthesize ideas and develop well-

supported arguments, while presentations 

that blend visual and spoken components 

strengthen their ability to communicate 

effectively. Together, these practices mirror 

how professional historians and other social 

scientists think and work to help to prepare 

students to interpret and construct 

knowledge independently (Reisman, 2020; 

Fisher, Frey, & Hattie, 2023). 

CR-S pedagogy helps students 

engage meaningfully with diverse 

perspectives while building the skills they 

need to succeed across content areas 

(Singer, 2021). By integrating literacy 

supports with culturally responsive teaching, 

classrooms become inclusive environments 

where all learners can access rigorous 

content and participate in evidence-based 

discourse. This approach not only deepens 

historical reasoning and literacy but also 

fosters civic competence. 

Equally as important, this approach 

aligns with the recently adopted NYS 

Portrait of a Graduate, which emphasizes 

critical thinking, communication, 

collaboration, and civic engagement (New 

York State Education Department, 2025). 
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By weaving together explicit literacy 

instruction, disciplinary literacy strategies, 

and CR-S practices, teachers prepare 

students to become academically confident 

and socially conscious graduates that are 

ready to contribute thoughtfully to 

contemporary society. 

Addendum: Applications across elementary, 

middle, and high school 

Elementary School: Instruction 

emphasizes foundational content knowledge, 

vocabulary development, and 

comprehension strategies. Graphic 

organizers, role-playing, and guided 

discussions support learning (Lesaux, 

Crosson, & Kieffer, 2020). Activities such 

as historical story mapping, primary source 

observation, and age-appropriate 

explorations of current events help students 

begin engaging in historical thinking. Cause-

and-effect relationships, sequencing events, 

and identifying multiple perspectives are 

introduced in developmentally appropriate 

ways. Linking content to studentsô lived 

experiences fosters engagement and civic 

understanding (Singer, 2019). 

Middle School: Students encounter 

more complex texts, historical arguments, 

and analytical tasks. Instruction emphasizes 

annotation, sentence frames, and graphic 

organizers that support higher-order 

thinking, analysis, and synthesis (Moje et 

al., 2020). Structured debates, document-

based journals, and comparative analyses 

connecting contemporary issues to historical 

contexts encourage evidence-based 

argumentation. Culturally responsive 

strategies ensure students critically engage 

with diverse narratives and social issues 

(Singer, 2021). 

High School: Instruction centers on 

authentic historical inquiry, requiring 

analysis of multiple primary and secondary 

sources, evaluation of evidence, and 

synthesis of findings in written, oral, and 

multimedia formats (Wineburg, Martin, & 

Monte-Sano, 2020). Explicit instruction in 

syntax, transitions, and argumentation 

supports coherent and persuasive 

expression. Thematic writing, multimedia 

presentations, reflective oral history 

projects, and civic engagement initiatives 

allow students to practice the habits of 

historians. Civic engagement projects link 

historical analysis to contemporary 

democratic participation (Singer, 2021). 

By scaffolding disciplinary literacy 

practices across developmental levels, 

educators ensure students build the 

cognitive, linguistic, and analytical skills 

needed for rigorous historical reasoning and 

civic engagement. This continuum supports 

a trajectory from content comprehension in 

elementary school to authentic historical 

inquiry and civic participation in high 

school. 
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Eighty Years of Nuclear Terror 

 

 

Lawrence Wittner 

 

Reprinted with permission from Z Network.  

Ever since the atomic bombings of 

Japanese cities in August 1945, the world 

has been living on borrowed time. The 

indications, then and since, that the 

development of nuclear weapons did not 

bode well for human survival, were clear 

enough. The two small atomic bombs 

dropped on the cities of Hiroshima and 

Nagasaki killed between 110,000 and 

210,000 people and wounded many others, 

almost all of them civilians. In subsequent 

years, hundreds of thousands more 

people around the world lost their lives 

thanks to the radioactive fallout from 

nuclear weapons testing, while substantial 

numbers also died from the mining of 

uranium for the building of nuclear 

weapons.  Most startlingly, the construction 

of nuclear weapons armadas against the 

backdrop of thousands of years of 

international conflict portended human 

extinction. Amid the escalating nuclear 

terror, Einstein declared: ñGeneral 

annihilation beckons.ò 

Despite the enormity of the nuclear 

danger, major governments, in the decades 

after 1945, were too committed to traditional 

thinking about international relations to 

resist the temptation to build nuclear 

weapons to safeguard what they considered 

their national security. Whatever the 

dangers, they concluded, military power still 

counted in an anarchic world. Consequently, 

they plunged into a nuclear arms race and, 

on occasion, threatened one another with 

nuclear war. At times, they came perilously 

close to itˈnot only during the 1962 Cuban 

missile crisis, but during the October 1973 

Arab-Israeli war and on numerous other 

occasions. 

By contrast, much of the 

public found nuclear weapons and the 

prospect of nuclear war very unappealing. 

Appalled by the nuclear menace, they rallied 

behind organizations like the National 

Committee for a Sane Nuclear Policy in the 

United States, the Campaign for Nuclear 

Disarmament in Britain, and comparable 

groups elsewhere that pressed for nuclear 

arms control and disarmament measures. 

This popular uprising secured its first clear 

triumph when, in the fall of 1958, the 

governments of the United States, the Soviet 

Union, and Britain agreed to halt nuclear 

weapons testing as they negotiated a test ban 

treaty. As the movement crested, it played an 

important role in securing the Partial Test 

Ban Treaty of 1963 and a cascade of nuclear 

arms control measures that followed. 

Even when U.S. and Soviet officials 

revived the nuclear arms race in the late 

1970s and early 1980s, a massive public 
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uprising halted and reversed the situation, 

leading to the advent of major nuclear 

disarmament measures. As a result, the 

number of nuclear weapons in the worldôs 

arsenals plummeted from about 70,000 to 

about 12,240 between 1986 and 2025. At a 

special meeting of the UN Security Council 

in 2009, the leaders of the major nuclear 

powers called for the building of a nuclear 

weapons-free world. 

In recent decades, however, the 

dwindling of the popular movement and the 

heightening of international conflict have 

led to a revival of the nuclear arms race. As 

three nuclear experts from the Federation of 

American Scientists reported last June: 

ñEvery nuclear country is improving its 

weapons systems, while some are growing 

their arsenals. Others are doing both.ò The 

new nuclear weaponry currently being tested 

includes ñcruise missiles that can fly for 

days before hitting their targets; underwater 

unmanned nuclear torpedoes; fast-flying 

maneuverable glide vehicles that can evade 

defenses; and nuclear weapons in space that 

can attack satellites or targets on Earth 

without warning.ò The financial costs of the 

nuclear buildup by the nine nuclear powers 

(the United States, Russia, China, Britain, 

France, Israel, India, Pakistan, and North 

Korea) will be immense. The U.S. 

government will reportedly spend over $1.7 

trillion on its nuclear ñmodernization.ò 

To facilitate these nuclear war 

preparations, the major nuclear powers 

have withdrawn from key nuclear arms 

control and disarmament treaties. The New 

START Treaty, the last of the major U.S.-

Russian nuclear agreements, terminates in 

February 2026.  

Furthermore, over the past decade, 

the governments of North Korea, the United 

States, and Russia have issued public threats 

of nuclear war. In line with its threats, 

the Russian government announced in late 

2024 that it had lowered its threshold for 

using nuclear weapons. In response to these 

developments, the Doomsday Clock of 

the Bulletin of the Atomic Scientists has been 

set at 89 seconds to midnight, the most 

dangerous level in its 79-year history.  

As the record of the years since 

1945 indicates, the catastrophe of nuclear 

war can be averted. To accomplish this, 

however, a revival of public pressure for 

nuclear disarmament is essential, for 

otherwise governments easily slip into the 

traditional trap of enhancing military 

ñstrengthò to cope with a conflict-ridden 

worldˈa practice that, in the nuclear age, is 

a recipe for disaster. 

This public pressure could begin, as 

the Nuclear Freeze movement of the 1980s 

did, with a call to halt the nuclear arms race, 

and could continue with the demand for 

specific nuclear arms control and 

disarmament measures.  But, 

simultaneously, the movement needs to 

champion the strengthening of global 

institutionsˈinstitutions that can provide 

greater international security than presently 

exists. The existence of these strengthened 

institutionsˈfor example, a stronger United 

Nationsˈwould help resolve the violent 

conflicts among nations that spawn arms 

races and would undermine lingering public 

https://www.amazon.com/Nuclear-Threats-Publications-Historical-Institute/dp/1316501787/ref=sr_1_1?crid=VHZVFWNGIQ21&dib=eyJ2IjoiMSJ9.bSq8Kctv-gvHTXMvRBqCtpBJyHj0e-QQ6scMIcyrk6zGjHj071QN20LucGBJIEps.mHqTAR8-5e9rjBu493AMBP8VYplJyKCpOgUftYBAokc&dib_tag=se&keywords=Nuclear+Threats%2C+Nuclear+fear+and+the+cold+war&qid=1754001035&s=books&sprefix=nuclear+threats%2C+nuclear+fear+and+the+cold+war%2Cstripbooks%2C64&sr=1-1
https://fas.org/initiative/status-world-nuclear-forces/
https://fas.org/initiative/status-world-nuclear-forces/
https://news.un.org/en/story/2009/09/314122
https://news.un.org/en/story/2009/09/314122
https://www.washingtonpost.com/opinions/interactive/2025/us-russia-nuclear-weapons-proliferation-danger/
https://thebulletin.org/2025/02/what-trump-got-right-about-nuclear-weapons-and-how-to-step-back-from-the-brink/
https://thebulletin.org/2025/02/what-trump-got-right-about-nuclear-weapons-and-how-to-step-back-from-the-brink/
https://internationalpolicy.org/publications/can-we-prevent-nuclear-catastrophe-during-the-trump-administration/
https://internationalpolicy.org/publications/can-we-prevent-nuclear-catastrophe-during-the-trump-administration/
https://www.armscontrol.org/issue-briefs/2024-06/2024-presidential-race-and-nuclear-weapons-threat
https://www.armscontrol.org/issue-briefs/2024-06/2024-presidential-race-and-nuclear-weapons-threat
https://www.nytimes.com/2024/11/19/world/europe/putin-russia-nuclear-weapons-missiles.html
https://thebulletin.org/doomsday-clock/
https://www.sup.org/books/history/confronting-bomb
https://www.sup.org/books/history/confronting-bomb
https://www.amazon.com/Winter-Discontent-Nuclear-American-Politics/dp/0275933059/ref=sr_1_6?crid=3UM8NCJCYLJ6B&dib=eyJ2IjoiMSJ9.TGFOB00b2c8j97IvpE_hWMxzD2XZ-DAjN6yo_xFkbOwtVuQMTrlwXB7vh7f9LnfxdTYqnE1Dj1YpwWsmMthURF_Pad3AT3LL4tjnjJZ7bXDY8l3PH3D2pKdP1CYkGQtPrlCA3Lqe37F73uCYYjKDJRd8Zt5ajaykHwHDwt2yMQsTveqEtGHBw4MFWddd9o2EBAAURfLFqHBTaEr1D9lh9g4qXw0Raw5cPXf_7kDpHJw.G1N45Q_KdzD6UIH4QkrhYLAWT2LSD3OiZGCq52qb_08&dib_tag=se&keywords=nuclear+freeze&qid=1753998076&s=books&sprefix=nuclear+freeze%2Cstripbooks%2C147&sr=1-6
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and official beliefs that nuclear weapons are 

essential to safeguard national security. 

Once the world is back on track 

toward nuclear disarmament, the movement 

could focus on its campaign for the signing 

and ratification of the Treaty on the 

Prohibition of Nuclear Weapons. This treaty, 

providing the framework for a nuclear 

weapons-free world, was adopted in 2017 by 

most of the worldôs nations and went into 

force in 2021. Thus far, it has been signed 

by 94 nations and ratified by 73 of them. 

Given recent international 

circumstances, none of the nuclear powers 

has signed it. But with widespread popular 

pressure and enhanced international security, 

they could ultimately be brought on board. 

They certainly should be, for human 

survival depends upon ending the nuclear 

terror. 

 

 

 

 

 

 

https://www.icanw.org/
https://disarmament.unoda.org/wmd/nuclear/tpnw/
https://disarmament.unoda.org/wmd/nuclear/tpnw/
https://www.icanw.org/signature_and_ratification_status
https://www.icanw.org/signature_and_ratification_status
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Cultivating Virtues and Reasoning about the Common Good 

 

Roshni U. Patel 

 

 Before we delve into the realm of the 

common good, let us begin by looking at the 

overall matter of the common good. To 

promote the common good, individual 

interests need to be pushed aside for the 

well-being of society to create a more 

positive community. Michael J. Sandalôs 

literature expresses many concepts of the 

common good, society, and community. In 

order to get a sense of the common good we 

ñ...must find a way to cultivate in citizens a 

concern for the wholeò rather than following 

individualism.1 This leads us to the matter 

that more and more Americans move to 

gated communities and begin sending their 

children to private and boarding schools 

which defeats the purpose of the common 

good. These gated communities where the 

HOA (homeowners association) fees are 

ridiculously high, feature brand new and 

private amenities such as gyms, pools, 

parks, playgrounds, and literal gates to 

prevent outsiders from coming in. Some 

gated communities will have two security 

checkpoints and even a guard to make sure 

only residents of the community are 

entering. The need for ñpublicò housing (I 

                                                 
1
 Michael J Sandel, Justice: Whatôs the Right Thing 

to Do? (New York: Farrar, Straus and Giroux, 2009). 

use quotes because it is open to anyone) is 

no longer desired as it used to be.  

Homeowners used to crave land, 

yard space, and stand-alone houses with 

their own home gyms and pools but the 

craving has gone to housing communities. 

The desire to be in a gated community, with 

all these great amenities, has increased 

leaving more of these communities being 

built and nature destroyed. As for private 

and boarding schools, parents feel that their 

children need to be seeking a greater 

education when public schools can offer just 

that. Private schools can lead to diversity 

disasters and create social division and 

inequality.  

Michael Sandel wrote a book titled 

Justice: Whatôs The Right Thing to Do? 

about three approaches to justice. Along 

with Sandel, I too agree with the third 

approach, ñ...justice involves cultivating 

virtue and reasoning about the common 

good,ò nevertheless justice also includes 

freedom of choice and independence.2 If 

people want to feel an extra sense of safety 

by living in a gated community, it is up to 

2 Michael J Sandel, Justice: Whatôs the Right Thing 

to Do? (New York: Farrar, Straus and Giroux, 2009). 
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the homeowner but what is stopping 

someone from jumping the fence? Along 

with homeownership, families are moving to 

more affluent areas with great school 

districts to benefit themselves and their 

children or paying additional costs to send 

their children to private and boarding 

schools. Again, the common good focuses 

on community but at what cost if people are 

following the idea of individualism? 

Public facilities such as pools, 

recreation centers, parks, libraries, and more 

would ñ...draw people out of their gated 

communities and into the common spacesò 

creating the sense of community that 

everyone was looking for.1 Now, ñThe 

affluent send their children to private 

schools (or to public schools in wealthy 

suburbs), leaving urban public schools to the 

children of families who have no alternative. 

A similar trend leads to the secession by the 

privileged from other public institutions and 

facilities. Private health clubs replace 

municipal recreation centers and swimming 

pools. Upscale residential communities hire 

private security guards and rely less on 

public police protection. A second or third 

car removes the need to rely on public 

transportation. And so on. The affluent 

secede from public places and services 

leaving them to those who canôt afford 

anything elseò.2 It is as if the working class 

is left with leftovers and even less. Gated 

communities have created a space for the 

                                                 
1 Michael J Sandel, Justice: Whatôs the Right Thing 

to Do? (New York: Farrar, Straus and Giroux, 2009). 

2 Michael J Sandel, Justice: Whatôs the Right Thing 

to Do? (New York: Farrar, Straus and Giroux, 2009). 

affluent to have no reason to leave unless 

they absolutely need to because of all the 

provided amenities.  

Taking a look at private education, it 

is the root of many problems. Even though 

these private institutions are trying to work 

on solutions for racial, socioeconomic, and 

educational diversity and inequality, many 

schools still face a lack of diversity. Post-

secondary education and even graduate 

schools face the issues of diversity. In the 

past, diversity rarely included race and 

ethnicity, it was mostly ñ...students from 

California, New York, and Massachusetts; 

city dwellers and farm boys; violinists, 

painters and football players; biologists, 

historians and classicists; potential 

stockbrokers, academics, and politicians,ò it 

never included the physical and economic 

attributes of people.3 Taking racial and 

ethnic backgrounds into consideration, 

students of color and ethnic diversity can 

bring what Caucasians and Whites can't, 

which is diversity. When students share their 

experiences the audience can learn from 

others making an educational difference. 

Sharing stories from their past from cultures 

to religion, can educate others and create a 

more safe and comfortable environment. 

Oral history is so powerful. Stories 

from the past are being preserved and told in 

a certain tone that impacts the audience 

making it stronger than reading text. Having 

 

3  Michael J Sandel, Justice: Whatôs the Right Thing 

to Do? (New York: Farrar, Straus and Giroux, 2009). 
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students from all backgrounds can cultivate 

an enriching learning environment where 

everyone is learning the oral history of 

others which can also benefit them. These 

oral histories can prevent the audience from 

making mistakes made in the past, thus 

creating a learning and teaching moment. 

Socioeconomic status has always 

been a barrier for children attending private 

institutions at all levels, leading to a lack of 

awareness of the different levels and 

situations people are in. Schools like 

Lawrenceville School require a tuition of 

seventy thousand dollars a year and for the 

average American, that is a yearly salary. If 

those who are sending their children to these 

exclusive schools are not going to be 

exposed to the variety of socioeconomic 

statuses that exist, and will only be mindful 

of their own. Having the privilege of 

attending a college preparatory school is not 

an option for everyone creating educational 

disparities. Some schools are trying to create 

more equal opportunities but that is not the 

case for everyone. A school in Texas named 

The Tenney School released a statement 

from the headmaster saying ñThe single 

biggest factor impacting diversity in private 

schools is tuitionéit is very difficult to find 

diverse families who can afford private 

tuitionéprivate schools do attempt to attract 

diverse students through scholarship 

programs, but at the end of the day, there 

will be some tuition to attend a private 

school,ò meaning some type of tuition is 

always going to be on the invoice which 

                                                 
1 Is there a lack of diversity in private schools?, 
accessed May 13, 2024, 

only certain, most likely White, families can 

pay.1 

College preparatory schools set 

children up for their future with a more 

advanced education that is catered to each 

child. Comparing this to a standard public 

school that is built around standards for the 

general population, these private schools 

give children a huge advantage when it 

comes to colleges and universities because 

of the institutionsô status, thus setting up the 

privately educated child to become 

successful in the future. Think of this like a 

chain of effects. If the parents make loads of 

money, they will live in a privileged area 

leaving them with two options; option one is 

to send the child to a very nice public school 

with everything that is possibly needed or 

send that child to a private school with 

everything and more. If option two is 

picked, the child will receive an education 

that is meant specifically for them, a higher 

chance of getting to an Ivy or public Ivy 

university, and lastly, a greater chance of a 

successful career and high salary. This chain 

of events will continue to this family's future 

children and a never-ending cycle of private 

school privilege. From personal experience, 

where I went to school (South Brunswick, 

NJ), by the time some of my classmates 

reached sixth grade, they attended private 

schools, and for ninth grade, some went to 

boarding schools. Why? Because their 

parents felt that a private school would be 

needed to make their children more 

successful because of the advantages. The 

https://www.usnews.com/education/k12/articles/is-

there-a-lack-of-diversity-in-private-schools. 
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inequality margin is getting larger and larger 

every day because of the number of children 

attending private schools.  

As I said previously, the common 

good is an independent choice, but why 

remove the concept when some are in need? 

Sandel agrees with his third reasoning for 

justice, ñcultivating virtue and reasoning 

about the common good,ò but the United 

States no longer fosters the same opinion.1 

Many in the US are fostering a more greedy 

mentality through actions like living in a 

gated community or sending their children 

to private schools. There is no longer a need 

for public facilities, but they can enhance the 

sense of community and create a place of 

belonging for children. Those who do not 

have access to private facilities could be 

going to public ones but that isnôt an option 

because the common good wasnôt kept up 

with and a fee is included with everything. 

An example of this would be the local dog 

park. In order to access, a high fee must be 

paid, but if you are not a resident of the 

town, you must pay an even higher one. 

Why have a park if you have to pay for it? 

The answer is easy. Greed. Towns need 

money and the only way to make it is 

through fees and payments. America needs 

to adopt a mentality that makes us think 

about others, not just ourselves. The only 

way we can better society is through 

working together but that is not possible if 

people are only looking out for themselves 

and how they can make it more luxurious.  

                                                 
1   Michael J Sandel, Justice: Whatôs the Right Thing 

to Do? (New York: Farrar, Straus and Giroux, 2009). 

Encouraging people to attend public 

schools and buy stand-alone housing not in 

gated communities is a start to increasing 

the sense of community and common good, 

but again, it is a choice and people have the 

freedom to do as they please. Taking that 

away from families is simply wrong, 

however, they should be aware of their 

actions and the consequences. Making the 

private school sector more available to all 

classes and providing information about the 

community can make everyone more aware. 

In gated communities, removing the 

facilities can increase families leaving and 

going to public ones, leading to fostering 

friendships and relationships with others. 

Asking the American people to do this after 

gated communities and private institutions 

are embedded in our society is a lot but the 

difference that can be made is even greater. I 

agree with Sandel and the concept of the 

common good, but asking the American 

people to believe in this when everyone has 

different values will be difficult, maybe 

even impossible.  

Applying to Social Studies Education 

 Social Studies is such a broad subject 

where students learn about the various 

cultures, races, ethnicities, and so on. It is 

one of the only core subjects taught in 

schools where students can take the time and 

learn from each other. They can tell personal 

stories, explain their cultures and traditions, 

and most importantly, listen to each other. 

My paper above is about the common good, 
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one of the goods being public education. 

Private institutions take away the learning 

opportunities that public schools have to 

offer. At these institutions, there is one kind 

of group of kids: those of a higher 

socioeconomic status. With that being said, 

many of these kids are White. There is no 

opportunity to learn about various 

backgrounds and ethnicities. With my 

experience in public schools, I learned so 

much about different cultures and people. It 

really influenced me to think deeper about 

what other hardships people face in their 

lives. While I donôt have first-hand 

experienced life in a private school, I can 

speak on behalf of the many people I know 

who attend private institutions for their K-12 

education. It is so simple, itôs not diverse.  

 In order for students to be 

knowledgeable about the problems in this 

world, it is crucial they take the time to 

understand and learn from others. One 

student does not have the same life as 

another. Although they will never truly 

know what others have experienced, 

discussion is a great place to start. In high 

school, I took a sociology class that changed 

my perspective on life in general. We would 

discuss our backgrounds, cultural traditions, 

and  our family and family life. This class 

allowed me to learn what true diversity is, in 

turn, making me want to expose my future 

students to each other. Not enough credit 

goes out to students. They are not only 

listeners but they are teachers. They teach 

what teachers canôt, cultures and traditions. 

We can only talk about what we know but it 

is more personal when it comes from a true 

place and narrator. There is nothing more 

valuable than students sharing their 

experiences with their classmates, it builds a 

community.  
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Like it or Not, History Isnôt Rosy 

 

 

Carol Kammen 

 

  

(Reprinted with permission from New York 

Almanack) 

The White House has issued 

complaints about the history on display in 

our national museums, complaining that it is 

too negative, that it portrays the past as a 

place of hurt. Yet, I would argue that 

historians, those in the academic world, 

museum directors, and local historians have 

been doing their job ð and doing it well. 

I am a local historian in Ithaca, New 

York, writing mostly about the place where I 

live and the region that surrounds it. By 

listening and observing the work of others, I 

have learned about Rosie, a young 

immigrant woman who led a strike in 1913 

in Auburn, New York. I have come to see H. 

H. Coleman as an inadvertent historian 

whose columns in the Colored American in 

the 1880s, described the social life of Black 

people in my town. I have learned about 

Juanita Breckenridge Bates who led the fight 

for suffrage in my town and the curious fact, 

that her husband, in 1917, forgot to turn over 

his ballot to affirm the fact that women 

should have the vote. I have learned about 

Lizzy the enslaved woman who was 

suddenly ñdisappearedò from her home in 

Caroline and sold in the south just as New 

York was passing a law in 1827 to abolish 

slavery in the state. I have come to know 

about Rev. Henry Johnson who brought the 

AME Zion church in Ithaca into being, but 

while lecturing around the state was beaten 

17 times. I know that the first Jewish rabbi 

in Ithaca arrived in 1915 where he and his 

wife had a child; then moving on to 

Alabama his family was listed as having a 

child born in Ithaca ð with Greece written 

in pencil above young Davidôs name, no one 

in Alabama knowing about Ithaca, New 

York. 

Small things. But they tell a greater 

picture. That life in the past was not always 

a rosy place, that laborers had to strike for 

better working conditions, that Black people 

fled here and then away again because this 

was not far enough away from the federal 

marshals unleashed by the Fugitive Slave 

Act of 1850. I learned that local 

women worked hard to achieve equality in 

the law by sending a petition to Albany in 

1878 asking that the word male be removed 

from the state constitution, and that petition, 

while registered, was then deposited in the 

trash and never heard of again. So, the 

women had to go to work again to gain 

equal rights. 

Opening up the faults of the past 

does not tear down our country but rather it 

aids us in rising above it. It allows us to see 
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that we can change for the better, recognize 

our faults, and strive to bring about a 

pluribus unum. The truth of the past allows 

us to see that problems and faults can be 

overcome, that there are moral truths worth 

fighting for, that individuals matter. It is 

this diversity that has been uncovered over 

the past 50 years that has broadened our 

view of the past and is displayed 

in museums across the land. 

This country was not a place of 

peace and harmony but a place where 

individuals had to step out of line to make 

ñgood troubleò to bring about necessary 

change. That story needs to be told ólest we 

believe that the past was unlike the present 

where there are tensions and contests and 

inequities that need to be resolved for this be 

a true democracy. 

Historians are doing their job. It is 

now up to those in power and voters to see 

that where there is inequity we work for 

fairness, where there is harm, we bring 

balm, where there is strife we talk to each 

other to make the country and the world 

better places. 
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An Interview on Teaching about Controversial Subjects in Todayôs 

Political Climate 
 

 

Sepideh Yasrebi and Alan Singer 

 

 

 

Sepideh Yasrebi: Given your extensive work 

on curriculum design in social studies 

education both as a former teacher and an 

academic, how do you understand the role of 

narrativeðboth dominant and counter-

narrativesðin representing or resisting 

ideology in the classroom? 

Alan Singer: I think your point is that history 

is very much a story about the past. The 

difference between history as practiced by 

historians and cultural indoctrination as 

championed in Donald Trumpôs vision of 

teaching patriotic history is that historians 

start with questions about the past and 

present and examine the past seeking 

answers to their questions in an effort to 

understand the present. Historians always 

have a point of view, but in a scientific 

approach to understanding the past, you 

always must be prepared to rethink your 

views based on data and analysis. 

What this means in the social studies 

classroom is that we donôt want students to 

just accept what the textbook or curriculum 

says, but we want them to raise their own 

questions with the material they are being 

presented with. We also want to provide 

them with material from different 

perspectives so that they learn to weigh the 

validity of different explanations. Our goal 

is for them to think like historians to prepare 

them to be active citizens in a democratic 

society. At the end of the Constitutional 

Convention, Benjamin Franklin was asked 

what type of government the delegates had 

created. Franklinôs reply reverberates today. 

Franklin said, ñA republic, if you can keep 

it.ò We need to equip students so the United 

States will remain a democracy, if they can 

keep it. 

Sepideh Yasrebi: Fredric Jamesonôs concept 

of cognitive mapping invites individuals to 

represent, however incompletely, their 

relationship to the broader social and 

ideological totality. How might this idea be 

translated into meaningful classroom 

practice? In other words, how can social 

studies curriculum and pedagogy help 

students connect their lived experiences to 

larger historical and structural forces in 

ways that foster critical historical thinking 

and agency? 

Alan Singer: I used to promise high school 

students that at one point during the school 

year, they, their families, and the groups 

they identified with would be part of the 

curriculum ï and the students held me to it. 

Sometimes it was difficult to include some 

of the most recent immigrant groups, but 

when we came to changes in immigration to 
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the United States in 1965, I invited students 

from newer immigrant groups to be part of a 

panel where they explained their families 

experience leaving their homeland and 

coming to the United States. The class 

would then compare the push and pull 

factors of the newer immigrant groups with 

groups we had studied in early waves of 

immigration. Working with teacher in the 

Hofstra program, we adapted this idea for 

elementary and middle school students. In 

those grades we created family artifact 

museums. Each student brought a material 

object to class that was important to their 

family culture. They created a museum card 

describing the artifact, and students traveled 

around the room learning about each otherôs 

cultures. 

Sepideh Yasrebi: Are national and state 

social studies standards helpful or a 

hindrance in achieving social studies 

learning goals? 

There are no national social studies 

standards in the United States so each state 

Department of Education develops their 

own. I am most familiar with New York 

State and New Jersey social studies 

standards which both strongly support 

document-based instruction, promoting 

critical thinking, and preparing students for 

full participation as citizens. National 

organizations like the National Council for 

the Social Studies, the American Historical 

Association, and the Organization of 

American Historians also promote these 

goals. Unfortunately, even though they are 

in the standards does not mean that we see 

them in practice in classrooms. Too much of 

teaching centers on preparing students for 

state and national reading skill exams that 

are used to evaluate school districts, schools, 

and teachers. 

Sepideh Yasrebi: What tensions do you 

observe between traditional ñfact-basedò 

approaches to history education and more 

interpretive, narrative-driven modelsð

especially in todayôs sociopolitical climate? 

How do you navigate these tensions in 

teacher preparation program? 

Alan Singer: I think the two keys are 

building respectful classroom communities 

where students can have open dialogues and 

creation of document packages with 

different perspectives on difficult issues for 

students and teachers to evaluate. I generally 

will only offer my opinion as part of a 

community discussion if I believe it opens 

up the discussion. Generally, I will include 

documents that express views similar to my 

own in the package so I never have to 

express my ideas, they are already there for 

students to evaluate.  

Sepideh Yasrebi: How do you teach 

preservice teachers to allow their students to 

be critical thinkers in a society that does not 

seem to value critical thinking? 

Alan Singer: I recognize that the function of 

schooling in any society is to perpetuate that 

society by inculcating the hegemonic values 

of that society. In the United States schools 

are expected to reinforce dominant beliefs 

including that the system is fair, people 

achieve success based on merit, and that 

anyone can achieve through hard work. Part 

of this belief system is that if an individual 

fails it is their own fault or because of their 
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own inadequacy. Too often I have heard 

teachers say ñI didnôt fail you. You failed 

you. I only entered the grade.ò A critical 

approach to history and social studies 

includes questioning these beliefs. Martin 

Luther King Jr. called on people challenging 

the dominant ideas of society to employ 

ñcreative maladjustment,ò identify with the 

expressed values of society, but interpret 

them in your own way. Herbert Kohl applied 

the idea of creative maladjustment to the 

classroom. He recommended that teachers 

use the language of the standards but 

interpret them in ways that allow you to 

connect with your students and engage them 

in necessary conversations about the past 

and present. 

Sepideh Yasrebi: In this study, I define 

narrative competence not just as the ability 

to tell stories, but as the capacity to critically 

situate those stories within broader historical 

and ideological contexts. From your 

perspective, how can curriculum and 

pedagogy foster this kind of competence in 

students? Are there particular texts, 

historical narratives, or teaching practices 

youôve found especially effective in 

supporting this workðor that you help 

teacher candidates implement in their own 

classrooms? 

Alan Singer: I see reading as a conversation 

with an author or document. I tell students 

that they are not just reading to learn 

information and answer the questions that I 

ask, but to formulate their own questions, 

ask the author, see if the answer is in the 

text, and if they are not satisfied with an 

answer, develop a strategy to discover what 

they want to know. Similarly, writing is a 

form of edited thinking. Write down your 

ideas. Donôt be afraid of spelling, grammar, 

or uncertainty. But after you write them 

down, edit them so they make sense to you. 

Then edit them again into formal language 

that will make your ideas accessible to other 

people. This makes it possible to extend our 

conversation to a broader audience. To 

facilitate this approach, I organize teams of 

writing buddies who read each otherôs work, 

suggest corrections, but also point out points 

that need greater explanation. 

Again, the practices you want to see in 

classrooms will only happen when there is 

respectful dialogue. Our goal is to learn 

together, to share ideas, not to win or to 

silence others. That type of community can 

take a while to build, but it is essential if 

students are to become critical historians and 

responsible citizens in a democratic society. 

I never lecture. When I talk to much it 

means I failed to design an effective lesson 

plan. My role in the classroom is to 

introduce material and question students as 

they evaluate primary and secondary source 

material. What does the text say? What does 

the text mean? What are your views of the 

text? What is the evidence presented to 

support the authorôs view? What is the 

evidence to support your views? 

Sepideh Yasrebi: What does a culturally 

sustaining approach to social studies 

education look like to you, particularly in 

relation to multilingual and racialized 

students whose identities have often been 

marginalized in U.S. schools? Do you 

believe CSP has been meaningfully 

incorporated into social studies teacher 

education? What are the shortcomings? 



Teaching Social Studies, vol. 26, no. 1 (Winter/Spring 2026) 

49 

 

Alan Singer: I discussed this earlier with 

suggestions for student panels and a family 

artifact museum. I want to share an anecdote 

that helped me better understand a culturally 

sustaining approach to teaching. I grew up in 

the 1950s in the shadow of the European 

Holocaust. We were a Jewish family that 

never discussed the Nazi extermination of 

Jews. It wasnôt until I was in college that I 

learned from my grandfather that his father 

and most of their village were murdered by 

German troops including my grandfatherôs 

brotherôs wife and her two children. 

Growing up in the shadow of the Holocaust 

there was family silence and embarrassment 

at our victimization when we learned about 

it in high school. It wasnôt until Israel 

emerged as a significant force in world 

affairs in the 1960s that my peers and I 

stopped seeing Jews as just victims. When I 

was a high school social studies teacher, I 

always included an extended unit on slavery 

in the United States. One year an African 

American young woman challenged me in 

class and wanted to know why the only time 

Black people were included in the 

curriculum was to show how they were 

slaves. I asked her to talk to me after class to 

discuss how we could approach this 

differently. She and some of her friends met 

with me and I realized their reaction to 

learning about enslavement was very similar 

to mine learning about the Holocaust in high 

school. We decided together that I needed to 

change the focus of the unit from oppression 

to include resistance, especially by Black 

abolitionists.  

This was my journey, but in answer to your 

question, it is not forcefully incorporated 

into state and national curricula and it is not 

the experience and understanding that many 

other teachers bring to the classroom. One 

group that promotes this approach to 

teaching is Rethinking Schools which also 

sponsors the Zinn Education Project. 

Sepideh Yasrebi: How do you mentor future 

teachers to critically reflect on their own 

ideological positionings? How can teacher 

education programs support this view? 

Alan Singer: Many of the prospective 

teachers in my teacher education program 

are very nervous about addressing 

controversial topics like racism, responses to 

immigration, or actions by the Trump 

administration that are constitutionally 

questionable in the classroom. No one wants 

to be targeted by Fox News or risk losing 

their job because of parental complaints. I 

stress that they have to know their stuff and 

be prepared to explain why they introduced 

the topics, questions, and documents they 

use in their lessons. The first step when they 

plan a lesson is to ask themselves, what is 

important to know and why? I also 

recommend that if they are unsure about a 

lesson, they should discuss their ideas with 

their department chair so if there are 

complaints, the department chair can explain 

the lesson approach, how it included 

multiple perspectives on the topic, and 

addressed state learning standards. I 

prepared a lesson on the Supreme Courtôs 6-

3 ruling barring federal district court 

universal injunctions that opened the way 

for the Trump administration to ignore the 

14th amendmentôs granting of citizenship to 

all people born in the United States. In the 

lesson, students are provided with excerpts 
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from the majority opinion of the Supreme 

Court written by Justice Amy Coney Barrett 

and dissenting opinions by Justices Sonia 

Sotomayor and Ketanji Brown Jackson. I 

strongly agree with Sotomayor and Jackson 

that the Courtôs decision, by granting the 

Trump administration the unchecked power 

to pursue highly questionable goals, is a 

threat to the rule of law in the United States, 

but I donôt plan to add my views to the 

discussion. The lesson is designed to show 

prospective teachers how to organize a 

conversation on a controversial topic like 

this and how to include multiple 

perspectives in their document packages. 
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On July 4, 1776, the country that 

considers itself to be the gold standard of 

democracy and republican government was 

born out of a revolution against Great 

Britain. The nationôs 250th anniversary, its 

semi-quincentennial, presents more than just 

an opportunity to celebrate this achievement. 

This may be the most potent time to ask the 

most significant questions regarding how 

and what Americans should be learning 

about the nation's history, especially, What 

does it mean to be American? 

Conceptualizing the last 250 years of 

history in America is no small task. There is 

no doubt that we are a vastly different nation 

than we were upon our founding. This 

country has evolved into a melting pot of 

people from all around the globe and from 

all walks of life who entered the country 

through Ellis island in New York City, 

Angel Island in San Francisco, across the 

Southern border, and more recently by 

airplane. Yet segregation, racism, 

discrimination, nativism, religious bias, and 

economic struggles have also been a part of 

its history..  

When teachers look back upon the 

history of this country, how do we decide 

what is to be taught to our students? Since 

2019, three influential documents have 

attempted to address curriculum choices 

offering their own specific perspectives 

about the history of the United States: The 

1619 Project, The 1776 Report, and Project 

2025. Social discourse has labeled The 1619 

Project as a ñliberalò perspective for 

teaching United States history, while The 

1776 Report and Project 2025 are 

ñconservativeò responses. Both sides have 

attempted to dismiss the otherôs claims, 

sometimes mislabeling what they include, to 

justify their own views. As teachers, we 

believe there is value in all of these works as 

we decide what and how we should teach 

about the semi-quincentennial. 

The 1619 Project was initially 

published in the August 2019 edition of The 

New York Times Magazine and is a 

culmination of writings, mostly by African 

American authors, who detail the last 400 

years of Black history in the United States 

since the first ship of enslaved peoples 

arrived to the shores of this unborn nation in 

1619. According to Nikole Hannah-Jones, 

one of the primary authors of The 1619 

Project, slavery and African American 

resistance following emancipation and into 

the mid-20th century are not a side plot in 

American history, but rather a 

fundamentalðand in her view, the most 

importantðpart of it. Hannah-Jones argues 

this by saying, ñNo aspect of the country 

that would be formed here has been 

untouched by the 250 years of slavery that 
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followed.ò1 Looking through an economic 

lens, The 1619 Project presents the 

perspective that in order to ñunderstand the 

brutality of American capitalism, you have 

to start on the plantation.ò2 The 1619 Project 

argues that very institution in the United 

States can be traced back to enslavement. 

Once we analyze American history through 

this perspective,  only then will we be 

representing and teaching a true ñorigin 

storyò for the United States.  

We agree that the history of enslaved 

people and Black Americans in the years 

since slavery was abolished should be 

focused on more than it is in schools. When 

thinking back upon our time in school, the 

extent of what we learned about Black 

Americans was the Triangle Trade and 

vague information about slavery on 

plantations, the Emancipation Proclamation 

and the subsequent Thirteenth, Fourteenth, 

and Fifteenth Amendments, the Black 

Codes, Jim Crow, and the KKK, and then 

the Civil Rights Movement. The sporadic 

jumps from era to era, teaching the history 

of Black Americans as footnotes in the story 

of American history, is no way to teach the 

full history of this country. Since its 

publication, The 1619 Project and the 

Pulitzer Center have put together curriculum 

resources for schools and students of all 

grades to gain a more well-rounded 

                                                 
1 Nikole Hannah-Jones et al., ñThe 1619 Project,ò 
The New York Times, August 14, 2019, 

https://www.nytimes.com/interactive/2019/08/14/ma

gazine/1619-america-slavery.html. 

2 Hannah-Jones et al., ñThe 1619 Projectò. 

education that is appreciative of all walks of 

life and all kinds of people. The collection is 

available at 

https://1619education.org/curricular-

resources. The 1619 Project K-12 

Curriculum Guide explains the importance 

of teaching The 1619 Project, ñA common 

thread runs through the most popular 

frameworks for teaching and content 

standards today: recognition, supported by 

existing research, that students as 21st 

century learners need both critical thinking 

skills and cultural competency. [...] Students 

who have a strong understanding of 

themselves and the world around them will 

be the best equipped to succeed.ò3 While 

near impossible to teach the entire history of 

the United States in one school year, we as 

teachers should try our best to include the 

history of all Americans, utilizing aspects of 

The 1619 Project to guide us in our ever 

important journey. 

The 1776 Report, released in January 

2021 by President Donald Trumpôs 

Advisory 1776 Commission, is a direct 

rebuttal to the arguments and claims 

presented in The 1619 Project. The 1776 

Report refers to its predecessor as a 

ñdistortedò history that prevents students 

ñfrom learning to think inductively with a 

rich repository of cultural, historical, and 

literary referents.ò4 The report's framework 

3 Penguin Random House Education, ñK-12 
Curriculum Guide: The 1619 Project,ò n.d., 

https://penguinrandomhousesecondaryeducation.com/
wp-content/uploads/2021/11/The-1619-Project-K-12-

Curriculum-Guide.pdf, 1. 

4 The President's Advisory 1776 Commission, ñThe 
1776 Report,ò 2021, 

https://www.nytimes.com/interactive/2019/08/14/magazine/1619-america-slavery.html
https://www.nytimes.com/interactive/2019/08/14/magazine/1619-america-slavery.html
https://www.nytimes.com/interactive/2019/08/14/magazine/1619-america-slavery.html
https://www.nytimes.com/interactive/2019/08/14/magazine/1619-america-slavery.html
https://1619education.org/curricular-resources
https://1619education.org/curricular-resources
https://penguinrandomhousesecondaryeducation.com/wp-content/uploads/2021/11/The-1619-Project-K-12-Curriculum-Guide.pdf
https://penguinrandomhousesecondaryeducation.com/wp-content/uploads/2021/11/The-1619-Project-K-12-Curriculum-Guide.pdf
https://penguinrandomhousesecondaryeducation.com/wp-content/uploads/2021/11/The-1619-Project-K-12-Curriculum-Guide.pdf
https://trumpwhitehouse.archives.gov/wp-content/uploads/2021/01/The-Presidents-Advisory-1776-Commission-Final-Report.pdf
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is based on promoting patriotism, honoring 

traditions, and revering the historical figures 

often labeled as American ñheroes,ò despite 

any flaws they may have had. The authors 

make clear in the first sentence of the report 

how American history should be interpreted. 

ñIn the course of human events there have 

always been those who deny or reject human 

freedom, but Americans will never falter in 

defending fundamental truths of human 

liberty proclaimed on July 4th, 1776. We 

will ð we must ð always hold these 

truths.ò1 The 1776 Report presents a 

dramatically different version of teaching 

American history than the 1619 Project. The 

document acknowledges slavery and racism 

as inherent wrongs and drawbacks of the 

nationôs founding and early history, but their 

long-term impact is significantly 

downplayed.  Addressing arguments made 

against the Founding Fathers for being 

hypocrites, who claimed to be ñchampionsò 

of defending liberty while owning hundreds 

of enslaved Africans, the document states 

that the charge is ñuntrue, and has done 

enormous damage, especially in recent 

years.ò2 The report also charges that 

compromises made during the Constitutional 

Convention, such as the three-fifths 

compromise that counted enslaved people as 

three-fifths of a person to increase southern 

representation in the House of 

Representatives, were just ñcompromises.ò  

                                                 
https://trumpwhitehouse.archives.gov/wp-
content/uploads/2021/01/The-Presidents-Advisory-

1776-Commission-Final-Report.pdf, 36. 

1 The 1776 Commission, ñThe 1776 Report,ò 1. 

The report reflects back through 

American history and argues for a more 

ñcolorblindò ideal. While the sentiment is 

understood, we believe that it is our 

individuality that makes us unique. One of 

the most beautiful aspects of the United 

States is the fact that the nation includes so 

many different types of people with their 

own cultures and traditions. It is through our 

various identities and cultures that we are 

able to unify and learn more about one 

another. The more we discuss our cultures 

and ethnicities, rather than turning a blind-

eye towards the backgrounds of those 

around us, the more we can grow and 

flourish as people and as a country. The 

1776 Report argues against this, claiming, 

ñThe Civil Rights Movement came to 

abandon the nondiscrimination and equal 

opportunity of colorblind civil rights in 

favor of ñgroup rightsò and preferential 

treatment. [...] Meanwhile, other activists 

constructed artificial groupings to further 

divide Americans by race, creating new 

categories like ñAsian Americanò and 

ñHispanicò to teach Americans to think of 

themselves in terms of group identities and 

to rouse various groups into politically 

cohesive bodies.ò3 These categories were 

created because the U.S. Census had 

previously not included people of certain 

ethnicities. It was not until the 2000 Census 

that Hispanics were given the opportunity to 

declare themselves as such.  

2 The 1776 Commission, ñThe 1776 Report,ò 10. 

3 The 1776 Commission, ñThe 1776 Report,ò 31.  

https://trumpwhitehouse.archives.gov/wp-content/uploads/2021/01/The-Presidents-Advisory-1776-Commission-Final-Report.pdf
https://trumpwhitehouse.archives.gov/wp-content/uploads/2021/01/The-Presidents-Advisory-1776-Commission-Final-Report.pdf
https://trumpwhitehouse.archives.gov/wp-content/uploads/2021/01/The-Presidents-Advisory-1776-Commission-Final-Report.pdf
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Curiously, The 1776 Report, which 

argues vehemently against division, 

continually refers to progressives as being 

the reason for so much wrong in the United 

States, from social and ethnic division, to 

failures in education. As teachers, we 

encourage our students to think critically 

about themselves and human nature in a 

society that is constantly changing. 

Evolution of the human way of life is a 

beautiful thing; without it, we could be an 

archaic people without the wonders of 

growth and technology.  

Project 2025 has been a subject of 

great debate since it was proposed in the 

lead-up to the 2024 Presidential election. 

Project 2025 is not an educational 

framework proposal. It is a conservative 

outline for governance and alteration of the 

United Statesô political structure in 

accordance with the Heritage Foundationôs 

ideals. However, the proposal makes claims 

regarding history and education which we 

do not believe should be taken into serious 

consideration when addressing how to teach 

during the nationôs 250th anniversary. 

Project 2025 does not hide its intentions. 

The first section of the manifesto discusses 

how and why the conservative faction in the 

United States can take hold of the ñreins of 

office.ò The proposal states that Americaôs 

soul is at risk of being taken over by ñwoke 

revolutionaries.ò The document is then 

divided based on the various government 

offices including the Department of 

                                                 
1 Tim Walker, ñHow Dismantling the Department of 
Education Would Harm Students | NEA,ò Nea.org 
(National Education Association, February 4, 2025), 

Education, which author Lindsey Burke 

claims must be abolished, arguing that the 

federal government should play a smaller 

role in educational policy with student loans 

and grants transitioned back into the private 

sector. We believe eliminating the 

Department of Education and so-called 

ñfederal overreachò would ultimately harm 

students. Schools in lower-income districts, 

whether it be in rural America, urban, or 

suburban areas, rely on the assistance of the 

federal and state governments to provide 

students with what is necessary for them to 

learn. Schools need federal and state funding 

in order to help their students succeed. 

Without federal assistance, school districts 

would need to lay off faculty and close 

buildings, ultimately harming students and 

their families.  

The National Education Association 

shares our reservations and argues for 

federal funding and intervention in schools. 

Ninety percent of U.S. students and 95% of 

students with learning disabilities learn in 

our public schools. Gutting the department, 

would mean less resources for our most 

vulnerable students, larger class sizes, fewer 

special education services for students with 

disabilities, and less civil rights protections.1  

What the authors of  Project 2025 

fail to recognize is that schools are already 

predominantly run by state and local levels, 

with districts receiving supplemental 

funding from the federal government. The 

U.S. Department of Education website 

https://www.nea.org/nea-today/all-news-
articles/how-dismantling-department-education-

would-harm-students.  

https://www.nea.org/nea-today/all-news-articles/how-dismantling-department-education-would-harm-students
https://www.nea.org/nea-today/all-news-articles/how-dismantling-department-education-would-harm-students
https://www.nea.org/nea-today/all-news-articles/how-dismantling-department-education-would-harm-students
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recognizes this, stating ñEducation is 

primarily a State and local responsibility in 

the United States. It is States and 

communities, as well as public and private 

organizations of all kinds, that establish 

schools and colleges, develop curricula, and 

determine requirements for enrollment and 

graduation.ò1  

One can only assume that the 

Heritage Foundation wants to push 

narratives presented in the 1776 Report to 

even greater extremes. Perhaps this may 

include a complete dismissal of atrocities 

committed by the U.S. government and 

neglecting to teach about historical figures 

from minority groups, such as famous 

women, people of color, indigenous people, 

and other marginalized groups. Project 2025 

is a complete structural redesign and policy 

plan for President Trump and perhaps future 

Republican leadership. We believe that it is 

best to reject Project 2025 in its entirety.  

Each of the three documents 

discussed has faced significant criticism 

from its political adversaries. The 1619 

Project has been labeled as left-wing 

ñliberal propagandaò or what Project 2025 

might label as ñwokeò. The 1776 Report, 

and especially Project 2025, have been 

labeled as right-wing conservative 

whitewashing of history that attempts to 

dismiss facing the harsh realities of history 

and only portray America in the brightest 

light possible. Simply labeling an opposing 

                                                 
1 U.S. Department of Education, ñFederal Role in 
Education,ò U.S. Department of Education, January 

viewpoint as ñpropagandaò is an attempt to 

silence ideas being proposed. 

However, fair criticism has been 

hurled at these documents that cannot be 

ignored. The 1619 Project has been 

criticized heavily for historical 

shortcomings. Specifically, Hannah-Jonesôs 

version of United States history is so 

centered on the impact of slavery that some 

of the conclusions presented have been 

fairly described as misleading. The 1776 

Report attempts seems to be an attempt to 

legitimize institutional injustices and ignore 

or minimize the significance of wrongful 

deeds committed throughout the nationôs 

history. These are not just flaws in the 

documents, but an issue of bias when it 

comes to telling this highly complex story.  

We believe there is great value in 

incorporating narratives presented in both 

The 1619 Project and The 1776 Report. To 

present students with an honest, productive, 

and nuanced approach to United States 

history as we prepare to teach the semi-

quincentennial. We would treat The 1619 

Project and The 1776 Report not as rival 

documents, but as complementary lenses 

that offer valuable, yet differing perspectives 

on American history. Utilizing The 1619 

Project and its curriculum program, students 

will learn about the earliest arrival of 

enslaved Africans to the colonies, which is 

often overlooked and barely touched upon in 

classroom instruction. Students should be 

exposed to Thomas Jeffersonôs 

14, 2025, https://www.ed.gov/about/ed-

overview/federal-role-in-education. 

https://www.ed.gov/about/ed-overview/federal-role-in-education
https://www.ed.gov/about/ed-overview/federal-role-in-education
https://www.ed.gov/about/ed-overview/federal-role-in-education
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contradictions, such as his ownership of 

over 600 slaves and omission of the anti-

slavery paragraph from the Declaration of 

Independence. From The 1776 Report, 

students can learn about the universality of 

the claims made in the countryôs founding 

documents, such as ñall men are created 

equal,ò and how future civil rights leaders 

like Rev. Dr. Martin Luther King Jr. and 

Frederick Douglass utilized these notions in 

efforts to fix the wrongs plaguing American 

society. Using both documents together, 

these sources show students that American 

history is not a story of either hypocrisy or 

perfection, but of tension between ideals and 

realities.  

As we inch towards the 250th 

anniversary of the United States, we must 

recognize that while there is a great deal to 

celebrate, we must also acknowledge the 

shortcomings of the past, and look to 

improve upon our future and the next 250 

years. Perhaps W.E.B. DuBois said it best: 

ñNations reel and stagger on their way; they 

make hideous mistakes; they commit 

frightful wrongs; they do great and beautiful 

things. And shall we not best guide 

humanity by telling the truth about all this, 

so far as the truth is ascertainable?ò1  

The 250th anniversary of the United 

States is not just a milestone. It is a 

teachable moment. We began as a nation by 

overcoming adversity and taking on the 

might of the British Empire and it is 

imperative that we continue to overcome 

                                                 
1 W.E.B Du Bois, Black Reconstruction in America 

(Philadelphia: A. Saifer, 1935). 

things that divide and seek power over the 

ñother.ò We must teach truths about the past, 

no matter how uncomfortable they may be, 

and students need to learn to celebrate one 

another and our differences. 
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  In the late 19th century, the United 

States saw the emergence of a multitude of 

government funded and operated boarding 

schools, as well as religiously operated 

boarding schools. Over 500 schools across 

38 states operated between 1879 until 

approximately the mid 1960ôs, each with a 

uniquely distinct student body. These 

residential schools were established, and 

systemically formulated in order to hold and 

óeducateô Native American children. A 

single common philosophy both connected 

and fueled each and every one of these 

boarding schools; ñKill the Indian, save the 

manò.1 In 1879, Lieutenant Richard Henry 

Pratt was authorized by the United States 

government to establish the first school 

dedicated to ósavingô Native Americans as 

well as proving as a race, they can be 

educated. Pratt upheld the belief that 

through the process of assimilation into 

Anglo-American culture, Native Americans 

could successfully live and prosper among 

white standards of civilization and life. The 

Carlisle Indian Industrial School, founded in 

Carlisle Pennsylvania, was the first official 

government funded Indian boarding school 

of the time. This school was the first of 

many that would center the idea of 

                                                 
1 David W. Adams, Education for Extinction: 
American Indians and the Boarding School 

assimilation through education as a saving 

grace for Native Americans and the Native 

American race. Children of these 

communities would be legally kidnapped, 

imprisoned and forced to attend these 

schools in an effort to put a stop to 

Indigenous lifestyles and its passage down 

to future generations, and destroy these 

customs and cultures to be replaced with a 

ócivilizedô culture. Experiences across these 

institutions vary with few being considered 

positive and a majority ranging between 

poor and abysmal. While each school may 

have had its differences, their goals or 

philosophy remained constant, connecting 

them all through a shared objective; kill the 

Indian.    

Native American history after the 

introduction of white colonization becomes 

a tragic and violent segment of American 

and United States history. Regarded as 

simply a small facet of the larger, paler 

picture of American ideology, this history is 

constantly neglected, keeping it from deeper 

analysis and understanding. Primary sources 

such as records from the federal government 

or official school reports provide insight into 

a perspective that aims to justify these 

boarding schools, lasting damage and 

Experience, 1875ï1928. (Lawrence: University Press 
of Kansas, 1995), 56.  
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cultural genocide. Their goals of 

assimilation and cultural erasure (through 

violent means if deemed necessary by the 

offenders of said violence) is supported by 

an argument that paints a picture of 

righteousness, compassion and service. This 

concept is best recognized as a ówhite savior 

complexô highlighting the incessant need to 

intervene by white communities in races and 

nations that did not ask nor need it. This 

argument, or perhaps better yet, this belief 

was that Native American populations were 

ñsavageò, particularly in comparison to 

Anglo-European standards. The culture, 

traditions, customs and people were 

positioned as less than that of white society 

and members of it, formally fixing 

whiteness at the top of a socio-racial 

hierarchy. As a result of this mentality, 

ósavingô these people and communities 

became understood as the duty of those who 

are properly ócivilizedô, and it is the duty of 

the educated, Christian and white to combat 

and correct Indigenous lifestyles. The belief 

was if Native ósavagesô are to survive, they 

must do so through emanating civilization to 

the white standard, otherwise their barbaric 

ways of life would lead to their demise. 

Through the guise of salvation, white 

colonists believed the humane alternative to 

slaughtering Natives for their land and own 

peace of mind was to force Native children 

into schools that stripped them of their 

customs, cultures, identity, and in some 

cases, their lives. Is it possible to wage war 

through education? The United States in the 

18th century saw the powerful emergence of 

these hostile Native American boarding 

schools, used as mechanisms of 

assimilation. Through these residential 

schools, Native American children resisted, 

conformed and lost their lives as a result of 

what could be considered alternative war. 

Alternative war, through education.  

As with any historical line of study, 

approaches to research into the process, 

history and impacts of Native American 

boarding schools have varied. These 

variations are a result of influential social or 

political factors, becoming products that are 

farther in tune to their time period than 

historians may realize while they compile, 

and create. In addition to being influenced as 

well as an inevitable product of the time in 

which they were researched and written, 

historical works on a topic can also simulate 

a óroad-mapô for modern historians to 

consider as an outline of comprehension on 

any given topic throughout history. Over the 

course of American history research and 

study, three major schools of thought have 

formed around the discourse of Native 

American boarding schools, each providing 

deeper insight into the broader 

understanding of this historical account.  

The first school of thought is known 

as the óTraditional Viewô, as the title 

suggests, this school of thought is traditional 

in the sense of who is telling this story, how 

they are telling it and finally, why. This 

ñviewò is dominated by official government 

excerpts, and white influential individuals 

who often frame these schools as a natural 

process, essential for the benefit of America, 

(white) Americans and most importantly, the 

benefit of Native Americans. The 

traditionalist view is marked by the years of 

scholarly and historical work done prior to 

the 1960ôs, before the federal government 
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ended its participation in funding these 

residential academies in 1969. This 

historical view decidedly does not include 

first-hand testimonies of Indigenous children 

who experienced these institutions, or 

families who lost their younger members to 

these schools. As one may predict, these 

primary sources center the voices and 

testimonies of those who cannot critically 

analyze their own actions and ideologies as 

racist or misguided. More recent works in 

comparison to sources from the time, such 

as Church, State, and the American Indians: 

Indian Missions in the New Nations, 

published in 1966, include insight into the 

intersection between religion, and the 

óIndian missionô.1 In this work, as well as 

similar works, authors such as Pierce Beaver 

tend to lack a critical understanding of the 

topic focusing mainly on the story of their 

formation from the perspective of those who 

formed them, even referring to the schools 

as a place where ñIndiansò could advance 

(or become accustomed to) their American 

conceptualizations of accepted morality.2 

This school of thought dominates a majority 

of American history related to this topic, 

with a shift in perspective arising as a result 

of an explosive Civil Rights era.  

Less than five years after the 

publication of Beaverôs work, a new 

approach to Native American and Native 

American boarding school history began to 

take precedence. The second school of 

thought related to this historical line of 

inquiry is marked by the period of time 

                                                 
1 Pierce R. Beaver. Church, State, and the American 
Indians: Indian Missions in the New Nations. (Saint 
Louis: Concordia Publishing House, 1966). 

between the 1970ôs to the mid 1990ôs. 

Known as the óCritical Revisionist Viewô, 

this school of thought shifts away from a 

narrative of justification and towards one 

that begins to emphasize the brutality and 

barbaric nature of Native American 

treatment throughout history. Rising in 

conjunction with Civil Rights movements 

and organizations, specifically the óRed 

Powerô movement, a civil rights movement 

advocating for the equal rights and 

protections of Native Americans in the 

United States and under the United States 

government. This view centers indigenous 

survivor testimonies, the role of systemic 

injustices and violence and prejudices rooted 

in white-supremacy. However, this school of 

thought still did not prioritize Indigenous 

authors, or historians to share their own 

history and experiences. The rise of this 

highly critical historical analysis particularly 

in association with the rise of Native 

American civil rights movements is a highly 

powerful influence to this line of historical 

study, and can be understood as a defining 

shifting factor between schools of thought 

and historical approaches to this historical 

narrative. 

The third and final school of thought 

related to this history is known as the 

óDecolonizing Perspectiveô. This view and 

approach to Native American history and 

history of their schooling is marked by the 

late 1990ôs, and is considered the current 

approach to this line of historical inquiry. 

This approach aims to center Native 

2 Beaver, Church, State, and the American Indians, 
25.  
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American scholars, testimonies and 

historians as the storytellers of their own 

history and experiences of their 

communities and people. This approach 

shifts beyond a view that creates a false 

image of Native American people as passive 

victims who simply accepted horrific 

treatment, with no agency or attempts of 

resistance against these oppressive and 

hostile practices. While these notions of 

history are not excluded in this modern 

approach, more focus is lent to examples of 

Indigenous children who survived, resisted 

and fought back against forced assimilation, 

in an attempt to uphold and retain their 

identities and culture. This school of thought 

is part of a historical movement committed 

to help aid in the healing of historically 

marginalized and oppressed communities by 

empowering members who  share identities 

with those who faced gross oppression. This 

perspective is helping Native populations to 

reclaim and properly share their stories, 

even for a portion of history that was 

directly dedicated to destroying those same 

identities.  

If the United States waged war 

through a Trojan Horse of education, one 

might find it important to reasonably define 

war in order to compare the concepts. War is 

defined by the use of violence and force 

through a nation's military in pursuit of a 

political goal.1 This definition is slightly 

contradictory to what one might imagine 

                                                 
1 Neta C. Crawford, What is War Good For? 
Background Ideas and Assumptions About the 
Legitimacy, Utility, and Costs of Offensive War, 18 

(The British Journal of Politics and International 
Relations, 2016).  

would be the technical meaning or definition 

of what characterizes a war. One might 

assume war is characterized by a battlefield, 

strategy, weaponry and bloodshed, all of 

which carry a portion of truth to them 

however, all of which additionally paint the 

picture of literal  war or more accurately, 

battle. In addition to force, for a conflict to 

be considered war, it typically includes a 

sense of organized force or strategy as 

opposed to violence alone. Furthermore, war 

typically carries with it destruction, death 

and widespread violence against an 

understood enemy. When researching this 

history, these characteristics can be 

reasonably applied to the story of 

Indigenous residential schools, leading one 

to a chilling conclusion of academic hostility 

against a community, through the youngest 

members of said community.  

One might find themselves 

questioning why an Indigenous guardian 

would be willing to send their child, in a 

majority of cases, off their reservation and 

far away from home to be schooled by white 

people. The answer is fairly simple and most 

likely predictable if one has prior historical 

knowledge of American or Native American 

history. It was not a choice. Prior to 

complete federal involvement through 

policy and funding, all Native boarding 

schools were operated privately, most by 

Catholic institutions2 with the distant 

support of state and federal governments. 

 
2 Markku Henriksson, The Indian on Capitol Hill: 
Indian Legislation and the United States Congress, 

1862-1907. (Helsinki: Finnish Historical Society, 
1988), 96.  
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Towards the end of the 19th century marks 

the beginning of the federal government and 

Bureau of Indian Affairs (BIA) efforts to 

become more centrally involved in this 

process of óeducatingô Native Americans 

through existing Indian policy. This existing 

Indian policy originally belonged to the 

Secretary of War and the same department, 

due to a contested past and relationship prior 

even to this time.1 Eventually, this Bureau 

was converted to the Department of the 

Interior (DOI) which took and continues to 

take responsibility for issues related to 

Native Nations and their reservations, 

including issues of legality, sovereignty and 

United States government outreach. 

Through the BIA and efforts of the federal 

government, policies regarding Native 

American education began to take root. 

Treaties between Indigenous nations such as 

the Sioux agreed to these educational 

practices, considering them a service of the 

United States government to Native 

communities and their children as well as 

their futures. Motivated by a desire for more 

territory, the idea was an óeducated Indianô 

required less land than a ówild Indian,ô this 

idea contrasted the belief that Native 

Americans were incapable of civilization, 

eventually pushing for more involvement 

and support from both the government and 

public.2 Policies enacted by the federal 

government through the Bureau of Indian 

Affairs required Indian children of the 

                                                 
1 Henriksson, The Indian on Capitol Hill, 21.  
2 Henriksson, The Indian on Capitol Hill, 98.  
3 United States Office of Indian Affairs, Annual 
report of the Commissioner of Indian Affairs, for the 

year 1891, 60th. (Washington D.C.: Office of Indian 
Affairs, 1891).  

appropriate age to be taken from their homes 

and families to attend these schools via 

ñproper meansò.3 These policies were not 

originally considered priority by many states 

and institutions, however in 1887 a series of 

legislations passed through the BIA, 

including the Dawes Act (1887), made 

eluding federal school requirements for 

children and families more difficult. 

Additionally, the Dawes Act officially and 

legally allowed for said óproper meansô of 

removal and relocation to these residential 

campuses in question, to be that of force. 

Federal and state officials now had given 

themselves legal standing over sovereign 

communities to essentially kidnap 

Indigenous children from their families and 

reservations and force them to attend a 

school that would strip them of their cultural 

identity against their will.  

The United States government made 

no mistake when targeting the youngest 

members of Native American tribes through 

their boarding schools.4 This approach was 

extremely plotted and strategized in order to 

achieve two specific socio-political 

objectives towards the advancement of a 

white-centric American society. The ulterior 

motives of the United States behind helping 

Indigenous populations are both 

straightforward and ambiguous. The first 

that one might consider óstraightforwardô is 

the deep-rooted desire to expand westward 

4 Carol Devens, Journal of World History, ñIf We 
Get the Girls, We Get the Race: Missionary 

Education of Native American Girlsò, 3. (Hawaii: 
University of Hawaii), 223.  
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and expand the territory of the United States, 

a desire that established Native Americans 

as obstacles rather than people, who had 

been occupying the land first. The second, 

possibly more ambiguous motive is rooted 

in racial and racist ideologies tactically 

carried out and enacted by the federal 

government through these institutions in 

order to position white people, the culture, 

religion and customs sternly at the top of a 

social and political hierarchy. Due to the fact 

that education became the popular 

alternative to strategized murder because of 

economic concerns held by the federal 

government, if Native Americans and white 

colonizers were expected to be neighbors, an 

ideal of superiority and inferiority would 

need to be instilled through acculturation. 

Prior to the Dawes Act, otherwise known as 

the General Allotment Act, the accepted 

form of schooling for Native children was 

the typical day school. Children would go to 

school in the morning, and return home to 

their families in the evening, much like 

schooling as one may understand it today. 

However, concerns began to arise from 

officials and citizens alike, claiming that 

children could not fully avoid a ñsavageò 

upbringing if they simply return home to 

continue to be raised by their óuncivilizedô 

families and communities. In order to 

combat these concerns, the shift from day 

schools to residential schools was officially 

made, under this new strategy Native 

children would be taken from their homes 

and reservations at a young age, and allowed 

to return only after they reached the age of a 

                                                 
1 Edward E. Hill, Guide to Records in the National 
Archives of the United States Relating to American 

young adult and completed their education. 

For an overwhelming majority of schools, 

this would mean students would not be 

allowed much, if any, contact with home, 

family or guardians nor would they be 

allowed visits. Essentially, this tactic was to 

ensure Native children would be completely 

isolated from their community and heritage. 

In this way, these children could be enclosed 

in a bubble of whiteness with little to no 

prospects of maintaining or learning their 

own cultural identity and effectively being 

fully indoctrinated into a white-centric 

society and culture. This shift was 

accompanied by the forceful nature in which 

the federal government employed its 

military to kidnap children and forcefully 

remove and relocate them to these 

residential institutions. Acculturation was no 

longer optional nor enforced leniently. This 

approach and these legislative acts also 

coincided with a new desire of the United 

States to begin taking individual records and 

consensuses of Native American people and 

communities on reservations.1 With this 

angle, it would be difficult for Native 

children to avoid being taken or accounted 

for when it came time for them to be 

enrolled in school. Additionally, the United 

States government would have complete 

access to files and records containing nearly 

every one of their óenemiesô individually. It 

is clear in this way that these schools were 

not established in pursuit of ñmoral, 

intellectual, and social improvement of the 

Indians. (Washington, D.C.: National Archives and 
Records Service, 1981), 29. 
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Indians,ò1 as it was framed by official 

federal reports. This approach, or strategy, 

can better be understood as a piece of a 

larger plan that aimed to destroy Native 

populations through the education of their 

youngest members of their societies.  

The transfer from day to residential 

schooling signifies the lengths of control the 

United States government would take in 

regards to Native American assimilation 

education. Through this use of military force 

and the passage of the Allotment Act, the 

federal government aimed and successfully 

accomplished an objective of disbanding 

and fracturing unity among tribes in order to 

replace tribal lands with more allotted land 

and space to the government for the use of 

its citizens.2 By kidnapping and isolating the 

youngest members of a tribe, oppressors 

instilled a sense of fear in Native 

communities, fear of their childrenôs 

wellbeing, as well as extended violence 

against themselves and their communities 

back home. This political motive of land 

expansion is quite clear through the process 

of isolation, acculturation and resulting 

negotiations and land seizure. Dismantling 

the community from within through a 

process of separation between the younger 

and older generations in the community was 

not the only tactic exercised by United 

States and institutional officials. Through 

their white education and process of 

                                                 
1 Hill, Guide to Records in the National Archives of 
the United States Relating to American Indians, 30. 
2 Hill, Guide to Records in the National Archives of 
the United States Relating to American Indians, 29.  
3 David Adams, Education for Extinction: American 
Indians and the Boarding School Experience, 1875-

assimilation, ideologies of community 

reservations were replaced with the idea of 

individual land ownership, and farming as a 

means of life and prosperity. With more and 

more Native Americans choosing to own 

their own smaller plots of land to build and 

live on with their families in contrast to 

returning to their reservations and 

communities, which was highly discouraged 

by their new society as well as school 

officials following their graduation from 

these schools and departure into society as 

Americans.3 With fewer Indigenous children 

returning home, advocacy and ownership 

over land became increasingly difficult and 

negotiations between Native nations and the 

federal government led to further expansion 

and apprehension of Native territory.4 

Through force, fear and a tactic of 

assimilation, the federal government and 

residential institutions effectively 

established a system that would inevitably 

create a vacuum of land for their enjoyment 

and usage. It is clear that a direct result and 

motive of schooling hinged on what could 

be gained by the United States and the 

society that was being established through 

what was being instilled in Native children, 

as well as proceeding negotiations and land 

gained for the country.  

As one can observe in American 

history, studies of oppression and 

marginalization from one major group 

1928. (Lawrence: University Press of Kansas, 1995), 

301.  
4 Hill,  Guide to Records in the National Archives of 
the United States Relating to American Indians, 155.  
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against another, are typically that of a racial 

basis. American history is plagued by 

systems and institutions put into place to 

uphold a racial and social hierarchy, fixing 

white people and whiteness at the top. Since 

the conceptualization of race and the 

óotheringô mentality1 that came as a result of 

its invention - which was used as a 

justification for oppression - race has been a 

harbinger of violence and conflict 

throughout the history of the United States. 

Since European colonizers arrived in 

America, race has acted as a powerful 

driving force for much of the darkest parts 

of the country's history, including that of the 

actions taken aggressively towards Native 

Americans. These actions were not taken 

simply against Indigenous people, but as a 

community with their own customs, deeply 

established and rooted on the lands desired 

for white colonizers and their own 

communities.  

Race alone as an invention or 

discernible identifying factor does not 

necessarily bear conflict. Racism and 

proposed racial hierarchy, while a result of 

the invention of race, it is this decided 

intolerance that truly bears conflict and 

inevitable violence. Racism is the true 

central driving principle behind these 

boarding schools, and for people such as 

Lieutenant Richard Henry Pratt, it was this 

ideology of difference, status and inferiority 

that supported the belief that whiteness is 

                                                 
1 Tsianina K. Lomawaima, Bryan McKinley Jones 
Brayboy, and Teresa L. McCarty, Editors' 
Introduction to the Special Issue: Native American 
Boarding School Stories, Journal of American Indian 

Education 57, no. 1. (Minnesota: University of 
Minnesota Press, 2018).  

superior to all others. It was important to 

white Americans that this hierarchy be 

established and not just understood, but 

agreed upon by Natives through an 

education that is both fueled by and teaches 

racism.2 This racist ófuelô helps to feed the 

idea that Native communities are placed 

significantly beneath white people and white 

culture and therefore must be saved, whether 

these nations are open to their óhelpô or not.3 

Founded on the idea that Native children 

and people must be saved by erasing their 

current customs and cultures in order to 

make room for the decidedly superior white 

culture, these schools needed to integrate 

concepts of racial hierarchy in order to 

justify the steps and actions taken in pursuit 

and inside the walls of these residential 

schools. Furthermore, justification was not 

only a necessity for these schools to operate 

and function externally, but internally 

among the student body as well. If this was 

something that Indigenous nations and 

people were opposed to, or resisted against, 

the need to óhelpô them was so great, it 

would turn to violence, coercion and force.  

For as long as humans have 

worshiped gods and practiced religion, there 

have been conflicts, violence and war fueled 

by faith. Religion has long been a harbinger 

of violence, battle and adversity - and the 

experiences and history of Indigenous 

people in Native American boarding schools 

are no exception. The religious and cultural 

2 Ann Piccard, Death by Boarding School: The Last 
Acceptable Racism and the United Statesô Genocide 
of Native Americans, no. 1. (Gonzaga Law Review 
49), 141. 
3 Piccard, Death by Boarding School.  
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practices of Indigenous nations and people 

were yet another facet of society that was 

considered inferior to the white-centric 

society that was being forced into place for 

all inhabitants of the United States. Due to 

the earliest boarding schools being privately 

owned and operated by Protestant and 

Catholic institutions through the support of 

little federal funding, one might recognize 

the weight religion held on the process of 

assimilation. Religion guided virtuous 

civil ized Anglo-American culture, similarly, 

religion guided the ósavageô culture of 

Native Americans, therefore religious 

assimilation was one of top priority since the 

original establishment of these residential 

schools.1 To force entire nations - each with 

their own religious customs and traditions - 

to conform to a single, Christian form of 

religion, is an attack in itself. It is a blatant 

attempt to try and conquer an entire group of 

people from the inside out starting with their 

faith, which guided much of their lifestyle, 

especially at the time. This point becomes 

increasingly clear when one begins to 

consider the strategy behind educating 

children, and not physically battling adults 

for socio-religious dominance.   

Today, public schools, public 

education systems and even private 

education systems all vary in a multitude of 

ways. Schools within the same state and 

district can find themselves with less in 

common - in terms of process, 

administration, structure to name a few - 

                                                 
1 Beaver, Church, State, and the American Indians.  
2 James T. Carroll, Seeds of Faith: Catholic Indian 
Boarding Schools. (New York: Garland Publishing 
Inc., 2000).  

than they would have originally thought. 

This same concept applies to that of these 

residential schools. The main differences 

between the ótypesô of these schools lies 

with religion. Some schools were operated 

by Catholic institutions and managed by 

Catholic immigrant nuns, others centralized 

Protestant religious beliefs, similarly being 

operated by nuns, and finally very few 

academic institutions that were federally 

operated, minimized or disposed of the 

inclusion of religious assimilation practices. 

In author, educator and historian James T. 

Carrollôs work,2 he researches the unique 

perspective of Catholic boarding schools 

and the nuns who managed them in the 

assimilation efforts of Indigenous children. 

The schools he focused on were primarily 

situated in both North and South Dakota, 

with the majority of their students being that 

of Sioux heritage. These institutions 

uncommonly created an atmosphere of 

compromise, and the women who ran them 

permitted much of the student bodyôs culture 

and customs to be maintained, even within 

the borders of campus in what is considered 

a sincere attempt to blend Catholicism and 

Sioux culture.3 What was allowed was that 

which was deemed óacceptableô or, in other 

words, not ñtoo savageò to the average white 

American. What one might find most 

questionable is that the nuns managing these 

schools were hired by the federal 

government to ñAmericanizeò Native 

children, when they themselves were new to 

American culture and society as immigrants. 

3 Carroll, Seeds of Faith, 170. 
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Hailing from countries such as Germany, 

France and Switzerland and finding 

themselves in these schools upon arrival, 

one might ponder what qualifications an 

immigrant who is new to America might 

have for teaching American values and 

customs? Had the main goal of these schools 

been to óAmericanizeô or civilize Indigenous 

children, it seems the proper way to achieve 

this would be through American educators. 

However, the federal government's 

consistent use of immigrant Catholic nuns 

symbolizes an ulterior motive, of which 

prioritizes not American culture, but 

whiteness or white culture. Even for 

immigrant religious women, who knew 

nothing more of the culture the United 

States was attempting to establish than 

Indigenous children and communities, they 

were trusted and hired due to their similar 

customs, and more importantly similar 

appearances.  

Wars are not waged or fought 

without the intention of a political 

acquisition. Whether it be retaliation, land, 

resources or defense (among others), war is 

not fought with the intention to lose money, 

resources and lives. The United States 

federal governmentôs usage of boarding 

schools as a mechanism of assimilation into 

white culture was an attempt to erase an 

entire culture and the identities of those who 

belonged to it. The goal was to better suit 

Native ósavagesô to live alongside white 

settlers, as opposed to the justification used, 

characterized as beneficial to Natives. The 

                                                 
1 Piccard, Death by Boarding School, 155.   

point of the schools in fact was not to ósave 

the manô but rather more specifically to ókill 

the Indian,ô in terms of each part of their 

identity, culture and religion in an attempted 

cultural genocide.1 All actions taken and 

procedures formed are indicative of a goal 

aimed towards destroying the culture as well 

as the passage of culture to future 

generations. If white colonizers were 

expected to continue their expansion west 

and share lands with Native Americans, the 

only feasible way for this to happen would 

be if they assimilated to white standards. 

When applied to the concept of war, the 

political goal here can be recognized as 

instituting a society based on a racial 

hierarchy through an aggressive, 

óeducationalô process of cultural genocide. 

This idea of genocide was hidden behind a 

guise of service, protection and prosperity 

for the Native nations, however in reality it 

was yet another attack on their lifestyle, 

representing nothing but an attitude of 

disparagement deeply rooted in a natural 

aversion to those who are ódifferentô, or to 

put more simply, not white. This was a way 

to ñkill the Indianò with the moral burden of 

literally taking their lives, or the economic 

burden of a physical genocide.2   

 The overwhelming employment of 

foreign educators and nuns in these 

institutions is a clear display of the United 

States priorities in óAmericanizingô and 

ócivilizingô Native Americans. It was all too 

common that white immigrant women 

would arrive in America and immediately 

2 Andrea Smith, Boarding School Abuses, Human 
Rights, and Reparations. (Social Justice Vol. 31, No. 
4, 2004), 90.  
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begin work in these residential schools in an 

effort to help civilize these populations.1 

What one might find interesting about this 

dynamic is the fact that these immigrant 

women themselves, were not American. 

Similarly, new to the culture and customs 

the United States was building and abiding 

by, one might assume them unfit to the 

teachers of a society they themselves were 

not a part of. The difference between these 

immigrant women and Native Americans 

lies solely in the color of their skin and the 

closer resemblance their society and cultures 

operated. Through the usage and 

employment of women from countries such 

as Germany and Switzerland2 to 

óAmericanizeô Native Americans, the United 

States was establishing more than a 

mechanism of civilization, but rather a 

mechanism establishing white superiority. In 

teaching these children the civil American 

way, what was being instilled in reality was 

a sense of whiteness as a fixed priority to 

American culture, as well as an internal 

opposition to their own heritage. It is clear 

that Americans looked down upon the 

entirety of Indigenous culture and way of 

life and went to extreme lengths to replace 

an entire race and ethnic identity in pursuit 

of dominance. Because priorities shifted 

from genocide to assistane due to concerns 

of costs in order to overtake Native land, 

this meant white populations would be 

expected to neighbor with Native 

populations. In this case, it seems ñsave the 

manò was intended more for the white man 

and his peace of mind of what he finds 

acceptable, rather than the true benefit of 

                                                 
1 Carroll, Seeds of Faith. 

Indigenous children and communities. These 

schools, above all, were established to 

ñcivilizeò Native Americans, based on what 

Anglo-American settlers considered 

civilized by their own standards of living. 

Additionally, in doing so the racial hierarchy 

was instilled even deeper into the fabric of 

United States government and society. The 

United States government took the 

opportunity of schooling to instill this sense 

of white superiority in non-white students, 

creating what is essentially brainwashed 

individuals, forced into abiding by standards 

of a society that depends on their 

oppression.  

 Primary sources from students 

during their time in these residential schools 

provide many interesting insights, in both 

what could be considered a positive and 

negative light. Author and professor of 

Native American literature Jacqueline 

Emeryôs work, Recovering Native American 

Writings in the Boarding School Press, 

compiles a wide arrangement of primary 

accounts of students in school newspapers. 

The papers are sourced from a few schools, 

as not many allowed their students a school 

press. The papers were student run and 

featured many different submissions from 

their student body. The sources and 

newspapers include short stories as a way to 

maintain cultural heritage through 

storytelling, as well as editorials from 

students based on their opinion of schooling 

and what they were being taught and more. 

Things like a school newspaper became an 

outlet for students to maintain their identities 

2 Carroll, Seeds of Faith, 15. 
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as Native Americans, or find a platform to 

express themselves as new Americans. In 

this way, sources such as this provide a look 

into forms of both resistance and full 

assimilation from the students who 

experienced this education first hand. One 

source written by a young Native school 

boy, details the way in which he now looks 

down upon Native customs and culture in 

comparison to white society and 

Christianity. Joseph Du Bray uses words 

such as ñIndianò, ñcivilizedò, and ñfoolishò1 

when describing Native customs, of which 

he was once a part of with a clear 

recollection of events, and some formative 

upbringing. ñBefore the Indians became 

civilized they used to have foolish 

accustoms. I will tell you a few of theméò2 

It is clear the language Du Bray chooses 

here and his opinion on the subject matter 

are a result of his upbringing and education. 

Referring to himself and his people as 

óIndiansô as opposed to their actual Native 

nationality would have been something that 

was reiterated in his schooling, including the 

belief that prior to United States 

intervention, Native nations were 

uncivilized. Furthermore, the use of the 

word ñfoolishò against his own customs, 

which he recounts with clear memory of 

livi ng with and being taught prior to his time 

at school, is highly indicative of an 

environment that emphasized the idea that 

being Native and Native culture was 

significantly inferior to white culture. 

                                                 
1 Jacqueline Emery, ed., Recovering Native American 
Writings in the Boarding School Press. (Nebraska: 

University of Nebraska Press, 2020), 75.  

Without the intervention of the United States 

and religious missionaries, would Du Bray 

have ever felt this way about his own 

culture, heritage and people? Would he truly 

have considered white culture superior to his 

as he implies, without the efforts of 

assimilation and brainwashing provided by 

the United States government? Sources such 

as Du Prayôs provide one with the ability to 

see the actual successful results of 

assimilation on individuals and how it would 

come to benefit the United States and its 

ideologies of white superiority.   

 Does it seem wise to send a child to 

a school with its own cemetery? The 

implications of an on-site cemetery are grim, 

and while the practice itself was not 

uncommon, it is who is being laid to rest in 

these cemeteries that are cause for concern. 

More commonly reserved for religious 

institutions, religious leaders and staff, 

schools reserved for the acculturation of 

Indigenous youth confronted a death toll that 

centered around the student body, as 

opposed to staff.  

Nearly every residential school had its own 

graveyard, most likely initially intended for 

the use of staff, the cemeteries quickly 

became overpopulated with students who 

would lose their lives to abuse, disease, 

neglect and mistreatment.3 These institutions 

were framed and justified as constructive 

and valuable to the civilization and 

successful lifestyle of Native Americans, 

2 Jacqueline Emery, ed., Recovering Native American 
Writings in the Boarding School Press. (Nebraska: 

University of Nebraska Press, 2020), 75.  
3 Smith, Boarding School Abuses, Human Rights, 
and Reparations.  
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though, were this genuinely the case one 

might safely conclude that the students here 

would not be losing their lives at a steep rate 

due to neglect. This was due in part to 

conditions of the school and school life for 

children as a result of frugal and abusive 

practices. The idea had been presented that 

schooling Native children would cost half 

the price of which it would cost to engage in 

war with Native Nations. Projected costs to 

take the life of a single native were seen at 1 

million dollars, whereas educating the native 

would cost about $1,200.1 These economic 

concerns fueled an ideology that separated 

violence from the education being inflicted 

upon Native children and by extension, their 

Nations. For American policy makers as 

well as school and government officials, it 

was the cheapest, most virtuous form of war 

that could be conceptualized against the 

entirety of the Native American population 

in the United States. The frugal practices in 

question are gross examples of neglect 

against children who were regarded as 

disposable due simply to their heritage and 

ethnicity. Proper nutrition, food preparation 

and food services to the children were not 

commonplace across these schools, leading 

to hundreds of students dying as a result of 

malnutrition or starvation, in fact, it was 

more common for institutions to use food as 

rewards and punishments.2 In addition to 

improper meal services, students were 

provided with poor clothing that was not 

suitable for weather or disease ridden 

                                                 
1 Smith, Boarding School Abuses, Human Rights, 
and Reparations, 90. 
2 Celia Haig-Brown, Resistance and Renewal: 
Surviving the Indian Residential School. (Canada: 
Tillacum Library, 1988), 99.  

conditions. Furthermore, it was no beneficial 

factor that an overwhelming majority of 

these institutions experienced overcrowding 

to levels that proved hazardous for student 

health and the spread of disease.3 If the goal 

was to ósaveô Indigenous children's lives 

through assimilative education, how could 

circumstances be so poor that they could go 

so far as to take them?  In order to manage 

the death toll at a single boarding school, 

school officials would send a child who was 

near death, home to their families and 

guardians so as not to add to their rising 

tallies.4 While this was not the case for all 

schools - some being much kinder to their 

students and their students' culture5 - an 

overwhelming majority of these schools 

were guilty of mistreating students in a 

multitude of ways. The justification of a 

white man's ósalvationô does not stand in the 

face of the conditions of neglect and loss of 

life that resulted. It is clear that those who 

were in a position of power to establish 

these dynamics regarded the schools as a 

cheaper, nicer, alternative to war. However 

given the extreme levels of neglect, it seems 

that the goal of assimilating or ñkillingò the 

óIndianô were of a higher priority than the 

wellbeing, and even lives,  of children.  

  School is meant to be regarded as a 

safe space for children, to provide them care 

and assurance for their lives and more 

importantly, their futures. Based on records 

and sources, one can only conclude that this 

3 Smith, Boarding School Abuses, Human Rights, 
and Reparations.  
4 Adams, Education for Extinction.  
5 Carroll, Seeds of Faith, 170. 
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was not the case nor the goal of a single 

Native American boarding school 

established. Sadly, neglect and poor 

conditions were not the only causes for 

concern a child might hold while attending 

one of these institutions. Cases of physical, 

sexual and emotional abuse were all too 

common for an overwhelming majority of 

institutes and students. Due to the federal 

foundations of these institutions and the fact 

that their existence is dependent on a 

mentality of racial and cultural inferiority, 

accountability for these instances of abuse 

were virtually non-existent.1 The violence 

faced and experienced are indicative of a 

system whose primary goal is not to benefit 

Natives as individuals, or a race. Given the 

fact that the true nature of these schools was 

to act as a backdoor for a physical war, in a 

more creative process of destruction and 

land seizure as opposed to a violent one,2 

mistreatment and death were no cause for 

concern nor investigation at the federal or 

institutional level. One educator, John 

Boone3 was accused and found guilty by the 

Federal Bureau of Investigation for sexually 

assaulting over 140 young Native school 

boys, and faced zero repercussions by the 

Hopi School, where he worked or the federal 

government. Accounts and accusations of 

abuses of any kind from students against 

faculty are sporadic, due largely in part to 

the fact that these accusations were ignored 

and remained uninvestigated by school 

officials in attempts to protect their staff. 

Additionally, due to the lack of federal 

                                                 
1 Smith, Boarding School Abuses, Human Rights, 
and Reparations, 91. 
2 Devens, If We Get the Girls, We Get the Race, 223.   

protection from instances such as sexual 

abuse, schools would not only choose to not 

reprimand staff, but outwardly refuse.4 The 

lack of basic human protections in these 

institutions from both the federal 

government as well as school officials paint 

a haunting picture of what the average life 

was like for students, and what these 

children experienced daily, for years. It 

seems that based on the average treatment, 

these schools were considered less of 

schools and more of housing institutions, 

where crime against Native youth was 

acceptable on account of an education that 

was not for them but an act of violence 

against them, and their culture. Because 

America and white Americans had a strong 

desire to continue to expand west, and 

needed a morally permissible and cheap 

alternative to genocide, there was little 

regard for their protection and well-being. In 

short, the experience at these schools was 

extremely violent and devastatingly poor, 

and as one can presume, not because it is the 

ideal learning environment. Rather, 

conditions and experiences were so dreadful 

for a majority of students who attended 

because it was not about their education, but 

control, under white dominance and a racial 

hierarchy that centralized white superiority. 

In a society by this design, Anglo-American 

populations could find themselves in a place 

where abuse was acceptable, of which many 

would take advantage in an ongoing conflict 

of culture and territory. Modern federal and 

historical investigations estimate the cost of 

3 Smith, Boarding School Abuses, Human Rights, 
and Reparations, 95. 
4 Smith, Boarding School Abuses, Human Rights, 
and Reparations, 95. 
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young children's lives to be nearly 1,000, 

across over 500 schools, many of whose 

families were never informed and their 

bodies buried in unmarked graves. Actions 

that much more reflect a singular goal of 

ókilling the Indianô rather than saving them, 

in any regard. 

 Given the mistreatment, the 

widespread philosophy and the assimilative 

nature of these schools, it is no surprise that 

Indigenous students and adults alike, 

resisted this overwhelming oppressive force. 

Unfortunately, as discussed earlier, 

attending these schools was not a matter of 

choice for Native American children or their 

guardians after the passage of the Dawes 

Act in 1887. People are not prone to comply 

with oppressive powers, nor do they resist in 

the face of systems that are harmless to their 

well being.1 In order for a conflict to reach a 

level of war, there must be two sides 

fighting, and Native American populations 

fought despite narratives that portray them 

as docile or accepting of oppressive powers. 

Not all Native Americans were resistant, 

some embracing the óhelpô of the United 

States and assimilation into a white culture, 

however a vast majority did not accept this 

treatment and tried to the best of their 

abilities to fight back, or hold on to their 

heritage. If resistance to attendance was no 

longer  plausible, Native children would find 

ways to resist within the walls and confines 

of the school. Finding ways to maintain their 

identities, culture, traditions and language 

by any means they could conceive, while 

                                                 
1 Haig-Brown, Resistance and Renewal, 5.  
2 Haig-Brown, Resistance and Renewal, 98. 

simultaneously avoiding detection and 

repercussions from school officials. Some 

forms of student defiance can be understood 

as more positive in efforts of cultural 

maintenance. These efforts would lead to the 

development of a ósub-cultureô among 

students that was formed in direct defiance 

of strict school rules and regulations, as well 

as neglect.2 The crime of stealing became 

common among schools and integrated into 

this resistant subculture, in an effort to 

combat mistreatment that would inevitably 

lead to malnutrition and starvation for many 

Native children. Stealing and sharing of 

food to combat hunger was a defining 

characteristic of community and resistance 

among these schools, bringing students 

together in support of each other, against 

what they felt and recognized as oppressive 

forces.3 The frequency of reported instances 

of stealing and organization among students 

to work together to steal is representative of 

how often large numbers of students were 

abused through food at the direct hands of 

these institutions. Another common form of 

resistance across schools was the usage of 

Native language despite its usage being 

forbidden in favor of the English language. 

Older students would guide younger 

students, teaching them when it was safest to 

speak and how to successfully avoid being 

caught by school officials.4 In these ways, 

community and culture was able to be 

maintained in secret, providing at least a 

partial positive outlet for indigenous 

3 Haig-Brown, Resistance and Renewal, 99. 
4 Haig-Brown, Resistance and Renewal, 104.  



Teaching Social Studies, vol. 26, no. 1 (Winter/Spring 2026) 

 

72 

 

children to maintain their identities and 

connections.  

Connection, community and heritage 

were not the only forms of resistance taken 

by the students of these boarding schools. 

Suicide was highly common as a form of 

escape for many Indigenous children 

attending these institutions and experiencing 

their brutal realities.1 Conditions so poor and 

dire that they lead children to a point where 

the best possible means of escape is death. 

These systems were not designed with the 

best interest of these communities and 

children in mind. In order to resist 

mistreatment, abuse or rejection from the 

major Anglo-American society taking over 

the entire territory of the United States, 

some students would even attempt to run 

away from home, despite the design of these 

schools being specifically that prospects of 

making it back to their home reservations 

were dim due to their distance from 

reservations. When caught, students who 

attempted to flee the schools would be 

punished severely, reports of shaven heads 

were common as a result of this attempted 

escape.2 Another account of harsh 

punishment shares the experience at a school 

where ñlanguage offenders,ò or students 

who had been caught speaking their native 

language, would be punished routinely by 

having a needle stuck through their tongue.3 

In some cases resistance was successful and 

                                                 
1 Haig-Brown, Resistance and Renewal, 123. 
2 Haig-Brown, Resistance and Renewal, 109.  
3 Haig-Brown, Resistance and Renewal, 16.  
4 Kaitlyn Sebwenna-Painter, Amoneeta Beckstein, 
and Sue Kraus, Psychological Impacts of Historic 

in others, it added to the misery being faced 

by these young indigenous children.  

The tragic story of Native American 

oppression at the hands of the United States 

federal, state and local governments, as well 

as its citizens operating under the influence 

of a deep-rooted white-centric American 

hierarchy, is still a very prevalent issue 

indigenous communities face in 

contemporary times. Federal financial 

support for Native American boarding 

schools and Native American education was 

officially concluded in 1969, coinciding 

with the rise of the Red Power movement in 

the late 1960ôs, a civil rights movement 

fighting for the equality and rights of 

Indigenous communities and people. 

However, oppression against these 

communities did not end with the conclusion 

of financial support. Traces of racism and 

generational trauma both contribute to 

startling statistics of poverty, suicide, mental 

health and racial violence faced by the 

Native American community today. 

Psychological and historical studies reveal 

the connections between these shocking 

statistics of life for Native individuals and 

communities and the historical violence and 

oppression they have faced for centuries, 

continuing well into the twenty-first century. 

Studies reveal the psychological effects of 

intergenerational trauma of Native 

residential schools, being that of a lack of 

compassion.4 An analysis of this effect 

Loss and Current Events Surrounding American 
Indian Boarding Schools. (University of Colorado: 
Anschutz Medical Campus), 3.  



Teaching Social Studies, vol. 26, no. 1 (Winter/Spring 2026) 

 

73 

 

furthermore extends into higher risks overall 

of ónegative behavioral patternsô including 

substance abuse.1 Trauma related to this 

history results in a mentality of óhistorical 

lossô shared among members of a 

historically marginalized group.2 This 

mentality feeds into the issues related to low 

self esteem and that of loss, loss of land, 

family, culture, autonomy and more can 

deeply affect the mental health of not one 

single person, but an entire community. 

Given the cause and effect relationship 

between United States intervention, 

followed by the United Statesô abandonment 

of a community that was cultivated to be 

dependent on their oppressors,3 coupled with 

over 100 years of an education designed to 

instill deficit ideologies of identity within 

thousands of members of a single 

community, it comes as no surprise that 

Native communities face such negative 

circumstances of life on a grand scale. The 

United States was highly successful in their 

objective to dismantle and destroy their 

óenemyô to a degree that is still felt to this 

day. Furthermore, had the call for Native 

equality not been so powerful during the 

Red Power movement, the United States 

may have continued their funding of Native 

educational institutions. Oppression against 

Native communities was not simply a 

óproduct of the timesô so to speak, rather a 

                                                 
1 Sebwenna-Painter, Beckstein, and Kraus, 
Psychological Impacts of Historic Loss and Current 
Events Surrounding American Indian Boarding 
Schools, 3.  
2 Sebwenna-Painter, Beckstein, and Kraus, 
Psychological Impacts of Historic Loss and Current 

Events Surrounding American Indian Boarding 
Schools, 5. 
3Adams, Education for Extinction, 337.  

system that was intentionally established 

and continues to be intentionally benefited 

off of by people and communities in 

positions of power.  

 In an article published by The 

Washington Post in 2024, researchers spent 

a year investigating the true number of lives 

lost in, and at the hands of these residential 

schools, and furthermore, by the federal 

government.4 The official number reported 

by the United States government was close 

to 1,000 lives lost, through an investigation 

of official government and school 

documents, as well as testimonies and 

sources of students who attended these 

schools, the Washington Postôs research 

team and investigation revealed the true 

nature of death resulting from these school 

was more accurately, well over 3,000. This 

research highlights many troubling aspects 

that further illustrate the cruelty of these 

institutions, as well as the United States 

government and people. Records indicate 

that around 800 of these children lost their 

lives and were buried on school property in 

unmarked graves, many having died with no 

notice home to inform family. Additionally, 

the intentional, or unintentional inaccuracy 

of the reported death toll further emphasizes 

the continued disregard the United States 

government had, and has for Native 

4 Dana Hedgpeth Sari Horwitz Chikwendiu Joyce 
Lee, Andrew Tran, Nilo Tabrizy, Jahi, Indian 
Boarding School Deaths, Burial Sites Far Exceed 
U.S. Government Counts. (Washington Post, 
December 22, 2024), 

https://www.washingtonpost.com/investigations/inter
active/2024/native-american-deaths-burial-sites-
boarding-schools/. 
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communities. The loss experienced is a 

direct result of American intervention, and 

colonization. Research and analysis today 

into the history, impacts, and reparations 

surrounding assimilative residential schools 

continue to reveal the brutal treatment and 

negative effects Native children faced. 

Historical authors and researchers that can 

be considered part of the decolonizing 

historiographical perspective such as Judi 

Gaiashkibos help to shine a light on the 

violence and cruel nature of these schools, 

and how it affected children and for 

Gaiashkibos, family; ñThese were not 

schools, they were prison camps. They were 

work camps.ò1 The inability to take full 

accountability and accurately represent the 

lives of children lost, even as recently as 

2024, further emphasizes the success of this 

racist educational strategy of centering 

whiteness in American culture, as well as 

domination over the multiple nations of 

people deemed ósavageô. Continued 

investigation into this harsh history also 

highlights the continued impacts that are still 

very much felt by indigenous communities 

today, who continue their effort in framing 

these schools out of a perspective of 

education and into violence, or more 

accurately, war against Native Americans.  

The history of Native American 

boarding schools is one of violence, force, 

assimilation and white superiority. The 

children who attended these institutions 

experienced exploitation, abuse and 

mistreatment in a variety of ways, simply 

because staff and officials could treat them 

                                                 
1 Chikwendiu, Indian Boarding School Deaths, 
Burial Sites Far Exceed U.S. Government Counts.  

this way, and accepted it because they had 

effectively positioned them as people lower 

than that of white people. The United States 

government employed the usage of their 

military to forcefully relocate and kidnap 

children from their homes and reservations, 

to specifically brainwash and assimilate 

them into what was deemed ócivilized 

cultureô. This system and process was 

unkind and cruel, with thousands of children 

dying under the care of government funded 

schools that forced them against their will to 

attend. Using the children for exhausting 

work and starving them of food to the point 

where they began to band together and steal 

food can not be framed as beneficial for 

their lives and futures as Americans, of 

which they never asked nor necessarily 

agreed to be. Targeting the youth in order to 

instill fear, dismantle unity from within, and 

use this fracturing of community to further 

negotiate more and more land for the 

allotment of the United States was the 

purpose of these institutions. Additionally, 

brainwashing the youth into believing white 

culture is superior to their own, and even 

accepting their lower position in this 

hierarchical society based on race. In order 

to save money, and remain moral in some 

ways, while still gaining what was desired, 

boarding schools designed specifically to 

educate and assimilate Native youth were 

the perfect way to carry out ñkilling the 

Indianò. In order to cater to the comfort of 

Anglo-Americans who would be living side 

by side with Natives, their dominance would 

have to be solidified in a new American 
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order. These tactics, strategies, mindsets and 

approaches paint a picture of violent assault 

on a community to a shockingly high 

degree. Rather than engage in a war with 

weapons, óman versus manô, it was an 

alternative war of ideology and identity. The 

United States attacked their enemy through 

their impressionable, youngest   generations 

and abused them into compliance and 

assimilation in order to achieve a society, 

social rank and allotments of land that were 

acceptable, and beneficial for the white 

majority.   

Native American history after the 

introduction of white colonizers is one of the 

darkest and most negative parts of the 

United States and Native American history. 

The mistreatment of these children can only 

be understood as an act of war against 

Native Americans, in a way that was more 

morally acceptable than blatant violence and 

bloodshed. The abuse faced in these 

institutions cannot be justified as beneficial 

or useful methods of learning by any means, 

leading only to harm, death and trauma that 

extends beyond generations and affects the 

lives of Native individuals, communities and 

relations with the United States government 

today. The mistreatment and little regard for 

the well-being and lives of indigenous 

youth, coupled with the resulting socio-

geographical gain won by the United States 

was no mistake. The educational residential 

institutions may have been framed as 

beneficial and supportive of Native success 

and longevity of the race, however actions 

and results speak of a different narrative.  

In order to secure Natives into the 

lowest rungs of a white centric society, seize 

their land and finally, legally abuse and 

murder them, (all while remaining 

financially conscious) these schools were 

established. How could the exploitation of 

students for physical labor relate to the 

language they speak or the religion they 

follow? While not all schools shared the 

same horrors of violence, some even being 

fairly positive places, the goal was always 

the same: ñKill the Indian, save the man.ò 

Had concerns of faith and costs been 

different, or balanced in the opposite 

direction the call to war would have been 

much clearer and far less sneaky. The 

purpose of these institutions, above all, was 

to enact war against an entire people and 

their way of life in a subtle, yet nearly 

equally violent manner. In this way the 

United States effectively waged an alternate 

form of war, through the guise of salvation 

and education.  

Native American history is one of, if 

not the most neglected history of the 

Americas. For most American students, the 

chances of learning more about Native 

Americans past the fictitious happy narrative 

of the first thanksgiving is rather slim. 

Educators of history, both future and 

present, have the opportunity to join the 

historical reconciliation movement that has 

arisen with the decolonizing perspective of 

Native American histories. Truth is of the 

utmost importance in the history classroom 

if we are to help students better understand 

the present through the history of their 

home. Secondary students are not in need of 

a sugar coated narrative of history, and 

would much more benefit from an 

understanding of history that faces the truth, 
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even the darkest  parts head on, instead of 

sweeping them aside to maintain a happy 

image of the United States. Furthermore, as 

previously mentioned Native populations 

face some of the most grim statistics of any 

other group in the United States, due in part 

to the history of assimilation boarding 

schools, as well as many more aspects of 

history that continue to go untold. It is 

important for educators to learn and 

acknowledge these histories, not only in 

pursuit of historical reconciliation, but to 

analyze and understand the many ways in 

which schooling can be used as a tool for 

success, as well as manipulation. In a time 

where teaching history is as contested as 

ever, it has never been more important to 

understand education in this way, to ensure 

it is being taught for the good of our 

students, and not for ulterior motives.  
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Why was the A-Bomb Used? 

  

  

Thomas Bland  

 

 

J. Robert Oppenheimer and other 

leading physicists took part in the Manhattan 

Project during the Second World War, 

which led to the first atomic bomb being 

dropped in the history of the world. To 

gauge the question on whether or not the 

U.S. should have dropped two atomic bombs 

on Japanese cities Hiroshima and Nagasaki, 

there needs to be a clear understanding on 

the history of this argument. One decision 

needed to be made, either having the atomic 

bomb as a threat or using the atomic bomb 

for the means of mass destruction. Physicists 

such as Oppenheimer and Albert Einstein 

felt that during the 1940s, during and after 

World War II, that this atomic bomb 

dropping would start a chain reaction 

amongst nations that would lead to a 

worldwide arms race. Decades later 

historian writers such as Richard Rhodes 

and Anthony Brown understood the use of 

the atomic bombs would prove costly as 

their years of research post-World War II 

examine how the after effects of nuclear 

sickness and nuclear warfare would 

outweigh the benefits of immediately ending 

World War II with the use of an atomic 

bomb.  When it came to the person who 

would have to make this decision, President 

Harry Truman decided to drop the first 

bomb on a Japanese city to justify the 

amount of time and money invested into the 

Manhattan project, while also ending the 

war immediately. With that being said, 

many questioned the usage of this bomb and 

with the primary sources and monographs 

acquired for this paper, there is a clear 

argument for the decisions made by Harry 

Truman. I will argue that Harry Truman 

wanted to use the bomb for an unnecessary 

desire to end World War II against a weak 

Axis powered alliance, and that Franklin D. 

Roosevelt wanted possession of the bomb to 

avoid the continuation of World War II and 

a future arms race.    

  Secondary educational history 

teachers would use this topic to show 

students how an inquiry-based question can 

be formed and answered. It is not the topic 

per say that is the focus for students, rather 

the ability to take an event/argument from 

our history and make it into a different 

argument based off of the research 

conducted. Once students realize that factual 

evidence allows history to be picked apart 

and formed into a new argument, their 

possibilities are unlimited. With this topic in 

mind, the U.S. can conclude that FDR had 

the desire to drop the atomic bomb on Nazi 

Germany and any other strong Axis Powers 
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that was an immediate threat to the U.S. 

nation. FDR knew the ability of the atomic 

bomb and would not have dropped it unless 

it was needed. When Truman entered office 

after the death of FDR, he was clueless on 

the power of the atomic bomb. That is not 

an understatement, Harry Truman did not 

have nearly enough information on the 

atomic bomb as FDR did. Thus, for the 

reasons listed below, I believe FDR would 

not have dropped the atomic bomb on the 

two Japanese cities, Hiroshima and  

Nagasaki.    

  While arguing that Harry Truman 

wanted to use the bomb for an unnecessary 

desire to end World War II against a weak 

Axis powered alliance, and that Franklin D. 

Roosevelt wanted possession of the bomb to 

avoid the continuation of World War II and 

a future arms race, there needs to be an 

understanding of all information about this 

argument. During the creation of the bomb 

there were already questions regarding the 

atomic bomb dropping decision because 

Nazi Germany looked weak. Throughout the 

end of World War II physicists such as 

Oppenheimer and Edward Teller suggested 

to take caution with this decision not only 

on the fact that citizens would die, but that 

the U.S. would start the means of a different 

type of warfare. Looking forward to a 

decade later in the late 50s, historians such 

as Michael Armine argued Truman didnôt 

take the proper precautionary measures and 

this led to what all physicists feared, a 

different means of warfare. As mentioned 

above, historians Richard Rhodes and 

Anthony Brown studied the bomb droppings 

and published their views 50 years after the 

bombing of the two Japanese cities. They 

saw firsthand how the fears Oppenheimer 

and Teller had become true and that the U.S. 

lived in fear for decades after. Within many 

pieces of evidence found within this 

question, came caution that many made 

President Truman aware of. Truman, who 

was left in the dark about the atomic bomb 

until a few months before dropping one, had 

the means to end World War II without 

looking at the consequences. FDR had the 

means to use this bomb, when need be, a 

decision he would have gone against due to 

many memorandums and petitions received 

about the dangers of this atomic bomb. It is 

obvious the Allied powers would have won 

without these bombs, there were other 

strategies to be made such as naval 

blockades. These alternate strategies would 

have saved hundreds of thousands of 

Japanese citizens.   

  Harry Truman was born in Lamar, 

Missouri and served as a captain in the Field 

Artillery during World War I. Truman was 

born into independence as his family were 

farmers who relied on agriculture to survive. 

His political career started as a county judge 

and twenty years later in 1934 was elected 

to the U.S. Senate. In this new role, he 

supported President Rooseveltôs New Deal 

programs, which aimed to remove any 

continuation of the Great Depression in 

America.  

When the death of Franklin D. 

Roosevelt came about, Truman became the 

33rd president of the U.S. and during this 



Teaching Social Studies, vol. 26, no. 1 (Winter/Spring 2026)  

80 

 

time authorized the first and only use of 

atomic bombs in warfare.1  

Harry Trumanôs decision to drop two 

atomic bombs on the Japanese cities of 

Hiroshima and Nagasaki has led to a 

question concerning his credibility to make 

this decision with such limited knowledge of 

the atomic bomb with its many deadly and 

consequential outcomes. The development 

of the atomic bomb was studied from start to 

finish by historians; a cause for concern was 

the fact that the leading moderator, Franklin 

D. Roosevelt, died before the decision of 

dropping any atomic bombs was made. The 

historiography of this study changes as more 

information and opinions are formed. 

Moreover, as one could imagine it was a 

split decision among politicians in 1945, 

regarding the employment of the atomic 

bomb.   

As for the people, things were 

different in the aftermath of the dropping of 

the atomic bomb. Studies showed that a 

Gallup poll taken after the two bombs were 

dropped in August 1945 found that 85 

percent of Americans supported the 

bombings, 10 percent were opposed to them, 

and 5 percent had no opinion. Directly after 

the two bombs were dropped on Hiroshima 

and Nagasaki the citizens of America 

supported Trumanôs decision on ending 

World War II. The lack of evidence and 

knowledge from the average American 

citizen in 1945 was alarming, due to the fact 

that many physicists such as J. Robert 

Oppenheimer, Albert Einstein, and Leo 

Szilard felt this decision would lead to the 

loss of innocent civilian lives, as well as the 

                                                 
1 History Hit, ñFacts about Harry S. Truman,ò 2022, 

10 Facts About Harry S. Truman | History Hit  

emergence of the threat of nuclear warfare. 

Itôs also interesting to think about this 

situation because a serious cause for concern 

was civilian causalities, yet the citizens of 

the U.S. still believed the bombing of these 

Japanese cities was justified.  

 During the summer of 1945 there 

was no shortage of information for civilians 

as the Szilard Petition made headway before 

any bombs were dropped by the U.S. The 

Szilard Petition was created by Hungarian 

physicist Leo Szilard and tried to show how 

the development of atomic power will 

provide the nations with new means of 

destruction. The atomic bomb at the disposal 

of the U.S. or any given nation threatens the 

existence of the whole world. Not to 

mention its destructive power it poses during 

the creation of the atomic bomb. Szilard 

writes this petition and agrees that the 

atomic bomb shouldnôt be used because the 

U.S. is opening the door on a new era of 

warfare, thus leading to mass destruction on 

an unimaginable scale. This petition 

suggests a warning to the U.S. government 

as the stage will be set for nuclear warfare in 

the future. Not only will the stage be set, but 

the U.S. will have the responsibility for this. 

With that being said, Szilard will ask 

President Truman the following, ñin view of 

the foregoing, we, the undersigned, 

respectfully petition that you exercise your 

power as Commander-in-Chief, to rule that 

the United States shall not resort to the use 

of atomic bombs in this waréò2 Politicians 

suggested to Truman to wait on a Japanese 

response after the U.S. accounted they have 

this weapon. Even from the beginning 

2 ñThe Nuclear Museum,ò last modified June 6th, 

2014,  Debate over the Bomb - Nuclear Museum.  

https://www.historyhit.com/facts-about-harry-s-truman/
https://www.historyhit.com/facts-about-harry-s-truman/
https://ahf.nuclearmuseum.org/ahf/history/debate-over-bomb/#:~:text=A%20Gallup%20poll%20taken%20in,religious%20leaders%20and%20political%20commentators.
https://ahf.nuclearmuseum.org/ahf/history/debate-over-bomb/#:~:text=A%20Gallup%20poll%20taken%20in,religious%20leaders%20and%20political%20commentators.
https://ahf.nuclearmuseum.org/ahf/history/debate-over-bomb/#:~:text=A%20Gallup%20poll%20taken%20in,religious%20leaders%20and%20political%20commentators.
https://ahf.nuclearmuseum.org/ahf/history/debate-over-bomb/#:~:text=A%20Gallup%20poll%20taken%20in,religious%20leaders%20and%20political%20commentators.


Teaching Social Studies, vol. 26, no. 1 (Winter/Spring 2026)  

81 

 

opinions were split in the summer of 1945, 

one that led to the decision to drop the first 

atomic bomb on an opposing nation.   

With the information above that 

Franklin D. Roosevelt had on the atomic 

bomb there was a greater chance he would 

have used the atomic bomb more as a visual 

threat, letting other nations view the power 

the U.S. possessed, as opposed to actually 

using the atomic bomb. Many questioned 

Truman, as even during his own presidency 

interim committee camp reports written by 

Oppenheimer himself to President Truman 

explained how he should ñprotect the 

world,ò instead of showing a lust for power 

over other rivaled nations. Oppenheimer 

writes directly to President Truman in a 

memorandum and ñrecommends that before 

the weapons are used not only Britain, but 

also Russia, France, and China be advised 

that we have made considerable progress in 

our work on atomic weaponséò1 In 

Oppenheimerôs direct message to President 

Truman heôs not only arguing the use of the 

atomic bomb, but emphasizing the 

importance of letting other nations know 

what their plans are so cause less conflict in 

the world. Oppenheimer, as well as Szilard, 

let the president know they are open for 

helping out with this issue as an 

improvement of international relations 

would greatly help their war efforts. With 

Trumanôs decision on dropping the two 

atomic bombs, he was criticized for not 

making the decision as a whole when it 

came to the allied powers during World War 

                                                 
1 ñAtomic Archive,ò Last Modified June 16th, 1945, 

The Manhattan Project | Historical Documents.  
2 ñAtomic Archive,ò last modified 

June 16th, 1945, The Manhattan 

II. This situation connects back to the 

statement that Truman wanted to use the 

bomb on another nation, while FDR wanted 

the bomb to strictly send a message. A 

memorandum was sent to Truman, after the 

death of FDR. Historians argue FDR would 

have agreed with the first half of this 

message as ñThose who advocate a purely 

technical demonstration would wish to 

outlaw the use of atomic weapons and have 

feared that if we use the weapons now our 

position in future negotiations will be 

prejudiced.ò2 The reasoning behind this 

belief is because FDRôs goal was to use the 

bomb on a powerful Nazi Germany nation 

and Japan if that decision needed to be 

made. Historians argue that Truman, along 

with others, ñemphasize the opportunity of 

saving American lives by immediate 

military useéò5 Truman believed that the 

action being made on bombing Japanese 

cities would eliminate the threat as a whole, 

thus saving American lives. Truman and 

other believers of the atomic bomb want to 

use this technology as a demonstration to 

other nations that they have a powerful 

weapon. The U.S. saw no other means 

towards the end of World War II and 

thought that this direct military use was the 

way to go. With the use of this primary 

source above, a split developed as 

demonstrated by the two different sides of 

the argument, thus concluding FDR wanted 

the bomb to show as a threat, while Truman 

wanted to use the bomb no matter what the 

consequences.  

Project | Historical Documents. 5 

ñAtomic Archive,ò last modified 

June 16th, 1945, The Manhattan 

Project | Historical Documents.  

https://www.atomicarchive.com/resources/documents/manhattan-project/index.html
https://www.atomicarchive.com/resources/documents/manhattan-project/index.html
https://www.atomicarchive.com/resources/documents/manhattan-project/index.html
https://www.atomicarchive.com/resources/documents/manhattan-project/index.html
https://www.atomicarchive.com/resources/documents/manhattan-project/index.html
https://www.atomicarchive.com/resources/documents/manhattan-project/index.html
https://www.atomicarchive.com/resources/documents/manhattan-project/index.html
https://www.atomicarchive.com/resources/documents/manhattan-project/index.html


Teaching Social Studies, vol. 26, no. 1 (Winter/Spring 2026)  

82 

 

 Harry Trumanôs decision to drop 

two atomic bombs on Japanese cities 

Hiroshima and Nagasaki, led to a question 

concerning his credibility to make this 

decision with such limited knowledge of the 

atomic bomb with its many deadly and 

consequential outcomes. Looking ahead to 

over a decade later in the year 1960, which 

is also the date of publication of my first 

monograph, the examination and history of 

the dropping of the atomic bomb has 

changed as the historiography is affected by 

more information. A growing number of 

citizens along with other politicians and 

physicists disagreed with Trumanôs decision 

once they received reports on the destruction 

and number of casualties in Japan, as well as 

the rising threat of nuclear war. There was a 

clear understanding that the atomic bomb 

was an ñabsolute weaponò and one that 

would be produced around the world by 

other threating nations.   

With this additional information, 

thereôs a desire to examine the information 

Franklin D. Roosevelt had on this bomb and 

how his decision may have differed from 

Trumanôs decision to use the atomic bomb 

twice. Thereôs evidence that leans towards 

this decision not being made by FDR as 

other physicists such as Niels Bohr who 

wrote to President Roosevelt in a 

memorandum stating that, ñit certainly 

surpasses (atomic energy) the imagination of 

anyone to survey the consequences of the 

project in years to comeéò Bohr says this to 

President Roosevelt to show his skepticism 

on what the physicists have created as this 

power source is nothing theyôd ever had. 

                                                 
1 ñAtomic Archive,ò last modified July, 1944, The 

Manhattan Project | Historical Documents.  

Not only that, but Bohr writes to President 

Roosevelt in fear that in the long run, other 

nations will obtain this power. Other nations 

with the means of mass destruction or world 

domination. Regardless of whether other 

nations create the bomb, the actual making 

and testing of the bomb is dangerous 

enough. This message itself doesnôt focus on 

the dangers of the atomic bomb, Bohr talks 

about the threat the bomb holds by simply 

possessing it, along with other nations who 

have different ideological goals for their 

prosperity. This was a direct message to 

President Roosevelt and with these primary 

sources there is clear evidence that backs the 

argument President Roosevelt wanted this 

bomb for the threat alone. With the 

information President Roosevelt received 

about the deadly power of the atomic bomb, 

such as nuclear fission, impurities, and 

uranium, one would argue his decision 

would differ from Trumanôs.  

Physicists also argued against Truman about 

the containment of this bomb and how a 

chain reaction can be caused in two ways. 

One way being with a mass explosion that 

destroys the world, and the other chain 

reaction is the actions taken by other 

nations. Ever since the possibilities of 

releasing atomic energy on a vast scale 

came in sight, ñmuch thought has naturally 

been given to the question of controlé The 

terrifying prospect of a future competition 

between nations about a weapon of such 

formidable character can only be avoided 

through a universal agreement in true 

confidence.ò1 A decade and a half later the 

historiography on the opinions of the bomb 

https://www.atomicarchive.com/resources/documents/manhattan-project/index.html
https://www.atomicarchive.com/resources/documents/manhattan-project/index.html
https://www.atomicarchive.com/resources/documents/manhattan-project/index.html
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being dropped has changed due to additional 

information being provided to the historians 

and the public, leading to the opinions of the 

citizens from 1945 changing with regards to 

Trumanôs decision.  This historiography on 

Trumanôs decision to drop the bomb 

continues to change over the years, leading 

to a question of his credibility in making 

this decision with such limited knowledge 

of the atomic bomb with its many deadly 

and consequential outcomes. Looking ahead 

three decades later to the 1990s, which is 

also the year of my second monograph, the 

opinions of the people are essentially evenly 

split, differing from years in the past where 

one side was heavily favored over the other. 

By 1995, fifty years after Hiroshima and 

Nagasaki, many American citizens 

supported an alternative decision, other than 

the atomic bomb dropping. Americans felt if 

the decision was left up to them to drop the 

two atomic bombs on Hiroshima and 

Nagasaki, half said they would try another 

way. It took 50 years to split these opinions, 

arguably because they read about the mass 

terror that struck throughout Japan on 

Japanese citizens. However, the other half of 

respondents still agree with the atomic 

bomb droppings. This other half that 

supported the atomic bomb droppings also 

supported President Trumanôs thought 

process because they felt the over desire to 

end World War II. Thereôs no argument 

against this thought process as it was a long 

war for the U.S., however Japan was a dying 

nation towards the end of World War II. The 

                                                 
1 Bernard Brodie et al. ñJstor,ò Atomic Power and 

World Order, 535, no 4 (1946), accessed November 

13th, 2024, https://www.jstor.org/stable/1404606.  

U.S. would have blocked Japan from the 

outside world with naval blockades and 

starved them.  

There were other ways to end the 

war instead of nuking these two cities and 

creating a mass genocide. The argument 

needed to be made in this situation was if 

this bombing was justified. U.S. citizens are 

understanding this decision more as time 

goes on and it is seen with the changing of 

opinions of the people in the U.S. In 1945, 

85% of citizens supported the bomb 

dropping, and in the 90s, it dropped down to 

more than half of U.S. citizens. This 

percentage dropped due to time; historians 

were able to form more opinions on the 

direct impact of the atomic bomb dropping. 

There was a fear of nuclear warfare that was 

imagined back in 1945, now being in 

the1990s the U.S. experienced the Cold 

War, and the impact of a decision made 

almost fifty years ago.   

Taking a different approach to this 

opinion matters; the thoughts of physicists 

and politicians are important but a complete 

approach to this must also focus on a 

military mindset. Military strategist Bernard 

Brodie believed that ñthe urgency of finding 

solutions to the transitional problem created 

by the atomic bomb was presentéò1 A 

solution to this matter would be to put 

polices on place, ones that protect the nation 

under any future atomic attacks. Certain 

circumstances can arise in the future and the 

best course of action the U.S. can take is 

having protection. This is why historians 

https://www.jstor.org/stable/1404606
https://www.jstor.org/stable/1404606
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and physicists would disagree with 

Trumanôs decision because the cons 

outweigh the pros, possibility a nuclear war. 

Brodie would agree with this statement. The 

historiography changes throughout the fifty 

years post-World War II, showing the effect 

that historians have on pivotal matters in 

U.S. history. This leads to understanding 

why one would believe Trumanôs decision 

was undesirable and dangerous, while a 

decision by Franklin D. Roosevelt would 

have led to a different, more favorable 

outcome.   

Harry Trumanôs decision to drop two 

atomic bombs on the Japanese cities of 

Hiroshima and Nagasaki, led to a question 

of his credibility to make this decision with 

such limited knowledge of the atomic bomb 

with its many deadly and consequential 

outcomes. A 2015 Pew Research Center 

survey finds that 56% of the American 

population believe that the use of the two 

atomic bombs on the Japanese cities was a 

justified action, while 34% say this action 

was terrible. However, the divide between 

opinions is specific, it deals with age. Not 

surprisingly, there is a division between the 

ages of Americans 65 and older and the 

other percent being the age of 20s. About 

seven-in-ten Americans above the age of 65 

agree the use of the atomic bombs were 

justified, while the younger generation, 

around 47%, argue this was an unfit action. 

With this information there is evidence of an 

age gap between those who believe the U.S. 

should or should not have dropped the bomb 

                                                 
1 ñAtomic Archive,ò last modified July 3rd, 1945, Leo 

Szilard's Petition to the President | The Manhattan 

Project | Historical Documents | atomicarchive.com.  

on the Japanese cities. With more 

information accessed by a younger 

generation the more they can see the 

unwillingness of Truman to realize the 

future of the U.S. could be in danger. This 

unwillingness from Truman to realize the 

future damage stemmed from the desire to 

put an immediate end to World War II.   

From a historical perspective, the 

historiography continues to change as the 

decision to bomb the two Japanese cities 

was unpopular, and Truman knew this based 

on a letter he received from physicists 

within the Manhattan Project. In a petition to 

Present Truman they wrote, ñWe are not to 

resort to the use of atomic bombs in the 

present phase of the war, at least not unless 

the terms which will be imposed upon Japan 

after the war are publicly announced and 

subsequently Japan is given an opportunity 

to surrender.ò1 This was certainly a popular 

opinion, especially because as the decades 

went on many historians questioned if 

Truman gave Japan enough time to 

surrender, as they only gave Japan three 

days to assess this new power. Many 

historians say no, and most physicists say no 

because they know that atomic bombs are 

primarily a means for the ruthless 

annihilation of cities and nations get rid of 

one quote. Thus, putting the factor of atomic 

warfare into the world, putting every nation 

at risk.   

With this information on hand there 

is a clear argument to be made that Harry 

Truman wanted to use the bomb for an 

https://www.pewresearch.org/global/2015/04/07/americans-japanese-mutual-respect-70-years-after-the-end-of-wwii/
https://www.pewresearch.org/global/2015/04/07/americans-japanese-mutual-respect-70-years-after-the-end-of-wwii/
https://www.pewresearch.org/global/2015/04/07/americans-japanese-mutual-respect-70-years-after-the-end-of-wwii/
https://www.pewresearch.org/global/2015/04/07/americans-japanese-mutual-respect-70-years-after-the-end-of-wwii/
https://www.pewresearch.org/global/2015/04/07/americans-japanese-mutual-respect-70-years-after-the-end-of-wwii/
https://www.atomicarchive.com/resources/documents/manhattan-project/szilard-petition.html
https://www.atomicarchive.com/resources/documents/manhattan-project/szilard-petition.html
https://www.atomicarchive.com/resources/documents/manhattan-project/szilard-petition.html
https://www.atomicarchive.com/resources/documents/manhattan-project/szilard-petition.html
https://www.atomicarchive.com/resources/documents/manhattan-project/szilard-petition.html
https://www.atomicarchive.com/resources/documents/manhattan-project/szilard-petition.html
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unnecessary desire to show power against 

power-house nations, including the Soviet 

Union, and that Franklin D. Roosevelt 

wanted possession of the bomb to avoid the 

continuation of World War II and a future 

arms race. The development of the atomic 

bomb was important for an American and 

Allied victory in World War II, however at 

this point it is well known that atomic power 

will provide the nations with new means of 

destruction. With this information in the 

hands of the President of the United States, 

itôs hard to believe there was still a decision 

needed to be made. With the people of the 

U.S. now having this information 

completely in the 2000s, the 85% of people 

who supported the bomb dropping in 1945 

dropped down to about half the people. With 

a president like Franklin D. Roosevelt, one 

who had great connection in the Manhattan 

Project, there would have been a more 

logical decision.     As historians 

continue to study the decisions made on the 

atomic bomb, the more histography changes 

over the decades. Harry Truman wanted to 

use the bomb for an unnecessary desire to 

show power against power-house nations, 

including the Soviet Union, and Franklin D. 

Roosevelt wanted possession of the bomb to 

avoid the continuation of World War II and 

avoid a future arms race. The differing 

opinions of historians over a 50-year span is 

shown through different books. British 

historian Anthony Brownôs book, The Secret 

History of the Atomic Bomb (1997), gives 

insight on the making and science behind 

the atomic bomb during the Manhattan 

Project, while also emphasizing the 

importance of security amongst the 

physicists on the testing site. During the 

Manhattan Project, Brown found the 

security within the testing site to be key for 

the protection of this device and the U.S.  

The science behind the bomb such as 

nuclear fission, impurities, and uranium led 

Brown to argue this great power needed to 

be kept in check, and most importantly in 

the hands of the U.S. elites. While Brownôs 

book talks about the science behind the 

bomb, science writer Michael Armineôs 

monograph, The Great Decision (1959), 

dives into the question of whether Truman 

wanted to have the bomb for the wrong 

reasons, resulting in his dropping of the 

bombs on Hiroshima and Nagasaki. There 

was growing insight into the fact that 

Truman was left in the dark during the 

making of the atomic bomb, leading 

historians to ask if this was a premature 

decision to end the war or show the power 

he possessed.  

Lastly, American historian Richard 

Rhodesô monograph, The Making of the 

Atomic Bomb (1986), talks about how 

having an atomic bomb, and its threat, is 

different than using it on another nation. The 

threat of nuclear warfare was too great, 

leading Rhodes to argue against Trumanôs 

decision.  

  Michael Armine is a scientific writer 

who had a deep interest in the study of the 

atomic bomb because of his fatherôs 

historical background. Armine enjoyed 

combining his interests and his fatherôs 

work, thus fell upon the study of the atomic 

bomb. After World War II, Armine 

managed the publicity campaign for the 

Federation of Atomic Scientists and later 

was director of public education for 

Brookhaven Laboratory, a peacetime 
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research center of the Atomic Energy 

Commissioné ñHe is a consultant for the 

American Psychological Association, the 

Air Research and Development Command 

of the U.S. Air Force, and other scientific 

agencies.ò1  

Armineôs accolades support his work in The 

Great Decision, which highlights the 

decision making of the Atomic Bomb in 

World War II.   

Michael Armineôs The Great 

Decision (1959), is the closest book 

published to the dropping of both the atomic 

bombs on Japanese cities Hiroshima and 

Nagasaki. Armine questions Truman 

throughout his book to show the uncertainty 

Truman had during the creation of the 

atomic bomb. Armine portrays his argument 

by asking questions throughout the book 

like, ñWhy did Truman not know of the A-

bomb project when he became president, 

only 116 days before Hiroshima?ò2 Pointing 

out Trumanôs flaws and uncertainties 

throughout the book strengthens the 

argument of his blindness to the science and 

the ñatomic curtain.ò3 Armine even 

questions why Truman had the sole decision 

and responsibility to drop this atomic bomb 

when in reality it was an ñallied project.ò  

Truman, not relying on the opinion 

of other allied nations concerning the atomic 

bomb dropping raises suspicion on 

Trumanôs thought process and desires. 

Franklin D. Roosvelt wanted the atomic 

bomb for the axis powered Nazi Germany 

and Japanese nations, this threat was 

                                                 
1 Michael Armine, The Great Decision, (Van Rees 

Press: New York, 1959), 1.  
2 Michael Armine, The Great Decision, 1.   
3 Michael Armine, The Great Decision, 24.   

believed to be big enough for other nations 

to back down; the threat of posing this 

weapon was great enough. However, 

Truman wanted to use this weapon, twice.   

Michael Armineôs interpretation of the 

atomic bomb dropping supports the idea that 

Harry Truman wanted to use the bomb, 

while Franklin D. Roosvelt wanted 

possession of the atomic bomb. General 

Eisenhowerôs opinion was also squandered 

as Truman ignored his plea for peace around 

the world. Armine understands this is a 

world war; however, the dropping of this 

bomb led to his own, and Eisenhowerôs, 

belief that this action would increase the 

threat of an arms race or even nuclear 

warfare. There was a psychological aspect 

Armine and Eisenhower believed would be 

strong enough to force Japan into a 

surrender rather than risk future conflicts. 

This is seen in a memorandum sent to 

General Grooves that the ñtwo aspects of 

this are (1) obtaining the greatest 

psychological effect against Japan and (2) 

making the initial use sufficiently 

spectacular for the importance of the 

weapon to be internationally recognized 

when publicity on it is released.ò4 The 

psychological factors that played into this 

decision were enough for leading politicians 

like FDR and General Eisenhower. The 

immediate threat posed by this decision was 

too great a risk for the nationôs safety.   

  Richard Rhodes is an American 

Historian and author who wrote the book 

The Making of the Atomic Bomb. Rhodes 

4 Atomic Archive, last modified 1945, Summary of 

Target Committee Meetings | The Manhattan Project 

| Historical Documents | atomicarchive.com.  

https://www.atomicarchive.com/resources/documents/manhattan-project/targeting.html
https://www.atomicarchive.com/resources/documents/manhattan-project/targeting.html
https://www.atomicarchive.com/resources/documents/manhattan-project/targeting.html
https://www.atomicarchive.com/resources/documents/manhattan-project/targeting.html
https://www.atomicarchive.com/resources/documents/manhattan-project/targeting.html
https://www.atomicarchive.com/resources/documents/manhattan-project/targeting.html
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also won a ñPulitzer Prize in Nonfiction, 

The Making of the Hydrogen Bomb, which 

was shortlisted for a Pulitzer Prize in 

History; and two further volumes on nuclear 

history.1 Rhodes' many awards and 

achievements help to establish his 

credibility regarding the history of the 

atomic bomb and create a good argument 

suitably denying President Trumanôs 

decision on dropping two atomic bombs. 

Rhodesô well-rounded education helps with 

his argument in his book The Making of the 

Atomic Bomb.  

  Richard Rhodes monograph, The 

Making of the Atomic Bomb (1986), is 

written about forty years after the atomic 

bomb was dropped and talks about how 

having an atomic bomb, and its threat, is 

different than using it on another nation. The 

threat of nuclear warfare was too great, 

leading Rhodes to question Trumanôs 

decision strictly on a scientific level. Rhodes 

describes his idea on how the pace of the 

making of the atomic bomb is ófrightening.ô 

Rhodes says the discovery of microbes is a 

punishment from God because during the 

closing days of World War II, ñmarked a 

turning point in human history, a point of 

entry into a new era when humankind for 

the first time acquired the means of its own 

destruction.ò2 For President Truman to make 

this decision essentially with little 

information, Rhodes questions why he had 

the desire to drop two bombs on Japan. 

Rhodes upholds this view mentioning how 

                                                 
1 Richard Rhodes, last modified 2005, Richard 

Rhodes - Welcome.  
2 Richard Rhodes, ñThe Making of the Atomic 

Bomb,ò (New York 1986), 5.  

the Manhattan Project is only known by 

scientist peers such as Oppenheimer, Teller, 

Bohr, and others. General Eisenhower, who 

was also not fully aware of the Manhattan 

Project, agrees with Rhodes' point and 

describes the bomb as a ñphysical force, it 

was morally indifferent and could just as 

easily serve evil purposes as good.ò3 While 

Rhodes talks about the science behind this 

bomb itôs difficult for him to disagree with 

this statement because he believes the 

release of nuclear energy would not only 

cause mass genocide immediately in Japan, 

but also lead to the aftereffects of the 

radiation, causing long term illnesses for 

Japanese citizens.   

  Rhodes continues to agree with the 

argument that Truman made an undesirable 

decision for his U.S. nation because of the 

threat posed in the future for the U.S. and 

Japanese citizens. With Rhodesô knowledge 

of FDRôs commitment and awareness of the 

atomic bomb he subscribes to the argument 

that FDR would not have dropped the 

atomic bomb. While Rhodes doesnôt directly 

say this, he mentions how ñthe release of 

nuclear energy, and its application to build 

weapons of mass destruction, has gradually 

changed how total war is basedéò4 Even 

nations who are poorer than others have the 

means and desire to create nuclear weapons 

themselves due to the portability of these 

weapons, and more importantly, how they 

can act as a defense mechanism for their 

nations.   

3 Bernard Brodie et al. ñJstor,ò Atomic Power and 

World Order, 5, no 4 (1946), accessed December 

10th,, 2024, https://www.jstor.org/stable/1404606  
4 Richard Rhodes, ñThe Making of the Atomic 

Bomb,ò 6.  

https://www.richardrhodes.net/
https://www.richardrhodes.net/
https://www.richardrhodes.net/
https://www.richardrhodes.net/
https://www.richardrhodes.net/
https://www.jstor.org/stable/1404606
https://www.jstor.org/stable/1404606
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There was a deeper meaning Rhodes 

waned to portray to the audience; he wanted 

to show how the bomb was created and how 

dense this line of work was during the 

Manhattan Project. However, after 

considering all of the scientific aspects, he 

mentions firsthand stories of civilians during 

the dropping of both of the atomic bombs. 

These stories suit the argument made against 

Truman. Rhodes finds it difficult to believe 

that with Japan on the brink of collapse that 

FDR, with all of his knowledge of Project 

Trinity, would have dropped the bomb on a 

dying nation. These stories consist of 

survivors who had painful lives, or citizens 

who survived the initial blast of the atomic 

bomb but passed away years later. A priest 

named Father Kopp was standing outside; he 

was about to head home after a long day of 

work. Father Kopp suddenly became ñaware 

of the light, felt a wave of heat, and a large 

blister formed on his hand. A white burn 

with the formation of a bleb is a grade-four 

burnéò1 His burn took over a year to fully 

heal, and the bleeding on his calves swelled 

up, changing his life forever. A junior-

college girl described the events she 

experienced as ñthe vicinity was in pitch 

darkness; from the depths of the gloom, 

bright red flames rise crackling and spread 

moment by moment. The faces of my 

friends who just before were working 

energetically are now burned and blistered, 

their clothes torn to ragsé they remained 

paralyzed with terror.ò2 Rhodes added these 

stories to the end of his monograph to 

                                                 
1 Richard Rhodes, ñThe Making of the Atomic 

Bomb,ò 716.  
2 Richard Rhodes, ñThe Making of the Atomic 

Bomb,ò 716.  

substantiate his claim against President 

Truman and points out that the physicists 

who petitioned against the bombing are the 

real heroes. It struck a nerve with Rhodes 

that at times the physicists who worked on 

this project were blamed for the death and 

trauma experienced by the Japanese citizens. 

In this case, Rhodes is biased in favor of the 

physicists as he supported their thoughts and 

scientific approach throughout the entirety 

of the Manhattan Project. However, there 

was little to no support with Trumanôs 

decision, backing the argument that FDR 

would not have dropped these bombs with 

the information he had.   

Rhodesô final criticisms put to shame 

Trumanôs actions on dropping the two 

atomic bombs on Japan, describing his 

action as an attempt to gain power amongst 

the world powers. Rhodes examines 

Trumanôs ñlustò for power during World 

War II and will argue that Truman didnôt 

just want to end World War II, he wanted to 

send a message. Rhodes believes Truman 

knew how his actions would weigh out, thus 

writing about a childrenôs point of view on 

this mass genocide. A seventeen-year-old 

girl tells her story and says, ñI walked past 

Hiroshima Stationé and saw people with 

their bowels and brains coming outé I saw 

an old lady carrying a suckling infant in her 

armsé I saw many childrené with dead 

mothersé I just cannot put into words the 

horror I felt.ò3 Another young boy speaks 

and says ñI was walking among dead 

peopleéit was like hell. The sight of a 

3 Richard Rhodes, ñThe Making of the Atomic 

Bomb,ò 722.  
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living horse burning was striking.ò1 A young 

schoolgirl saw ña man without feet, walking 

on his ankles, she remembers a man with his 

eyes sticking out about two inches called me 

by name and I felt sické peopleôs bodies 

were tremendously swollen- you canôt 

imagine how a big human body can swell 

up.ò2 Rhodes brings a completely different 

aspect to his storytelling with these first-

hand stories and points out the obvious to 

those who supported the bombing of 

Hiroshima and Nagasaki. Those who 

supported the bombing just years after 

World War II were ashamed of the end of 

this monograph. Rhodesô thoughts on  

Trumanôs goals for dropping the bomb, 

showing powerhouse nations such as the 

Soviet Union what the U.S. has, was 

shameful. For these reasons, the argument is 

made that FDR would have used the 

existence of the bomb as a deterrent against 

a dying Japanese nation, as opposed to the 

actual employment of the bomb as Truman 

did.  

Secondary educational history 

teachers would use this topic specifically in 

their classroom because it is an 

argumentative topic and affects the U.S. 

today. Besides secondary educational 

history teachers using this topic to show 

students how inquiry-based questions are 

formed, they can also use this topic to show 

the after effects of the dropping of two 

atomic bombs. After World War II came the 

Cold War, it was a direct impact of the two 

droppings of the atomic bombs on Japanese 

                                                 
1 Richard Rhodes, ñThe Making of the Atomic 

Bomb,ò 722.   
2 Richard Rhodes, ñThe Making of the Atomic 

Bomb,ò 723.   

cities. Since the Cold War, the whole world 

has lived in fear of a nuclear war. With that 

being said, introducing a topic to students on 

an issue that was 50 years ago and still 

affects their nation today is one they can 

grasp. Any time students hear the phrase 

ñnuclear warfare,ò they can look no further 

than the actions the U.S. committed to in 

1945.   

Anthony Brown is a British historian 

who writes about the history of the atomic 

bomb and British and U.S. military 

strategies.  Brown was born in Bath, 

England, he served in the ñRoyal Air Force. 

He became a journalist for the óDaily Mailô 

in London. In 1962, Brown emigrated to 

Washington, D.C., where he had a career as 

a journalist.ò3 With Anthony Brownôs 

background his contributions to this 

argument are key to understanding the 

decision behind the dropping of the atomic 

bomb on the two Japanese cities.   

Anthony Brownôs, The Secret of the 

Atomic Bomb (1997), gives insight into the 

making and the science behind the atomic 

bomb during the Manhattan Project, while 

also emphasizing the importance of security 

amongst the physicists on the testing site. 

Brownôs spin on his argument is showing 

how important security was within the 

Manhattan Project because the information 

within was dangerous if ascertained by other 

nations. The author believes that the creation 

of this bomb was important for a U.S. 

victory over the Axis powered nations; 

however, as Brown wrote this book fifty 

3 Georgetown University, last modified February 

2024, Collection: Anthony Cave Brown Papers | 

Georgetown University Archival Resources.  

https://findingaids.library.georgetown.edu/repositories/15/resources/10593
https://findingaids.library.georgetown.edu/repositories/15/resources/10593
https://findingaids.library.georgetown.edu/repositories/15/resources/10593
https://findingaids.library.georgetown.edu/repositories/15/resources/10593
https://findingaids.library.georgetown.edu/repositories/15/resources/10593
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years after the dropping of two atomic 

bombs it helps him understand the science 

behind the bomb, understanding how the 

threat of possessing the bomb was exactly 

what they needed. Brown would argue 

against Trumanôs decision because opening 

up this power to the world is dangerous. The 

science behind the bomb such as nuclear 

fission, impurities, and uranium led Brown 

to argue this great power needed to be kept 

in check, and most importantly remain in the 

hands of the U.S. elite.  

Brown will argue against Trumanôs 

decision to drop the two bombs on Japanese 

cities strictly because of the threat of 

exposing the world to this type of warfare. 

Brown mentions throughout his book how 

the physicists panicked during the 

Manhattan Project because they were in a 

virtual race against the clock with Nazi 

Germany. This led Brown to believe at times 

the physicists were sloppy, leading to 

dangerous situations of either exposure 

within the camp or a mistake in the making 

of the bomb. The physicists encountered 

many obstacles which caused them to 

ñchange certain divisions that work on 

specific aspects of the bomb. The changing 

of divisions such as G, X, and R led to the 

Technical Board Committee to deem parts 

of this program inadequate to handle 

technical problems within the laboratory.ò1 

The reason Brown mentions this sense of 

panic within the camp is because of the 

connection made at the end of his book 

concerning the uncertainty of President 

                                                 
1 Anthony Brown, ñThe 

Secret History of the 

Atomic Bomb,ò (New 

Truman. Once this bomb was successfully 

created, news of a spy surfaced within the 

Manhattan Project, and when Truman heard 

of this, Brown believed from then on, that 

any decision seemed drastic.   

Brown believed the information on 

the threat of the atomic bomb to the world 

and the nationôs future was ignored by 

Truman, thus leading to a hasty decision of 

using the bomb on Japan. One of Brownôs 

chapters is named ñThe New Project,ò and 

this chapter is all about the decisions made 

in the summer of 1945. With Trumanôs 

limited information on the atomic bomb, he 

explains why a president, such as FDR, 

would have used the bomb as a threat, 

mostly because he knew of the long-lasting 

danger posed by its very existence. FDR was 

aware that a possible ñchain reaction does or 

does not go depends on the result of a 

competition among four processes: (1) 

escape; (2) non-fission capture by uranium; 

(3) non fission capture by impurities; (4) 

fission on captured impurities.ò24 The main 

reason for FDR was to have made the bomb 

and use it against Nazi Germany and Japan. 

Although FDR was alive during the collapse 

of Nazi Germany, the bomb hadnôt been 

finished yet and other measures would have 

been explored. This can be seen in a 

memorandum that mentions, ñat one point 

the President raised the question of whether 

this means should actually be used against 

the Japanese or whether it should be used 

only as a threat with full-scale 

experimentation in this country. He did so, I 

York, 1997), 443.  24 

Anothny Brown, ñThe 

Secret History on the 

Atomic Bomb,ò 23.   
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believe, in connection with Bohr's apparent 

urging that a threat be employed against 

Germany, which would of course, I think, be 

futile.éò1 FDR avoided this question a 

good number of times because it was too 

early to determine if this action was 

necessary. There were full beliefs from all of 

the authors above that with the information 

FDR had received from physicists on the 

Manhattan Project he would not have made 

the decision to deploy the bomb. FDR would 

have preferred to use the atomic bomb as a 

threat, while Truman, as Brown mentions, 

wanted to use the bomb on a full-scale level 

showing how powerful the U.S. can be.  

Brown mentions how propaganda 

was used throughout Japan the day after the 

first bombing of Hiroshima. The main goal 

of using propaganda was for the Japanese 

nation to show how evil the U.S. was, 

almost making it seem like Japan had done 

nothing wrong during World War II. The 

Japanese used this propaganda effectively 

because they wanted to establish a bias 

towards their victimization, when in reality 

the aggressive action by the Japanese 

constituted a major factor in the U.S. 

decision to join World War II. However, 

some of this use of propaganda was truly a 

call for help and this supports Brownôs 

argument against President Truman. The 

Japanese showed the world the massacre 

they endured with the ñdistribution of 

500,000 copies of Japanese newspapers 

containing stories and pictures of the 

atomic-bomb strike.ò2 This propaganda 

campaign continued and small 15-minute 

                                                 
1 Atomic Archive, last modified September 23rd, 

1944, Memorandum to Dr. Conant, September 23, 

1944 | The  

intervals of Japanese broadcasts during the 

first bombing of Japan made it to the public 

eye. Many also question whether or not 

Truman gave the Japanese enough time to 

surrender as they dropped the second bomb 

only days after the first. President Truman 

defends his decision-making and claims he 

made this decision to save the lives of U.S 

soldiers and end the war as soon as possible. 

Whether or not historians believe this is true, 

it is difficult to argue with the fact that 

President Truman was warned by many 

physicists that he should proceed with 

caution in making this decision.   

Throughout Michael Armineôs, The 

Great Decision (1959), there is key 

information provided that disagrees with 

Trumanôs viewpoint of the dropping of two 

atomic bombs on the Japanese cities. The 

basis of his question comes strictly from the 

average personôs point of view because he 

asks the simple questions such as 

questioning Trumanôs decision with such 

limited information, and whether Truman 

ever consulted with other Allied powered 

nations or American generals. Armine asks 

these valid questions; however, due to the 

date of publication he hardly has any facts to 

validate his statements. Armine is simply 

asking questions, while the other two books 

listed above talk about the importance of the 

science behind the bomb, information those 

authors received due to publishing their 

books forty plus years later. During this time 

about 80% of American citizens believed the 

dropping of the atomic bomb was justified; 

Manhattan Project | Historical Documents  
2 Anothny Brown, ñThe Secret History on the Atomic 

Bomb,ò 532.  

https://www.atomicarchive.com/resources/documents/manhattan-project/bush-conant-1.html
https://www.atomicarchive.com/resources/documents/manhattan-project/bush-conant-1.html
https://www.atomicarchive.com/resources/documents/manhattan-project/bush-conant-1.html
https://www.atomicarchive.com/resources/documents/manhattan-project/bush-conant-1.html
https://www.atomicarchive.com/resources/documents/manhattan-project/bush-conant-1.html
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however, these opinions were based on 

limited information about this bomb.  

Armineôs thoughts on this bomb 

shouldnôt be dismissed, the questions he 

asks are crucial to American history, but he 

fails to provide any scientific backing.  He 

was still asking questions such as ñis this 

bomb called a super bomb? Should the 

bomb be dropped, as a demonstration, on 

uninhabited territory? Could other countries 

make such bombs?ò1 Even when Armine 

does take a statistical approach, he mentions 

how the science behind this atomic bomb 

should serve as protection to the U.S. but 

doesnôt address how dangerous these 

substances are. The closet Armine 

approaches the fear factor in this book is 

when he mentions how ñSzilard and his 

colleagues were thinking of the atom bomb 

in 1939. In 1945 they were having 

nightmares of the atom bomb in World War 

III.ò2 Unfortunately, the closest Armine gets 

into the dangers of the atomic bomb is 

talking about how the physicists feared its 

being used in a future World War III 

conflict. However, the questions he asks are 

important for the reader's information on the 

atomic bomb, thus disagreeing with 

Trumanôs plans to drop two bombs on a 

weak Japanese nation.    

Both Anthony Brownôs, The Secret 

History of the Atomic Bomb (1977), and 

Richard Rhodes, The Making of the Atomic 

Bomb (1986), have similar methodology due 

to their dates of publication being within ten 

years of each other. Both authors mention 

the science behind their reasoning for 

opposing the bomb droppings, and as a 

                                                 
1 Michael Armine, The Great Decision, 83.  

result, they are slightly biased to be against 

President Truman. As both authors had forty 

plus years to write their books, many 

memorandums and committee reports were 

made available to the public on a large scale. 

While this information is important for any 

decision on the bomb, it was used too 

heavily throughout the books and failed to 

ask any deep-rooted questions on how other 

physicists, politicians, and allies felt. After 

researching the dropping of the atomic 

bomb, itôs important to get the full picture to 

truly understand the reasoning behind it. If 

the reader read only these two books, The 

Secret History of the Atomic Bomb and The 

Making of the Atomic Bomb, theyôd fail to 

understand the reasoning and support for 

dropping the two bombs. The argument 

being made is that President Truman made a 

quick and undesirable decision to end World 

War II immediately, however there should 

be no argument presented that Truman made 

this action with thoughts of vengeance or 

anger. If someone read these two books, 

theyôd assume President Truman was an 

unfit president to follow FDR. The audience 

understood FDRôs backing of the 

development of the atomic bomb and the 

information he received during his 

presidency was far greater than  Trumanôs. 

This shouldnôt be the end all and be all; 

President Truman and his staff believed the 

ending of this war was crucial, and they had 

the best interest of the U.S. at heart, at the 

time.   

During the summer of 1945 

President Truman believed the dropping of 

the two atomic bombs was a fit decision to 

2 Michael Armine, The Great Decision, 83.   
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end World War II and bring home American 

troops. However, the benefits of The Secret 

History of the Atomic Bomb and The Making 

of the Atomic Bomb, show how this decision 

would prove costly in the future. Unlike 

Michael Armineôs, The Great Decision, 

these two books talk about the dangers 

Truman understood might be incurred by 

Japan and other responding nations. This 

viewpoint helps any learner understand that 

the actions of President Truman resulted in 

consequences for the U.S. for decades to 

follow. Rhodes believed that all factors 

werenôt looked at by President Truman 

because he had an uneasy pressure to end  

World War II. Truman also needed to justify 

the money invested into the atomic bomb 

project, ñthe bomb was also to be used to 

pay for itself, to justify to congress the 

investment of $2 billionéò1 President 

Trumanôs decision to drop two atomic 

bombs on the Japanese cities seemed 

careless. There was no regard for how this 

decision could pan out in the future. Even 

Allied leader Winston Churchill agreed with 

President Truman and summarized the 

atomic bomb use in World War II as such, 

ñto bring the war to an end, to give peace to 

the world, to lay healing hands upon its 

tortured peoples by a manifestation of 

overwhelming power at the cost of a few 

explosions, seemed, after all our tolls and 

perils, a miracle of deliverance.ò2 To use the 

words ñat the cost of a few explosionsò 

summarizes the thought process between the 

two leaders. There is no disagreement that 

the Allied powers paid their tolls during 

                                                 
1 Richard Rhodes, ñThe Making of the Atomic 

Bomb,ò 697.  

World War II, but to cause suffering of 

hundreds of thousands of citizens in Japan 

shouldnôt add up to ña few explosions.ò As 

mentioned before, there was an unnecessary 

desire for Truman to end World War II the 

way he did as he didnôt account for the near 

future.   

As Rhodes continues to talk about 

Trumanôs decision to drop two atomic 

bombs on the Japanese cities, he mentions 

how this barbaric choice was opposed by 

generals and staff who were linked close to 

the atomic bomb in the summer of 1945. 

There was a different psychological feeling 

the president had at the time, including 

American citizens they felt, ñfree to use and 

compelled to use a new weapon of mass 

destruction on civilians in undefended cities. 

It was the psychology of the American 

people. I. I. Rabi, an American physicist 

who discovered nuclear magnetic resonance, 

explained how eventually it wasnôt just the 

military involved with this decision, the 

decision was ñbacked by the American 

people.ò There was impatience looming in 

America that merged with the desire to end 

the war, that supported this decision. Thus, 

explaining why the Gallup Poll taken in 

1945 showed that over 80% of American 

citizens supported the bomb droppings in 

Japan. Even after the two bombs were 

dropped The Smyth Report, the official 

report on the development of the atomic 

bomb under the auspices of the United 

States Government, was released and stated 

that ñthe average citizen cannot be expected 

to understand clearly how an atomic bomb is 

2 Richard Rhodes, ñThe Making of the Atomic 

Bomb,ò 697.  
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constructed or how it works but there is in 

this country a substantial group of engineers 

and scientists who can understand such 

things and who can explain the potentialities 

of atomic bombs to their fellow citizens.ò1 

To use the backing of American citizens for 

the decision to drop two atomic bombs was 

unjust. Itôs also interesting to Rhodes that 

U.S. citizens would allow two bombs to be 

dropped on Japan that would kill thousands 

of Japanese citizens.   

Anthony Brown backs Rhodesô 

claims on President Trumanôs actions being 

costly because it puts the U.S. nation in an 

immediate threat. As Brown talks about the 

science behind the atomic bomb, he 

mentions there being no end to this 

destruction. Brown argues that other power-

house nations will continue this violence in 

the future with their own bombs while also 

finding possibilities to get bigger, or worse 

weapons. Brownôs take on releasing an 

atomic bomb into the world isnôt just the 

fear of another nation recreating it, but the 

fear of making a mistake.  

There is a mentioning of how the 

ñdevelopment of means predicting 

accurately the critical mass of active 

materials,ò2 and how a miscalculation of 

certain scattering data such as fission 

experiments could be deadly. Brown 

believes this is why the patent for the U.S. 

Manhattan Project took so long to be 

accepted because of the fear of worldly 

catastrophe. With Truman showing how 

powerful this bomb is, every nation in the 

world would want to recreate this invention 

                                                 
1 ñAtomic Archive,ò last modified 1945, Atomic 

Energy for Military Purposes (The Smyth Report) | 

Historical Documents  

and, in the process, destroy the world. Not 

only does it tease the U.S. competitors to 

make this deadly weapon, but in the process, 

they can destroy the world. The two authors 

suggest not using the bombs, rather 

presenting them as intimidation. Granted, 

both authors understand the indubitable 

desire for other nations to match the U.S. 

and create an atomic bomb for themselves, 

but thereôs an argument to be made that 

there is less of a threat the bomb would be 

used by another nation against the U.S. if 

Truman decided not to drop the two bombs 

on Japan.   

  The argument made throughout this 

paper is that Harry Truman wanted to use 

the bomb for an unnecessary desire to end 

World War II against a weak Axis powered 

alliance, and that Franklin D. Roosevelt 

wanted possession of the bomb to avoid the 

continuation of World War II and a future 

arms race. The historiography speaks on this 

decision as fifty years' worth of information 

confirms the physicistsô and politiciansô 

fears of a new means of mass destruction 

and an all-out arms race. This type of issue 

created a chain reaction conceived of by 

only a few who were shown to be correct. 

This chain reaction wasnôt scientific, it was 

political. Every nation had the means to 

create their own atomic bomb as they 

witnessed the first one being used on a 

dying Japanese nation during World War II. 

The two bombs dropped by President 

Truman killed hundreds of thousands of 

Japanese citizens and was considered mass 

genocide. Not only was there fear other 

2 Anothny Brown, ñThe Secret History on the Atomic 

Bomb,ò 370.  

https://www.atomicarchive.com/resources/documents/smyth-report/index.html
https://www.atomicarchive.com/resources/documents/smyth-report/index.html
https://www.atomicarchive.com/resources/documents/smyth-report/index.html
https://www.atomicarchive.com/resources/documents/smyth-report/index.html
https://www.atomicarchive.com/resources/documents/smyth-report/index.html
https://www.atomicarchive.com/resources/documents/smyth-report/index.html
https://www.atomicarchive.com/resources/documents/smyth-report/index.html
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nations would create this weapon, but there 

was also fear they could destroy the earth in 

the process of making the bomb and testing 

it. Within many pieces of evidence found 

concerning the question of whether or not to 

drop the atomic bomb on another nation, 

came caution that made President Truman 

aware. Truman, who was left in the dark 

about the atomic bomb until a few months 

before dropping one, had the means to end 

World War II without looking at the 

consequences. FDR had the means to use 

this bomb, when need be, a decision he 

would have gone against as evidenced by 

many memorandums and petitions received 

about the dangers of the atomic bomb. It is 

obvious the Allied powers would have won 

without these bombs, there were other 

strategies to be employed, such as naval 

blockades. These alternate strategies would 

have saved hundreds of thousands of 

Japanese citizens; therefore, fortifying the 

argument against President Trumanôs 

decision.   

  Secondary educational history 

teachers would successfully use this 

argument to show two objectives for 

students. The first objective for students to 

learn is the beauty behind inquiry-based 

questions. History can be seen through any 

lens, as long as there is proper evidence to 

back the claim. To get a full understanding 

of history, a historian, or even student for 

that matter, should understand there are 

different angels of a ñhistorical factò or 

ñhistorical event.ò History is one of the only 

subjects where this is no definitive answer, 

there needs to be proof to back the 

argument. The second objective is for the 

topic itself, the dropping of two atomic 

bombs by the U.S. onto Japanese cities 

Hiroshima and Nagasaki. This is a prime 

reason for the threat of nuclear warfare 

today. Despite the atomic bomb being made 

by the Soviet Union just shortly after the 

U.S. dropped the bombs, all fingers point to 

the U.S. for introducing this type of power 

to the world. The U.S. is the only nation to 

drop an atomic bomb on another nation with 

aims to destroy them. J. Robert 

Oppenheimer was not just afraid of the 

creation of the atomic bomb, but who would 

eventually have their hands on one. The 

atomic bomb is a means for mass 

destruction and something that every person 

in the world may one day fear will destroy 

life as they know it. For students to 

understand how this history can affect their 

lives today is something worth teaching, and 

for the students, worth understanding. 

Learning from past mistakes is a crucial part 

of history, and for Harry Truman he may 

have made a mistake that will affect his 

nation decades later.   
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The Rise of the Führer 

 

Raymond Villegas 

 

Regarded as one of the most 

notorious dictators, Adolf Hitler has 

cemented their place within history. When 

generally speaking of Hitler, negative 

connotations are often placed; Hitler is seen 

as a cruel dictator, responsible for the 

countless lost lives of the Jews. However, 

not much is talked about Hitlerôs leadership 

and speaking skills that took over the 

German hearts. This historiography paper is 

not meant to justify, endorse, or celebrate 

Hitlerôs actions, but rather, focus on how 

Hitler used propaganda to take advantage of 

Germany and allow for the Nazi regime. 

Throughout different monographs, they 

showcase Hitler as an evil dictator, while 

other monographs go against the idea that 

Hitler was a villain. Instead, many modern-

day monographs acknowledge the methods 

Hitler used that led to some Germans 

painting Hitler seen as their savior. 

Although people and their history books 

have perspectives on whoôs the true villain 

of the second World War, it must be 

remembered that every villain is a hero in 

their own eyes.  

Generally, Adolf Hitler is mostly 

known for his cruel deeds; many modern 

historians recognize Hitler as a genius who 

used propaganda against weak Germans to 

his advantage.  George Steinôs Hitler (1966), 

St. Martinôs Hitler: A study in Personality 

and Politics (1979), and Alan Bullockôs 

Hitler a study in Tyranny (1955), all provide 

historical insight on how Hitler rose to 

power and how events shaped historiansô 

and citizensô views on Hitler.  Within the 

three monographs, the authors take a 

different approach to examine Hitler's 

actions, rise to power, personality, and 

social impact in light of German history and 

the second World War. In some cases, Hitler 

was praised by some Germans; modern day 

monographs acknowledge the praise, but 

speak on how Hitler was actually just a cruel 

man. Within the monographs, there is a 

common theme found; Hitler is the root of 

evil and nothing more. The authors of the 

different monographs also explain how 

Hitler would lie in his autobiography Mein 

Kampf. Stein, Carr, and Bullock all criticize 

Mein Kampf and reveal how Hitler would 

strategically exaggerate events to appeal to 

the public. Despite the Second World War 

happening decades ago, monographs are 

being written to showcase the cruel and 

upbringing of the Hitler regime. Although 

the upbringing of the Nazi regime was very 

cruel, it has been acknowledged that Hitler 

was a phenomenal leader- with an amazing 

display of leadership and propaganda skills. 

In no way shape or form are the monographs 

trying to justify the horrors that Hitler 

brought, but to educate the readers how a 

man, equipped with proper leadership, can 
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rise to power through propaganda, 

manipulation, and greed.   

  With Steinôs monograph, Hitler, 

scholars are able to reshape how Hitler is 

perceived. Stein offers readers both sides of 

Hitlerôs regime upbringing, showcasing both 

the negative and positive tales of Hitlerôs 

regime. As mentioned and emphasized 

earlier, historians think that Hitler was a 

purely evil man. Although this is true for the 

most part for most scholars and the general 

audience, Steinôs monograph acknowledges 

and praises Hitlerôs work as a leader. It has 

to be remembered that Stein is not praising 

Hitler for the genocides and the wars, but 

showing how Hitlerôs excellent manipulative 

skills allowed him to gain control in a weak 

Germany. As their monograph develops, 

Stein gives readers different stories and 

scenarios that aids in their understanding of 

Hitler. Within these stories, readers are able 

to understand Hitlerôs childhood and his 

development in German politics. With this 

in mind, Stein allows scholars to analyze 

how  

Hitler aided Germany, but also caused 

plenty of chaos. However, Steinôs 

monograph points towards the idea that 

Hitler was actually praised in Germany. 

Especially after the first war, the Germans 

needed a savior, which many of the 

Germans found in Hitler. Despite the many 

positive talks, Stein also talks about the 

cruel stories of Hitler.  

  Within Steinôs Hitler, Stein offers 

three different views on Hitler. Stein gives 

insight about Hitlerôs regime through 

                                                 
1 George Steinôs Hitler, 14  

Hitlerôs own words, through the opinion of 

his contemporaries, and through 

retrospective.1 According to Stein, he 

mentions that Hitler regarded himself as a 

great man, nonetheless, the historian Stein 

recognizes both positive and negative 

greatness of Hitlerôs rise.2 As mentioned 

previously in the introduction, Stein 

analyzes Hitlerôs words to understand how 

the villain of the story viewed himself as the 

hero. Even though the different ideas that 

Hitler was a monster, Hitlerôs perspective on 

himself was nothing short of great. With the 

help of Steinôs Hitler, Steinôs monograph 

contributes toward an understanding of both 

sides of Hitlerôs power; the devoted and the 

non-believers.   

  Within the first part of Hitler, 

readers can understand how Hitler rose to 

power through the eyes of the man himself. 

Inside this section, readers and scholars 

alike can learn about Hitler through the way 

that he expresses himself. By analyzing 

Hitlerôs word choices and actions, Steins 

helps shed light on the hatred, the greed, and 

manipulation that led to Hitlerôs rise. When 

it came to tactics and propaganda, Hitler is 

credited to be a smart man; Stein blames 

most of Hitlerôs ideologies on generalized 

anxiety, frustration, and the need to find his 

own identity.3 In order to understand Hitler 

and his successes, historians must examine 

the techniques and methods that Hitler used. 

More importantly, it is important the 

propaganda and leadership skills that tricked 

a nation into believing the Nazi regime.  In 

order to understand Hitlerôs techniques and 

2 Steinôs Hitler Introduction, 1  



Teaching Social Studies, vol. 26, no. 1 (Winter/Spring 2026)  

99 

 

methods, Mein Kampf can be studied to 

understand how Hitler gained the trust of the 

public. Despite being seen as a fearless and 

ever powerful dictator, Hitler paints himself 

in a different way in his autobiography, 

Mein Kampf. Within this autobiography, 

Hitler portrays himself as a poor, struggling 

student who diligently earned his meager by 

hard work.1 Here, readers can see the 

comparisons of Steinôs work and Hitlerôs 

own. Steinôs monograph starts off criticizing 

Hitlerôs autobiography and calls out Hitler 

for manipulating people for sympathy. 

Hitler would use sympathy to relate to the 

millions of Germans who were poor and 

affected by the First World War. In reality, 

this was all a propaganda tactic as Stein 

claims that Hitler was born into a middle-

class family that provided everything he 

needed. Tying back to the idea of spreading 

propaganda, Stein argues that Hitler would 

make himself appeal to the Germans. 

Especially coming off, and losing, the war, 

Germans faced poverty and seeing their 

newfound hero go through similar 

circumstances gave them a false sense of 

sympathy; hope that a poor child can 

achieve anything with hard work. Being a 

manipulator, patience and false sense of 

sympathy were key techniques to Hitlerôs 

rise. With a combination of coercion and 

false promises, Hitler managed to force 

through the Reichstag laws that allowed him 

to deviate from the constitution, whenever 

he thought it necessary.2  

                                                 
1 Steinôs, 4  
2 Stein, 13  

  Although Hitler had various 

leadership techniques, his sense of 

propaganda enabled him to appeal to the 

Germans. According to Stein, Hitler used 

propaganda to reach greater masses of 

people with a lower intellectual level.6 In 

other words, Hitler found a way to 

understand the general emotion of the public 

and used it to his advantage. Hitler would 

strategically use this understanding to 

convince lower intellectual Germans that his 

ideology matched theirs. With the help of 

Steinôs arguments and monographs, readers 

are able to understand how propaganda  

played a major role in Hitlerôs success. 

Although Hitlerôs propaganda can be seen as 

a terrible tactic, it shows how Hitlerôs master 

plan of manipulation enabled him to get 

control of the masses through his ideologies.  

  In Section 1, Part 5 of Hitler, Stein 

explains how Hitler rose to power through 

his hatred for the Jews. Stein refers back to 

Mein Kampf to show how Hitlerôs hatred for 

the Jews helped him gain the support of the 

public. Through brainwashing and public 

manipulation, Hitler was able to put the 

blame of the war on the Jews. In this aspect, 

Hitler can be painted as a genius, as his 

usage of patriotism enabled him to convince 

the Germans that they must be prepared to 

be ready to lay down their lives for their 

country.3 Stein highlighted patriotism as a 

positive trait, as Hitler viewed himself as a 

leader who would do anything for his 

country. With a false sense of patriotism, 

 

3 Stein, 78  
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Hitler would cleverly pick and blame people 

to convince Germans that they should 

support his cause  

When the topic of Hitler rises, there 

is a mixed bag of reviews. By this, 

historians, as well as the general public, 

view Hitler as evil reincarnated. However, 

Stein argues that many Germans had a 

positive outlook on Hitler. Despite being a 

manipulator, liar, and cruel, Stein discusses 

how sources claim that Hitler was charming, 

even endearing; that he was sensitive and 

capable.1 Hitler is generally regarded as an 

evil dictator; with the help of Stein, 

historians understand a new side of Hitler 

and his characteristics. Within Steinôs 

monograph, it was found that followers 

viewed Hitler as a genius who was 

organized and cared for his fellow 

companions.9 Stein offered a perspective 

that painted Hitler as a person who seemed 

to care about the welfare of others.  

 

Although society views Hitlerôs 

psychopathic personality as the root for evil, 

many of Hitlerôs followers praised his 

personality to make him appear as a genius.2 

Whether the persona be artificial or genuine, 

Hitler would use his likeable persona to 

brainwash the German nation. 

William Carrôs Hitler: A Study in 

Personality and Politics presents Hitler in 

the light of modern historical science. 

Despite this monograph being written in a 

different time period,  Stein and Carr both 

agree that Hitlerôs expertise in manipulation 

                                                 
1 Stein, 88  
2 Stein, 106  

and mind control enabled him to gain 

control of Germany. Similar to Stein, Carr 

believes that Hitler cast a spell over millions 

of Germans desperately seeking reassurance 

at a time of unprecedented crisis.3 Despite 

both monographs being written years apart, 

one thing stays the same- Hitler 

brainwashed. Hitler was well known for his 

leadership and manipulation tactics, many of 

his notable traits include the usage of 

dogmatic assertion, repetition, biting 

sarcasm and emotional appeal to win over 

his followers.12 Going back to Steinôs claim, 

most of the Germans who appealed to 

Hitlerôs words were those lower- and 

middle-class people; specifically, the lower-

class intellectuals.  

With this in mind, readers are able to 

understand how Hitlerôs main followers 

came from the lower levels of society, those 

of which, that lacked the proper education. 

Carr sheds light on how the middle-class 

people yearn for a father figure, and Hitler 

used that to his advantage. Hitler perfectly 

created his persona around the idea that he 

was the father figure that was able to support 

Germany in times of need and the Germans 

were manipulated into believing it. Similar 

to Steinôs approach, Carr argues that Hitlerôs 

targeted propaganda allowed Hitler to take 

over Germany. Carr praises Hitler for his 

use of propaganda, as he claims that Hitler 

had an extraordinary instinct and 

understanding of it.13 Being a master of 

propaganda isnôt an easy feat, as Hitler 

would perfectly cater in his speeches and 

3 William Carrôs Hitler: A Study in Personality and 

Politics  
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arguments to appeal to the Germans. With 

this in mind, Carr argues that Hitler knew 

what the general appeal was and used it to 

negotiations; Hitler tricked the people of 

Germany and countless people into 

believing in him. 

Going back to Mein Kampf, the 

autobiography is once again being called out 

for its fabrication and lies. By this, Carr also 

criticized Mein Kampf for painting Hitlerôs 

fake persona and upbringing as a fabricated 

story. Hitler would complain about his poor 

life- when in reality, he had favorable 

conditions growing up. The fabrication of 

Hitlerôs autobiography was done on purpose, 

Hitler once again wanted to appeal to the 

middle and lower class. Stein limited his 

view to just the German lower and middle 

class, while Carr gives more insight on how 

Hitler manipulated the government to come 

into control.   

Carr provides a new perspective on 

Hitlerôs persona. With their new claim, Carr 

argues that Hitler is not the one to fully 

blame for many events in history. However, 

the ones to blame are shifted towards 

Hitlerôs accomplices. Although the Nazi 

regime and motives were Hitlerôs vision, 

Hitler only provided the foundation for the 

plans. In other words, Hitler provided the 

blueprints but his accomplices did the work 

to carry out the plans. Historians can see this 

as Hitler and his associates were not in 

possession of a blueprint for aggression as 

the Nuremberg Tribunal believed.14 In 

reality, one of Hitlerôs goals was to avoid  

However, this is not to excuse any of 

Hitlerôs plans or motives, but to 

acknowledge that Hitler was not the sole 

person responsible for many of the crimes. 

                                                 
1 Carr, 152  

Carrôs monograph reveals new details about 

Hitlerôs personality. Prior to Carr, little to 

nothing was known about Hitler. With the 

help of modern history, historians can learn 

more about Hitlerôs complex personality. 

Prior studies believed that Hitler was a 

person with the Oedipus complex; when a 

son loves his mother while showing hatred 

for his father. With recent studies and 

monographs, historians concluded that this 

is not fully true.  

Carr argues how Hitler never really 

loved his mother, and how he really never 

hated his father.1 Instead, it was found that 

Hitler would have to constantly reassure his 

mother, which caused him to be spoiled and 

dependent on her. Carr refers back to Stein, 

as they agree that Hitlerôs personality came 

to be a result of trauma and not the Oedipal 

complex.17 Hitlerôs personality isnôt seen as 

an Oedipus complex anymore, instead, it 

can be seen as a man imprisoned in a 

shame-guilt cycle. With the help of new 

Historical evidence, it can be confirmed that 

Hitler experienced his major identity crisis 

between the age of eighteen and twenty.18 

Since Hitler was dependent on his 

mother, her death caused Hitler to break 

away from the world. Historians point 

towards the idea that Hitlerôs time in the 

military played a role in shaping Hitlerôs 

trauma. Within his military time, Hitler 

would have a personality crisis and tried to 

pinpoint a scapegoat for all of the problems 
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being faced. By using brainwashing 

techniques, Hitler would help Germans to 

find a way to cope with their troubles 

instead. By manipulating the Germans, 

Hitler was able to overcome his trauma by 

offering to aid the weak Germans.   

With Bullockôs Hitler: A Study in 

Tyranny, Bullock explores the role of Hitler 

and how he rose to power. Bullock begins 

his monograph with two questions in mind, 

what great part did Hitler play in the Third 

Reich and how did Hitler rise to power? 

Bullock takes a different approach as 

Bullockôs theme is to study the dictator and 

not the dictatorship. In other words, Bullock 

is focusing on the personality and 

characteristics of Hitler instead of the evil 

deeds committed by the Nazi regime. Much 

like the previous authors, Bullock criticizes 

Mein Kampf as he believes that Hitler makes 

his story much more dramatic than it 

actually was. By being overdramatic, Hitler 

seeks to gain the sympathy of the German 

citizens. Bullock explains that Hitler 

attempted to be seen as a poor child, but he 

agrees with Stein and Carr that this is not 

true. In line with Carr, Bullock debunks the 

idea of the Oedipus complex and explains it 

as a more dramatic response by Hitler. With 

constant fabricated stories, Hitler is seen 

trying to gain the support of the Germans by 

gaining petty points on his upbringing. This 

tactic was one of Hitlerôs most common 

tactics, as he would relate back to German 

struggles.   

With Bullockôs monograph, readers 

are able to understand how Hitler would 

often falsely sympathize with the public. 

                                                 
1 Bullock, 32  

Although Hitler wrote about Viennaôs 

working-class misery, it was evident that his 

words produced no sympathy.1 Despite 

Hitler showing false support and sympathy, 

it was used to show how he attempted to 

care. One of the tactics Hitler used was to 

learn the working-class hatred towards the 

higher class. By understanding this concept, 

Hitler used this to his advantage to gain the 

support of the working class. Bullock tells 

readers that Hitler found the solution in the 

ñdiscoveryò that the working men were the 

victims of a deliberate system.20 In other 

words, Hitlerôs discovery of working men 

led towards his attempts to gain the support 

of the poor. As previously stated earlier, the 

lower class was also seen as having lower 

intellectual abilities, Hitlerôs main targeted 

group.   

 A new study shows that Hitler did 

not entirely hate the Jews, but fabricated the 

propaganda to appeal to the Germans. In 

Mein Kampf, Hitler would have pages that 

references Jews. However, in the devoted 

pages towards Jews, Hitler failed to provide 

any facts to support his reasoning to hate the 

Jews. Although the Jewish population was 

the main victims of the Nazi regime, 

historians learn that Hitler used the Jews as a 

fantasy where he projected all that he hates 

and fears. With recent studies, it shows that 

the Jewish people were seen as the 

scapegoats for Germany. In other words, 

Hitler used Jews as scapegoats to find 

closure after losing resources and power 

after the first war. Hitler wisely used this 

tactic, as he knew finding a scapegoat would 

allow him to gain support of the Germans.     
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Hitler is praised for his leadership 

skills, but Bullock reveals that Hitlerôs 

nationalism was both unoriginal and highly 

motivated by propaganda. By this, the ideas 

that Hitler executed were not Hitlerôs own 

original ideas. Instead of being original, 

Hitler was able to derive previous ideas 

from old sources for his movement.1  Hitler 

is depicted to be seen as a mastermind, when 

he really has no originality in himself; Hitler 

was able to use his sources and prior ideas to 

his advantage and appeal to the public. 

Studies prove that Hitler believed 

propaganda was key to success, as Hitler 

observed the successes of English 

propaganda. Many of the monographs talk 

about how Hitler emerged from fixed ideas 

and prejudices, stemming from his traumatic 

life.  

Hitler is seen as a genius for his 

ability to use propaganda and target the right 

people. Throughout the monographs seen 

within this paper, propaganda is a key 

talking point in every single one of them. 

The three authors are all in unison to agree 

that propaganda was the main driving force 

within Hitlerôs rise to power. As mentioned 

earlier, Hitler had no original ideas, but 

properly presented himself to gain support. 

Hitlerôs genius was seen when it was time to 

exploit the weaknesses of the Germans. 

With recent studies, historians found that 

Hitler came to know Germany and the 

Germans in hopes of exploiting their 

weaknesses. By 1933, Hitler had spoken to 

almost every single town in Germany, 

targeting the lower class towns the most. By 

using his powerful words and leadership 

                                                 
1 Bullock 40  
2 Bullock, 60  

skills, Hitler aimed to appear as the hero 

Germany desperately needed. Bullock 

provides a new insight on Hitlerôs rise to 

power, as his advantage was that he became 

a well-supported public figure.   

Hitler rose to power through the 

powerful messages sent out through his 

political movements. In order to properly 

understand the rise of Hitler, the Nazi 

regime and their movement must be 

analyzed from a psychological perspective. 

Hitlerôs strength came through his gaining of 

the public trust, where Hitler properly knew 

what the masses needed. During his 

movement, Hitler explains his movement 

must avoid everything which may lessen or 

weaken its power of influencing the 

masses.2 In other words, Hitler would avoid 

any obstacles that might have hindered his 

image or the image that the Nazi regime was 

trying to portray. Bullock explains in his 

monograph that Hitler uses constant 

repetition which succeeded in imprinting an 

idea on the memory of a crowd.3 Hitler 

manipulated the collective memory of the 

messages, as Hitler would enforce specific 

memories towards the masses. By enforcing 

specific memories, Hitler would manipulate 

the feelings that the masses had towards the 

Nazi regime. Repetition was seen as key 

towards Hitlerôs success as Stein reveals that 

Hitler would constantly repeat the same idea 

over and over.  

With this constant repetition, Hitler 

left a footprint within the crowds. Hitlerôs 

best propaganda and manipulation skills 

were shown within his speeches. In his 

speeches, Bullock reveals that Hitler would 

3 Bullock, 63  
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use specific, emotion triggering words to get 

the Germans on his side. By emotion 

triggering, historians learn that Hitler would 

employ verbal violence and repeat the words 

ñsmashò, ñforceò, ñruthlessò, to evoke an 

effect on the audience. With the constant 

repetition drilled in the Germans, historians 

found the effectiveness of Hitlerôs speeches 

to actually impact society into believing that 

he was correct. Prior to the Nazi regime, 

Hitler was unknown to the large general 

public. The Germans were unaware who 

Hitler was, but he had recently become a 

familiar figure, thanks to a publicity 

campaign.24 Bullock explains how  

Hitlerôs popularity caused him to attract the 

attention of those who controlled the 

political funds from heavy industry and big 

businesses. Looking back at Hitlerôs regime, 

historians learn that Hitler needed the 

support of both industrialists and big 

businesses to be able to control the funds for 

his organization and propaganda.  

Within Bullockôs study of Hitler, 

Bullock discusses how Hitlerôs personality 

was key in making him an effective leader. 

Regardless of the many troubles or 

situations that the Nazis found themselves 

in, Hitler was what kept his men together. 

Bullock establishes Hitler as a man with a 

striking leadership quality, a leader that was 

devoted to his soldiers and goals. Hitler 

would never let go, never lose faith in 

himself, and communicated this with his 

comrades- which ended up boosting their 

spirits. History does not credit Hitler for his 

leadership, even though he was the sole 

reason that the Nazi regime was not 

abolished sooner. Hitler was the glue within 

his army, as his constant leadership and 

positive outlook was a key factor in 

boosting esteem within the regime. Even 

while he was in prison, Hitler did not lose 

faith and constantly reassured his 

supporters. However, Hitler proves that a 

cruel movement can gain support through a 

personôs top tier leadership qualities.  

Hitlerôs tactics included a mixture of 

bribery, appeals, and threats. All throughout 

the German streets there were slogans 

plastered all over the walls and posters 

showcasing any sort of help to boost Hitlerôs 

reputation. Stein and Carr explained how 

Hitler appealed to the middle- and lower-

class Germans, but Bullock reveals that 

Hitler also aimed to target respectable 

bourgeois parties like the democrats. Much 

like the Germans of the time, the different 

political parties were crying out with 

crippling anxiety and depression. Hitler 

once again took advantage by offering a 

brand of extremism. Bullock mentions how 

Hitler never forgot his main theme in Mein 

Kampf, as he always targeted the masses, 

since ñpossession of the streets is key to the 

power in the state.ò25 Hitler was a genius 

when it came time to target the masses, as 

he knew that the lower-class citizens, or 

streets, were crucial in the development of 

his regime.  

After analyzing the three 

monographs, the historians are able to offer 

scholars and readers a new perspective on 

Hitler. Collective memory enables people to 

view Hitler as this villain, but fail to 

acknowledge the incredible grit and 

determination it took to become a leader. 

People often mistake Hitlerôs manipulation 

as a negative trait, but the monographs 

shifted this view to be seen as Hitlerôs 
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outstanding traits. Manipulation is tied with 

a negative connotation, but when used 

wisely, manipulation can be seen as a 

positive trait. Although the manipulation 

didnôt lead to positive outcomes, it shows 

how it can be used to gain the support of 

masses. Through manipulation and 

propaganda, Hitler was able to accomplish 

great features. To convince thousands of 

people to follow a regime is outstanding, 

and Hitler had all the tools to convince the 

Germans. The monographs acknowledge 

Hitlerôs skill as a genius trait, since many 

leaders would stumble when trying to 

convince the mass millions.  

The new studies of Hitler coming to 

light, scholars are able to understand the true 

nature of Hitler. Before these monographs, 

historians had different ideas and outlooks 

on Hitlerôs life- many of which mistakenly 

took Hitlerôs personality as a result of the 

Oedipus complex. With the help of Stein, 

Carr, and Bullock, historians reframe their 

thinking of Hitler and how his personality 

came to be. It has been found that Hitler was 

not a product of the Oedipus complex, but a 

result from childhood trauma that came from 

his dependence on his mother. Contrary to 

popular belief, Hitler did not love his 

mother- debunking the Oedipus complex. To 

further debunk the Oedipus complex labeled 

on Hitler, Bullock mentions how Hitler did 

not hate his father but over exaggerated his 

story.  

Prior to any monograph or stories, 

the only source scholars had on Hitler was 

through his autobiography. Although 

Hitlerôs autobiography had over dramatic 

events, scholars were able to understand a 

glimpse of Hitlerôs life. The three 

monographs help historians understand that 

Hitlerôs autobiography is not entirely 

accurate. As mentioned before, Hitler would 

exaggerate his stories to manipulate 

sympathy from the public. Modern day 

monographs help reveal the true nature of 

Mein Kampf and expose some of the lies. 

All through-out the monographs, it is 

apparent that they credit Hitlerôs rise to 

power due to his genius use of propaganda. 

Hitler would use his propaganda to target 

the middle and lower class who were 

desperately trying to find a hero. All three 

authors explain how Hitler painted himself 

as the hero and would lie in his 

autobiography to appeal to the people of 

Germany. The monographs shift historyôs 

understanding of Hitlerôs tactics by 

showcasing how Hitler used the desperation 

of the German people to his advantage.    

In Bullockôs monograph, Bullock 

paints Hitler as a clueless person who used 

luck and manipulation to gain the trust of 

millions. Hitler had an incredible array of 

leadership skills and knew how to persuade 

people. There are countless examples of 

historical figures that had a part to play in 

the war, such as other Nazi members and the 

other Axis powers. As mentioned before, 

Hitler was the one to be the leader since he 

had the vocal and persuasive skills to be the 

leader. The other Nazi higher ranking 

members and Axis powers had similar ideas, 

but they just needed Hitlerôs platform to 

reach new heights. The monographs show 

how Hitlerôs manipulation, greed, and 

childhood trauma, allowed him to become 

the leader that society knows today. Hitler 

kept his ideas and did not back down from 

them, showing leadership qualities in tragic 
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events. Although scholars and historians 

learn that most of Hitlerôs ideas were not 

originally his, Hitler used prior platforms to 

his advantage.  

Collective memories paint Hitler as a 

villain, but history must consider his genius 

as a leader that manipulated his rise to 

power. As Stein previously mentioned, 

historians must recognize the positive and 

negative aspects of the historical figure and 

the same must be done for Hitler. Although 

Hitler is seen as mostly negative, the 

monographs listed here enable scholars to 

analyze the rise of Hitler and compare it to 

other politicians. Despite being the villain in 

countless stories, Hitler is a hero in the eyes 

of the manipulated and gullible.   

  

History as a Mirror: Connecting Hitlerôs 

Rise to Modern Challenges  

History does not just live within the 

textbooks or within a teacherôs lesson; 

history can be seen repeating in our modern-

day life. A single manôs voice was able to 

manipulate and gain the attention of millions 

of blind supporters, a pattern that can be 

seen repeating constantly. Even the craziest 

of ideas can be accomplished through 

manipulation, propaganda, and other tactics. 

The historiography paper, The Rise of the 

Führer, can be used to analyze how Hitlerôs 

tactics gave his voice the power to control 

the blind masses to go against the Jews. 

Teaching the rise of Hitler is important in 

any school curriculum where students are 

exposed to ideas that involve 

authoritarianism, manipulation, and 

dictatorship. Countless politicians and world 

leaders saw the warning signs of Hitler but 

failed to really put a halt to him. Relating it 

to modern day, the world is slowly seeing 

another Hitler on the rise: Donald Trump.  

  Donald Trump is seen using the 

same tactics as Hitler: manipulation, 

propaganda, and borderline 

authoritarianism. For educators, it is 

important to not only teach about how Hitler 

rose to power but also connect it to modern-

day politicians like Trump. Students need to 

be educated on the rise of dictators and the 

consequences that can be faced if they are 

not stopped. Although The Rise of the 

Führer does not provide a solution on how 

to stop a dictator, the paper analyzes how 

easily the masses can be controlled.   
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The Minoans: The Forgotten Sea Empire 

 

Dean Bohus

How can I ignite a passion for 

history in my students? Thatôs a question I 

found myself asking when I was teaching at 

Trenton Central High School while doing 

my first clinical experience at The College 

of New Jersey. Naturally, I began with 

looking back at my high school teachers 

trying to remember what they did that 

allowed me to not just passively learn, but to 

explore my interests as well. The paper that 

follows this introduction was my capstone 

paper I wrote while at TCNJ studying 

history. It covers a people known as the 

Minoans. These seafaring people of the 

Bronze Age are not likely to be found in any 

high school history textbook. However, I 

decided to write about the Minoans in such 

length because of a project I did in my 

English class in high school. (Yes, you read 

that right, my English class.) 

 My English teacher at the time, Ms. 

Lutz, had allowed the class to do a 

presentation on a topic of our choosing. As a 

person who found English to be very boring 

and history much more interesting this 

project excited me as I was able to dive 

deeper into a topic I was interested in. I 

ended up settling on the Minoans as I had 

only heard their name once briefly in a video 

discussing Crete. Ms. Lutzôs English project 

allowed me to have choice in my learning all 

while developing my presentation making 

skills and teaching me how to do proper 

research. If the goal of your lesson is to 

develop student research and presentation 

skills then focus on that. Students will be 

much more willing to speak in front of the 

class if they are passionate about the subject. 

That little bit of research at the high school 

level might even turn into a capstone paper 

one day. So why is this important? How 

does this help me create passion for history 

in the classroom? Give your students some 

agency in what they learn. Let them tell you 

what they find interesting about U.S. or 

world history and let them explore that 

interest in your class. This also shows us 

history does not have to be confined to the 

history classroom instead other subjects can 

use history as a backdrop to explore 

concepts and develop new skills. 

During the Bronze Age trade 

flourished in the Mediterranean. Few people 

were as well situated to capitalize on this 

fact then the inhabitants of the Island of 

Crete. The people of this island during the 

3rd to 1st millennia B.C.E.E. are known to 

modern historians as the ñMinoansò. Who 

were the Minoans and what did they do? 

The Minoans really excelled at creating high 
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quality products. At first mastering pottery 

allowed them to create vessels for holding 

agricultural products like olive oil. When 

faced with a lack of valuable metals and 

materials like copper and tin, on the island, 

they were forced to turn to trade to get rarer 

resources. This trade centered around 

providing olive oil and other goods in 

exchange for these precious resources which 

could be used in the creation of desirable 

specialized products. This operation 

eventually expanded to become an intricate 

sea trading network that encompassed large 

portions of the Mediterranean and beyond. 

Minoan products have even been found as 

far as the Indus River Valley. However, 

material goods were not the only thing 

traded by the Minoans. Culture was readily 

exchanged as well both willingly and as a 

side effect of trade. Minoans managed to 

spread their culture while incorporating 

elements from foreign cultures that proved 

beneficial. While much information about 

the Minoan civilization has been lost to 

history, the vastness and importance of their 

trade empire economically and culturally 

can not be overstated. Many civilizations of 

this time like the Phoenicians, Sumerians, 

and the Harappans of the Indus rRiver valley 

tend to overshadow the Minoans but they 

should be seen as cultural equals to these 

complex societies. Their central geographic 

location, coupled with a need to trade for 

raw materials as well as fostering skilled 

artisans enabled the Minoans to become a 

                                                 
1 Rodney Castleden, Minoans: Life in Bronze Age 

Crete, (Routledge, 1993), 4. 

Bronze Age thalassocracy with influence on 

many civilizations. 

The Bronze Age in Crete is generally 

considered to have lasted from around the 

3rd millennium B.C.E. to the 1st millennium 

B.C.E.1 The Minoans received exposure to 

metallurgy and bronze making from the east. 

The Island of Crete is the largest in the 

Aegean Sea and also the furthest south. This 

geographical position made Crete a natural 

stop on the many trade routes of the 

Mediterranean. Crete was perfectly 

positioned to receive sea trading merchants 

from all their neighbors. Mainland Greece to 

the northwest, the Cyclades to the north, 

Anatolia to the northeast, Egypt to the 

southeast, Cyprus to the east, and even 

further east Syria. This places Crete in the 

middle of some of the most important 

civilizations of the Bronze Age. The 

innovations of the Bronze Age first began in 

the east and it is no wonder how the 

Minoans gained access to this knowledge. 

While the Minoans were influenced heavily 

by the cultures that they came in contact 

with, the Minoans developed a distinct 

culture of their own. This is contrary to what 

historians of the past once believed. 

Historians used to think that the Minoans 

were not a distinct culture but instead a more 

of a imitator of Anatolian, Syrian, and 

Egyptian customs. This can not be further 

from the truth; instead the Minoans created a 

highly advanced culture which spread its 
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influence to the furthest reaches of the 

known world at the time.1   

Even in the 21st century when 

writing about Minoan cultural spread, 

archeologists like Cyprian Broodbank and 

Evangelia Kiriatzi write that the 

ñMinoanizationò of surrounding islands and 

the Mediterranean remain controversial.2 

Cultural spread was not the only highly 

contentious aspect of the Minoan 

civilization. An article by Chester G. Starr 

really exemplifies how some scholars used 

to feel about the Minoans having large 

infl uence in the Mediterranean or even the 

Aegean. Writing in 1955 Starr confidently 

writes off the Minoan thalassocracy stating 

The Minoan thalassocracy is a myth, 

and an artificial one to boot. It is 

amazing that the patent falsity of the 

basic idea has never been fully 

analyzed, for neither logically, 

archaeologically, nor historically can 

the existence of a Cretan mastery of 

the seas be proved.3 

As the history of the Minoans becomes more 

and more clear through archeological finds 

                                                 
1 Castleden, Minoans, 3. 

2 Cyprian Broodbank and Evangelia Kiriatzi, ñThe 
First óMinoansô of Kythera Revisited: Technology, 
Demography, and Landscape in the Prepalatial 
Aegean,ò American Journal of Archaeology 111, no. 

2 (2007): 241ï74, 

http://www.jstor.org/stable/40037274, 241. 

3 Chester G. Starr, ñThe Myth of the Minoan 
Thalassocracy,ò Historia꜡: Zeitschrift Für Alte 
Geschichte 3, no. 3 (1955): 282ï91, 

https://www.jstor.org/stable/4434736, 283. 

Starrôs article appears more and more 

outdated. While he recognizes the fact that 

trade between Crete and Syria as well as 

trade between Crete and Egypt existed, he 

heavily downplays the Minoan involvement 

in this trade. Proclaiming instead that 

Minoans were nothing more than 

intermediaries between great powers.4 Starr 

even writes off Minoan control of the 

Aegean by saying that they would not be 

able to field the required number of ships.5 

The idea of Minoan colonies is also 

completely downplayed as nothing more 

than a few factories created by Minoans for 

native populations of those islands to gather 

and produce products.6 Early and mid 20th 

century historians certainly did not see the 

Minoans to be as capable as they were. 

In 1962 an article by Robert J. Buck 

continues to echo this sentiment. Buck 

writes ñNo matter how prosperous Crete 

may have been, there was simply no place in 

the Late Bronze Age for a Minoan 

thalassocracy.ò7 His reasoning is that Crete 

did not have the industry capable of 

producing enough goods for a large overseas 

4 Starr, ñThe Myth of the Minoan Thalassocracy,ò 

284. 

5 Starr, ñThe Myth of the Minoan Thalassocracy,ò 

284. 

6 Starr, ñThe Myth of the Minoan Thalassocracy,ò 

285. 

7 Robert J. Buck, ñThe Minoan Thalassocracy Re-
Examined,ò Historia꜡: Zeitschrift F¿r Alte Geschichte 
11, no. 2 (1962): 129ï37, 

https://www.jstor.org/stable/4434736, 131. 
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market.1 It was not until the 1990s that 

scholars began to find more evidence that 

Crete could have held an empire of the sea 

and the Minoans were their own advanced 

culture.2 Today the topic is still debated and 

the true scale of the Minoansô influence is 

not completely clear. Evidence gathered in 

this paper however points to the existence of 

a heavily influential Minoan thalassocracy. 

Trade was what built this Empire and 

was the primary way that Minoans spread 

their culture. The geographic location of 

Crete was not the only factor that led to the 

Minoans creating a trade empire. The 

Minoans had access to plentiful land to 

produce agricultural products in large 

quantities. Grapes, olives, pears, etc. were 

vital to the Minoan economy and way of 

life. Grapes were used to produce wine and 

tablets found at Knossos, the Minoan 

capital, reference 420 grape vines in the area 

and tablet ñGM 840ò records over 14,000 

liters of wine that were brought to Knossos 

as a product of the last harvest.3 Olives were 

also fundamental to the people of Crete and 

the Mediterranean and were always in high 

demand. Olives and olive oil took a long 

time to spoil, were used in cooking, washing 

oneself, burned in lamps, and were used as 

body oil. Olives were enjoyed both in their 

                                                 
1 Buck, ñThe Minoan Thalassocracy Re-Examined,ò 

131. 

2 Castleden, Minoans, 3. 

3 Castleden, Minoans, 45. 

4 Castleden, Minoans, 46. 

5 Castleden, Minoans, 46. 

pressed oil form and regularly eaten without 

being pressed. These many different uses for 

olives made it a major crop of the Minoan 

economy. More tablets found at Knossos 

document 9,000 liters of olives being 

produced in just the Dawos area of the 

Messara plain of Crete.4 Pears were also 

grown and might have even been native to 

Crete with Minoan trade being the reason 

the fruit spread throughout the 

Mediterranean.5 While having an abundance 

of agricultural products is certainly good, 

the Island of Crete was lacking valuable 

metals that were the building blocks for 

societies of the Bronze age. Metals like 

copper, tin and gold were not found readily 

enough to support the demand on the island 

and this forced the Minoans to turn to their 

neighbors to acquire these metals.  

Copper and tin were combined to 

create the alloy of bronze, a vital resource of 

the time. The island of Cyprus to the east 

was a large supplier of copper to the 

Mediterranean and made a perfect trade 

partner for the Minoans. Copper ingots from 

Cyprus were found at the Minoan palace-

temple of Zakro confirming trade between 

the two islands.6 It seems connections 

between Cyprus and Crete date back to the 

early and mid-Bronze Age.7 Minoan pottery 

6 Castleden, Minoans, 113. 

7 Katarzyna Zeman-WiŜniewska, ñRe-Evaluation of 
Contacts between Cyprus and Crete from the Bronze 
Age to the Early Iron Age,ò Electrum (Uniwersytet 

JagielloŒski. Instytut Historii) 27, no. 27 (2020): 11ï
32, 
https://doi.org/10.4467/20800909EL.20.001.12791, 

26. 
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has been found on Cyprus in important 

places like palaces and ingots of various 

metals traded to the Minoans by the 

Cypriots have been found on Crete.1 Some 

Cypriot pottery had even been found in the 

port of Kommos on Crete. All of these 

connections show a healthy trade 

relationship between the two islands. It is 

also clear that the Minoan and Cretans 

developed some kind of rapport as the 

Cypro-Minoan script begins to appear on 

traded items. The Cypro-Minoan script was 

a shared syllabary that the two islands 

utilized in trade with one another.2 While the 

script remains undeciphered it allows 

archeologists to tell when items have come 

from Cyprus. Lead, copper, and tin ingots 

have been found bearing Cypro-Minoan 

markings with Cypriot lead mines being 

identified as far as Sardinia.3 These are the 

kinds of metals that Minoans would have 

been in heavy need of and thus this close 

relationship between Cyprus and the 

Minoans makes sense. The Minoans would 

have used these metals to manufacture all 

kinds of various products. Cypriots were 

getting their lead from mines in Sardinia to 

trade that lead to the Minoans who then used 

lead to create objects that were sold overseas 

to places in Anatolia and Egypt. This is a 

perfect example of how interconnected 

Mediterranean civilizations were in the 

                                                 
1 Zeman-WiŜniewska, ñRe-Evaluation of Contacts 

between Cyprus and Crete,ò 26. 

2 N. Yahalom-Mack et al, ñIncised Late Bronze Age 
Lead Ingots from the Southern Anchorage of 
Caesarea,ò Journal of Archaeological Science, 
Reports 41 (2022): 1-10, 

https://doi.org/10.1016/j.jasrep.2021.103321, 1-2. 

Bronze age and is not dissimilar to trade in 

the modern day. 

Evidence of overseas trade is easy to 

spot all around Crete. For example, in the 

city of Myrtos imported metal objects, stone 

vessels, and obsidian have been found. 

Within the city, pottery and textiles were 

produced which could have been exported in 

exchange for these goods. Myrtos, like many 

Minoan cities, was located near the coast 

and many of these cities had their own ports 

and had more access to the outside world 

than might be expected.4 Minoans most 

likely constructed their cities with trade as a 

central tenant. This is evident by the 

distribution of settlements around the island. 

The west side of Crete is almost completely 

barren of settlements while the north, south, 

and east have plenty of large cities. When 

looking at this from a trade point of view it 

makes sense as Minoans would have been 

primarily trading with the Cycledies to their 

north, Anatolia, Cyprus, and Syria to the 

east, and Egypt to the south. While Minoan 

pottery has been found west, in places like 

Malta for example, Minoans seemed to be 

more focussed on conducting their business 

in the eastern Mediterranean. Ports and 

harbors did not only exist in large cities. 

Evidence of Minoan ports have been found 

in many coastal regions of Crete and on 

nearby islands like Dia and Thera.5 Having 

3 Yahalom-Mack et al, ñIncised Late Bronze Age 
Lead Ingots from the Southern Anchorage of 

Caesarea,ò 3. 

4 Castleden, Minoans, 63. 

5 Castleden, Minoans, 40. 
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ports scattered throughout the sea allowed 

Minoan sailors to have many points where 

they could stop and rest. It is also crucial for 

long range seafaring as these journeys could 

be very dangerous and various weather 

conditions could spell disaster for ships and 

their crew. Having ports along the way to 

their destination allowed ships to take stops 

and wait for more favorable weather and 

wind conditions if needed.  

 Minoans traded in many different 

kinds of products and were not limited to 

their agricultural surplus of olives and wine. 

In fact, skilled artisans were highly valued in 

Minoan society and were some of the most 

adept in the Mediterranean. Vathypetro, a 

Minoan building in the Cretan countryside, 

gives historians a glimpse into the industries 

Minoans engaged in. The building is dated 

to 1580 B.C.E. and had a wine press, clay 

loom weights for weaving, an oil press, 16 

storage jars, multiple potters wheels, and a 

farm on the property.1 Rodney Castleden, 

author of Minoans:Life in Bronze Age Crete 

suggests that it could have been a summer 

residence for the king, wealthy landowner or 

just as likely a communal industrial and 

agricultural center where Minoan artisans 

and farmers in the area could work. It is 

clear that Minoan goods were highly valued 

as they have been found all over the 

Mediterranean and beyond. Other cultures 

also show clear inspiration taken from 

Minoan frescoes and pottery showing the 

scale of Minoan influence. The largest 

                                                 
1 Castleden, Minoans, 40. 

2 Castleden, Minoans, 77. 

potency of this influence is seen in Minoan 

colonies and close neighbors like the 

Mycenaeans. However, very proud and 

ancient civilizations like Egypt have shown 

to have respected the Minoans to a certain 

degree and had interest in their art and 

products. 

 At some point Minoans began to 

make changes to their social structure to 

prioritize artisans and the manufacturer of 

luxury goods. This can be seen in the 

Minoan palace-temples. In Minoan society 

towns littered the countryside but in large 

cities there were often massive palace-

temples where the elite and priests would 

live and in the case of Knossos a king or 

some kind of central authority. The main 

temples were located in Knossos, Kydonia, 

Phaistos, Zakro, and Mallia.2  

Archaeologists have been able to 

discover that at some point before 1700 

B.C.E. Minoan craftsmen and artisans 

concentrated within these temples. It seems 

that artisans were gathered to collectively 

work as full time specialists paid by the 

state. This proximity to other skilled 

specialists allowed them to share ideas and 

learn from each other creating ambitious 

works for domestic use and for 

transportation overseas.3 At Phaistos within 

the store rooms some pithoi made by these 

craftsmen survived to this day.4 Castleden 

describes the work made by these specialists 

as reaching ñlevels of technical skill and 

artistry so high that some of their works rank 

3 Castleden, Minoans, 78. 

4 Castleden, Minoans, 77. 
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among the finest ever produced in Europe.ò1 

It is no wonder why Minoan products were 

sought out all through the Mediterranean 

and beyond. By focusing their talents 

together and producing artwork that 

surpassed anything that their competitors 

were producing they found a lucrative 

market in luxury goods. 

 With the palace-temples being the 

concentrated point for artisans they also 

became trade hubs as a consequence of both 

having the skilled workforce needed to use 

these raw materials and being the center of 

bureaucracy in the region. Imported 

materials found include silver, tin, copper, 

ivory, gold, lapis lazuli, ostrich eggs and 

plumes, exotic stones, and more.2 These 

materials were then worked on by specialists 

at the temples where the finished products 

were sold both to local markets and taken by 

seafaring traders to foreign markets. Having 

the temples act as the center of industry, 

trade, faith, and bureaucracy as well as 

having five of these temples spread around 

the island created an efficient and 

administratively run government. Some 

early theories about the Minoan government 

suggested that these temples were seats of 

different city-states like those of mainland 

Greece. However, consensus now is that 

each temple had a local bureaucracy that 

controlled a portion of the island, but in the 

end they were all subservient to the main 

seat of power in Knossos. Keeping a well 

                                                 
1 Castleden, Minoans, 108. 

2 Castleden, Minoans, 109.  

3 Nimrod Marom, Assaf Yasur-Landau, and Eric H 
Cline, ñThe Silent Coast: Zooarchaeological 

run and organized government is vital for 

sustaining a far-reaching trade empire with 

connections around the world and it appears 

the Minoans recognized this. It is very 

possible that Minoans understood how to 

organize themselves into a more centralized 

state by looking at the Egyptians. 

 As the Minoans were looking 

towards the Egyptians for inspiration other 

less developed peoples were looking at the 

Minoans as an example of a developed 

culture. By looking at the ruins of a palace at 

the ancient site of Tel Kabri, located in 

modern day Israel, archeologists have 

noticed shocking similarities between this 

palace and Minoan palaces. For example, 

Minoan style fresco fragments have been 

found that seem to be mimicking the 

Minoan style. The palatial layout and 

construction of the palace also seems to 

coincide with the Minoans expanding their 

palaces.3 It should not be so surprising that 

foreign merchants most likely visited 

Knossos or other palaces on Crete and were 

amazed at what they saw there. When they 

returned home the nobility of places like Tel 

Kabri wanted to emulate the great Minoan 

culture to give some kind of additional 

legitimacy to their own rule. This is an 

example of the Minoans having great 

influence on outside cultures without doing 

much to influence these people.  

Evidence to the Development Trajectory of a Second 
Millennium Palace at Tel Kabri,ò Journal of 
Anthropological Archaeology 39 (2015): 181ï92, 

https://doi.org/10.1016/j.jaa.2015.04.002, 182. 
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Additionally, by analyzing animal 

bones found at the site archaeologists could 

determine that the people at Tel Kabri 

started using meat cleavers to cut bone and 

extract marrow. This had occurred just 

slightly after the same development 

happened within Minoan society.1 Again 

this showcases how trade partners of the 

Minoans benefited from not only the 

exchange of goods but also the exchange of 

ideas coming from Crete. 

Egypt was one of the many 

civilizations that benefited from trade with 

the Minoans. This is evidenced by the many 

Minoan products found in Egypt. Most 

commonly found is Minoan pottery. Pottery 

from Crete has been found all over Egypt. In 

her article ñThe Perceived Value of Minoan 

and Minoanizing Pottery in Egyptò Caitl²n 

E. Barrett discusses why Egyptians desired 

Minoan pottery and who in Egypt was 

buying it. Through her findings she 

concludes that people of nearly all strata had 

access to Minoan pottery and other Minoan 

products like cups for example.2 Cretan 

pottery has been found in Egyptian homes 

and even graves indicating that it was used 

either practically or as display pieces. 

Essentially showcasing that they have exotic 

pottery from a distant land.3 Its presence in 

Egyptian graves is also a strong indicator 

that Minoan pottery was quite well revered 

                                                 
1 Marom, Yasur-Landau, and Cline, ñThe Silent 

Coast,ò 190. 

2 Caitl²n E. Barrett, ñThe Perceived Value of Minoan 
and Minoanizing Pottery in Egypt,ò Journal of 
Mediterranean Archaeology 22, no. 2 (2010): 211ï

34, https://doi.org/10.1558/jmea.v22i2.211, 226. 

in some respects and that some Egyptians 

wanted to take it with them even in the 

afterlife. Minoans only imported a very 

small number of manufactured goods as they 

produced most, if not all, of these goods 

domestically. Of the manufactured goods 

imported to Crete almost all that have been 

found were Egyptian.4 This really 

demonstrates the longstanding connection 

between these two cultures and the 

admiration they held for one another. 

It can be deduced that Minoans had 

been visiting Egypt for many years, 

evidenced by the style of clothing the 

Egyptians portrayed Cretans wearing in their 

paintings. As Minoan clothing trends 

changed, as can be seen in Minoan artwork 

of themselves on Crete, these same changes 

are depicted in Egyptian iconography 

featuring Minoans. The Rekhmire paintings, 

located in the tomb of Rekhmire in the 

Egyptian city of Thebes, depict Minoan 

envoys wearing patterned kilts without cod 

pieces and a hemline sloping down towards 

the front.5 Through cleaning an original coat 

of paint was revealed showing an older style 

of Minoan dress, kilts with codpieces and an 

upwards sloping hemline. This indicates that 

the Egyptians made clear efforts to update 

their portrayal of Minoans through the 

centuries. Wall paintings in the Tomb of 

Senmut also have Minoans depicted with the 

3 Barrett, ñThe Perceived Value of Minoan and 

Minoanizing Pottery in Egypt,ò 226. 

4 Castleden, Minoans, 119. 

5 Castleden, Minoans, 12. 
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older style of outfit dating to the 1500s 

B.C.E.1 At the same time on Crete in 

Minoan frescoes monkeys are painted blue 

which is a common feature of Egyptian 

portrayals of monkeys. A study published by 

the Cambridge University Press even 

suggests that the Minoans were the first 

Europeans to have contact with non-human 

primates.2 The frescoes also often feature 

depictions of papyrus which was not grown 

in Crete but rather procured from Egypt. The 

presence of papyrus in these frescoes may 

also indicate Minoans trying to replicate 

features commonly seen in Egyptian art. 

These two features of Minoan frescoes can 

point to the Minoans certainly being 

influenced by Egyptian art. When added to 

the Egyptian portrayals of Minoans, a 

picture of two cultures with respect for each 

other and who came into contact with each 

other often starts to emerge. 

Another piece of evidence that lets 

historians know that Egyptian and Minoan 

cultures came into frequent contact are 

inscriptions written by Egyptians discussing 

Minoans. One such inscription can be found 

once again in the Tomb of Rekhmire. 

Rekhmire was an Egyptian vizier, who was 

visited by the Minoans around 1470-1450 

B.C.E.3 and the inscription under a painting 

of the Minoan envoys reads ñPrinces of the 

Land of Keftiu (Crete) and of the isles which 

                                                 
1 Castleden, Minoans, 12. 

2 Bernando Urbani and Dionisios Youlatos, ñA New 
Look at the Minoan óBlueô Monkeys,ò Antiquity 94, 
no. 374 (2020): e9, 

https://doi.org/10.15184/aqy.2020.29. 

are in the midst of the sea.ò4 The isles 

mentioned most likely refer to the other 

islands of the Aegean. The mention of ñthe 

islesò in this inscription is good evidence 

that the Minoans had established colonies, 

trade posts, and had built an empire in the 

Aegean by the 15th century B.C.E. Another 

inscription at the base of a statue in the 

funeral temple of Amenhotep III lists nine 

place names. Four were located in Pylos, a 

Mycenaen kingdom and four were cities on 

Crete: Knossos, Amnisos, Lyktos, and 

Dikte.5 The final place name was the island 

of Kythera which was a Minoan colony.6 

The purpose of this inscription is not 

entirely known but it is possible it relates to 

trusted trade partners or cities in which trade 

deals were made within Amenhotpôs 

lifetime.  

Cultural exchanges between the 

Minoans and Egyptians were not entirely 

one sided. Some evidence from a discovery 

in 1991 suggests that Minoans had 

substantially more influence over Egyptian 

culture than previously thought. In Tell el-

Dabôa a Minoan style fresco was uncovered 

depicting a bull leaping, among other things. 

The bull is a common trope in Minoan art 

work and often associated with Crete even 

in the present day. In an article by Sara Cole 

she looks into the techniques used to 

determine if this fresco was Minoan or 

3 Castleden, Minoans, 12. 

4 Castleden, Minoans, 12.  

5 Castleden, Minoans, 119.  

6 Castleden, Minoans, 119.  
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Egyptian in origin. Looking at the fresco a 

lime plaster was used which corresponds 

with frescoes found in Knossos and Akrotiri, 

Minoan cities. In contrast Egyptian wall 

paintings utilized a gypsum plaster.1  

Another indicator that this fresco is 

Minoan in origin are the proportions. 

Egyptians utilized a grid to create 

proportions unique to Egyptian art; they also 

had particular proportions for human beings. 

There is no evidence of these proportions or 

grid being followed in the Tell el-Dabôa 

fresco.2  

Furthermore, there is evidence that a 

string was used on the wet plaster to create 

borders which is an explicitly Minoan 

technique.3 From these observations it is 

clear that the fresco was created using 

Minoan techniques and imagery. The 

question that arises becomes, is this merely 

an imitation of Minoan art or were Minoans 

hired to create this fresco for Egyptians? 

Cole argues the latter by looking at the 

pigments utilized in the fresco. All the 

pigments utilized are common in Minoan 

frescoes found in Knossos and elsewhere. 

By looking specifically at the Egyptian blue 

and the elements that comprise the pigment 

evidence for the fresco being a 

commissioned work come to light. The type 

                                                 
1 Sara Cole, "The Wall Paintings of Tell el-Dabôa: 
Potential Aegean Connections,"  Pursuit - The 
Journal of Undergraduate Research at The 
University of Tennessee: Vol. 1 : Iss. 1 , Article 10 
(2010): 112, 
https://trace.tennessee.edu/cgi/viewcontent.cgi?article

=1006&context=pursuit. 

2 Cole, ñThe Wall Paintings of Tell el-Dabôaò, 112. 

of Egyptian blue used in this fresco contains 

a copper-tin alloy which had been used for 

centuries by Minoans and can be found in 

frescos on the island of Thera and in 

Knossos on Crete itself. This composition 

for Egyptian blue is not typically used by 

Egyptians and instead indicates that the 

painters most likely brought it with them 

from Crete.4 It is clear that skilled Minoan 

artisans were valued enough to be hired 

even by the great powers of the time and 

that these painters were specifically sought 

out. While historians used to believe that 

Minoans merely imitated the cultures around 

them, this fresco proves that Minoan culture 

was valued by others and even the Egyptians 

looked at Minoan art as desirable.  

Another specialized art form that 

Minoans became masterful at was faience. 

Faience is glazed pottery usually decorated 

with paintings. Between 1700-1400 B.C.E. 

Minoan faience had been perfected and the 

Minoans were able to create polychrome 

faience pieces with many different inlaid 

colors.5 M.S. Tite et al. in The Journal of 

Archaeological Science look through 

electron microscopes to determine the colors 

of the weathered faience samples that have 

been recovered from Crete. As a 

consequence of severe weathering the 

Minoan faience recovered is often gray, 

3 Cole, ñThe Wall Paintings of Tell el-Dabôaò, 112. 

4 Cole, ñThe Wall Paintings of Tell el-Dabôaò, 112. 

5 M.S Tite et al, ñColour in Minoan Faience,ò 
Journal of Archaeological Science 36, no. 2 (2009): 

370, https://doi.org/10.1016/j.jas.2008.09.031. 
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white, and brown with most of the color 

washed away. However, through the use of 

electron microscopy ñbright turquoise blue, 

purple and violet, and pale yellow-green and 

greenish turquoiseò1 have all been 

determined to have originally been visible 

on these pieces. Rodney Castleden looked at 

the faience industry as proof of collaboration 

between the different artisans within the 

temples. He comes to this conclusion by 

stating that faience is a craft that utilizes the 

ñshared experience of many different crafts 

[which] implies collaboration.ò2 Potters and 

the pot painters or even the designers of the 

particular faience imagery could all be 

different specialists who came together to 

create faience works of very high quality. 

These works could then be exported and 

traded for a much greater value than the 

material used in its construction.  

Minoan stone working was also 

highly desired around the Mediterranean. 

The Minoans used stone to make vases, 

buckets, jars, bowls, and lamps with 

incredible skill. They utilized highly creative 

designs for example, pot lids with the 

handles sculpted to resemble reclining 

dogs.3 They used various and sometimes 

exotic stones from around the Mediterranean 

to create colorful masterpieces. Rosso antico 

from the Greek mainland, white-speckled 

obsidian from the island of Yiali, alabaster 

                                                 
1 Tite et al, ñColour in Minoan Faience,ò 370. 

2 Castleden, Minoans, 95.  

3 Castleden, Minoans, 88. 

4 Castleden, Minoans, 89. 

from Egypt, gypsum, limestone, serpentine, 

porphyry, black obsidian from Cappadocia, 

basalt from the Peloponnese, and more were 

all used.4 Minoans even coated some of 

these stoneworks in gold leaf and their 

stoneworkers were extremely desired by 

other cultures.5 The Minoan economy 

depended on workers like these to make 

highly desirable products for foreign and 

domestic trade. Gathering these stones from 

over the Mediterranean and creating 

beautiful stoneworks was only possible with 

the centralization of artisans within the 

palace-temples and a vast trade network. 

Taking Creteôs rather meager raw resources 

and utilizing them to trade for specialized 

materials like obsidian or serpentine to 

create high quality in demand masterworks 

was the formula which the Minoan 

government used to become extremely 

wealthy and renowned.  

This wealth is evident even today 

when traversing the ancient ruins of the 

Minoan temple-palaces. Large frescos and 

decadent architecture can be seen as well as 

the monumental scale of the palace. The 

palace would have been multiple stories 

high and the upper floors would have held 

the more extravagant rooms like dining and 

banquet halls. The lower floors on the other 

hand were relegated to housing the 

workshops and storerooms.6 There were 

5 Castleden, Minoans, 90. 

6 J W Graham, ñFurther Notes on Minoan Palace 
Architecture: I. West Magazines and Upper Halls at 
Knossos and Mallia; 2. Access to, and Use of, 
Minoan Palace Roofs,ò American Journal of 

Archaeology 83 (1979): 49ï69, 49. 
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guest and service stairways as well as 

kitchens and pantries where food would be 

prepared for guests.1 The rooms would have 

also been beautifully decorated with painted 

walls, columns, and frescos. The Minoan 

nobility clearly wanted to show off their 

wealth when designing these palaces. The 

layouts of the palace themselves would also 

often be intricate and creative with none of 

the Minoan palaces being the same. It is no 

wonder that the story of Daedalus, an 

extremely skilled architect, takes place on 

the Island of Crete. It seems that Minoan 

architecture over time became somewhat 

legendary and constructions like the 

labyrinth of Knossos sparked myths to grow 

when the Greeks conquered the island. 

Another interesting aspect of the Minoan 

palaces are that they embody both function 

and form. They are extremely grandiose but 

still hold the storerooms for the goods 

waiting to be exported and also the artisansô 

workshops. The palaces were not just 

residencies for nobility but also quite 

literally the economic heart of the island.  

Artifacts made in these workshops, 

like a collection of 153 silver cups and one 

gold cup, have been found in the ancient 

Egyptian town of Tôd. The Egyptian deposit 

in which they were found has been dated to 

the 1920s B.C.E. and all the cups appear to 

have been made by Minoans made in a style 

used on the island from 2000-1900 B.C.E.2 

                                                 
1 Graham, ñFurther Notes on Minoan Palace 

Architecture,ò 49. 

2 Castleden, Minoans, 90.  

3 Castleden, Minoans, 93.  

The cups were apparently offered to the 

Egyptians as tribute from a Syrian king. This 

shows that Minoan products were found in 

many places and were valued enough to be 

accepted as tribute. Gold itself was imported 

to Crete from Egyptian gold mines in the 

Sinai, the Arabian desert, and Anatolia. 

Skilled Minoan craftsmen worked this gold 

into cups, jewelry, sword hilts, statues, and 

more. They then took these products and 

sold them overseas at a large profit. Gold 

cups made by Minoan craftsmen were found 

at a burial in Vaphio on the Peloponnese as 

well.3 Examples of Minoan products made 

of precious metals are rare especially on 

Crete itself as many would have been stolen 

and sold or melted down at some point. That 

makes any examples of Minoan products 

like these extremely useful to know the level 

of expertise Minoans had when working 

with silver and gold.  

Another valuable resource imported 

by the Minoans was ivory. Ivory carving 

was done on Crete and might have been 

taught to the Minoans by the Syrians whose 

carvings share a lot in common with Minoan 

examples. An example of a Minoan ivory 

relief carving was found in an unlooted 

Mycenaean tomb. The carving was probably 

a decoration attached to wood furniture.4 It 

features a scene of marine motifs such as 

argonauts, seashells, seaweed and 

4 K. Demakopoulou and S. Aulsebrook, ñThe Gold 
and Silver Vessels and Other Precious Finds from the 
Tholos Tomb at Kokla in the Argolid,ò Annual of the 
British School at Athens 113 (2018): 119ï42, 

https://doi.org/10.1017/S0068245418000084. 
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rockwork.1 Marine motifs seem to be very 

common across all mediums of later Minoan 

art. As the Minoans used the sea as their 

lifeblood this makes sense. Maybe the most 

common way Minoans used ivory though 

was in the creation of sealstones. Sealstones 

could be made of a couple different 

materials like stone, ivory, or bronze, but 

they served an important purpose in society. 

Sealstones were essentially the equivalent of 

todayôs signature for the Minoans. Every 

person of importance or business man would 

have their own unique seal.2 Many different 

designs have been found on Minoan 

sealstones, but they often featured animals 

like bulls, lions, birds, or marine life.3 They 

also sometimes featured common patterns at 

the time like the swastika.4 For a highly 

mercantile society sealstones were even 

more pertinent. Merchants could stamp 

pottery with their seal so you would know 

who the product was from; it was essentially 

a Bronze Age business logo. 

As other specialized crafts 

developed, simple pottery did as well. 

Castleden calls Minoan pottery ñthe finesté 

                                                 
1 Demakopoulou and Aulsebrook, ñThe Gold and 

Silver Vessels and Other Precious Findsò. 

2 Castleden, ñMinoans,ò 95. 

3 John J Reich, ñTwelve New Bronze and Iron Age 
Seals,ò The Journal of Hellenic Studies 86 (1966): 

159ï65, https://doi.org/10.2307/629000. 

4 Reich, ñTwelve New Bronze and Iron Age Sealsò, 

159. 

5 Castleden, Minoans, 118. 

6 Vessel (Pithos; Ht. 45cm.), ca. 1800 B.C, Terra 
cotta, Heraklion: Mus., Archaeological; From 

in the civilized world.ò5 Minoan pottery 

featured elegant designs and would often be 

painted with intricate patterns and swirling 

shapes. Kamares are just one type of Minoan 

pottery and features a dark background with 

light colored designs overtop.6 A Minoan 

pithos found in Phrygia showcases an 

optical illusion of six conjoined heads. The 

viewer is only able to see around two heads 

at a time as the concentric lines only appear 

to form heads when they are in your direct 

eyeline.7 This kind of design where there are 

images hidden in minimalist patterns is not 

uncommon for Minoan pottery. A jug 

depicting birds made out of spirals and other 

flowing shapes shows how Minoan painters 

loved to play with perception by using 

highly creative and arctic designs.8 Another 

common feature of Minoan pottery is the 

marine motif. Minoans loved showing 

marine life, especially animals like octopi 

and fish. The sprawling arms of an octopus 

provided great ways to fill up space on the 

pottery.9 The marine motifs also fit with the 

seafaring nature of Minoan society and 

Minoans would have had plenty of 

Dascylion, ancient capital of the satrapy of Phrygia 
during the Achaemenid period, 

https://jstor.org/stable/community.11656755. 

7 Vessel (Pithos; Ht. 45cm.), ca. 1800 B.C, Terra 

cotta, Heraklion: Mus. 

8 Vessel (Jug; Ht. 27cm.). ca. 1800 B.C.E. Terra 
cotta. Heraklion: Mus., Archaeological.; Found at 

Pazarli. https://jstor.org/stable/community.11656751. 

9 Three Handled Amphora: Marine Style Octopus, 
c.1500-1400 B.C, 

https://jstor.org/stable/community.13555696. 
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experience with these animals to render 

them correctly.  

Minoan trade did not end at 

Mediterranean civilizations. Instead, a new 

study suggests that Minoans had direct trade 

routes with the Indus River Valley 

civilization. Located in areas of modern-day 

Pakistan, Afghanistan, and India it is clear 

that Minoans had quite the trading capability 

to be able to do business so far away. 

Minoans were not simple intermediaries in 

these trade deals, instead they were a main 

trade partner. This was unearthed by looking 

at weight measurements of each society and 

comparing them. Merchants trading with 

other civilizations would bring their weights 

and balance scales with them and allow 

these weights to be copied by the other party 

creating a uniform weight system between 

the two.1 This practice probably started in 

Mesopotamia and spread from there.  

Every time the weights were copied 

however it seems that they began to deviate 

from the original slightly. This made the 

weights a bit too heavy or too light and each 

time they were copied they would veer 

further from the original, like a game of 

telephone. Using this, archeologists could 

see which civilizations had identical weights 

                                                 
1 Peter Zsolt Revesz and Bipin C. Desai, ñData 
Science Applied to Discover Ancient Minoan-Indus 

Valley Trade Routes Implied by Common Weight 
Measures,ò Proceedings of the 26th International 
Database Engineered Applications, (New York: 
2022), 150, 

https://doi.org/10.1145/3548785.3548804. 

2 Revesz and Desai, ñData Science Applied to 
Discover Ancient Minoan-Indus Valley Trade 

Routesò, 152. 

to tell if there was a direct trade route 

between the two. The Minoans had four 

different measurements of identical weights 

with the Indus River Valley civilization. 

Some of these weights were recovered on 

Crete itself and some were from Minoan 

colonies. This shows that the Minoan 

colonies did actively participate in a lot of 

trade and that the colonies and Crete itself 

worked together. 

The highest concentration of weights 

came from the city of Akrotiri on the island 

of Thera, modern day Santorini. Thera was a 

prominent Minoan colony and an important 

trade hub.2 The route proposed by the 

authors of the study would be from a city 

named Shortugai, in modern-day 

Afghanistan, through Iran, and up to the city 

of Trebizond on Anatoliaôs Black Sea 

coast.3 There Minoan merchants would be 

waiting and goods would be exchanged. 

This is quite different to the previously held 

view of the scope of Minoan trade. It was 

previously thought that trade from India to 

Crete would have only been done with 

Mesopotamian peoples acting as 

middlemen.4 Instead direct trade between 

India and Crete puts into perspective the 

scale of Minoan trade influence and 

connections. Knowing this, other proposed 

3 Revesz and Desai, ñData Science Applied to 
Discover Ancient Minoan-Indus Valley Trade 

Routesò, 152. 

4 Revesz and Desai, ñData Science Applied to 
Discover Ancient Minoan-Indus Valley Trade 

Routesò, 152. 



Teaching Social Studies, vol. 26, no. 1 (Winter/Spring 2026)  

 

122 

 

theories like Crete receiving its tin from 

Britain become more probable. No concrete 

evidence has been found of this though and 

the source of tin for the Minoans is still 

unidentified. 

 To sustain such a vast trade empire 

the Minoans needed a capable fleet of ships 

to transport their goods as well as a naval 

fleet to protect these goods from pirates. 

Thucydides actually credits the Minoans 

with creating the first ever naval fleet, 

writing  

The earliest ruler known to have 

possessed a fleet was Minos. He 

made himself master of the Greek 

waters and subjugated the Cyclades 

by expelling the Carians and 

establishing his sons in control of the 

new settlements founded in their 

place; and naturally, for the safer 

conveyance of his revenues, he did 

all he could to suppress piracy.1  

The veracity of this claim is hard to prove 

and it should be noted that Thucydides was 

writing roughly 1000 years after the 

Minoans were conquered by the 

Mycenaeans. Despite this, it does give a 

good idea of how Greeks thought of the 

Minoans even long after they were gone. 

From the quote some general truths can be 

garnered, the Minoans controlled the 

Cyclades and had a strong fleet to suppress 

                                                 
1 Castleden, Minoans, 116.  

2 Eti Bonn-Muller, ñFirst Minoan Shipwreck,ò 
Archaeology, Vol. 63, Boston: Archaeological 

Institute of America, 2010. 

piracy which gives credence to the Minoans 

being a thalassocracy. Island Empires 

always prioritize constructing a large naval 

force to protect their home island and 

overseas colonies. The early 20th century 

Japanese and the British Empire are good 

examples of this. In this regard the Minoans 

were no different. The exact scale of the 

Minoan navy is the real mystery that can 

only be solved if more archeological 

evidence comes to light. 

Even though archeologists do not 

have many examples of Minoan ships 

outside of paintings, a very small number of 

confirmed Minoan shipwrecks have been 

found. The first of which was discovered by 

Greek archeologist Elpida Hadjidaki in 

2004. The wreck was found on the seafloor 

off the coast of the island of Pseira.2 The 

fact that this was only discovered so recently 

really shows how Minoan history is very 

much still being written. In 1976 Jacques 

Cousteau discovered some Minoan pottery 

in the shallows of the island to add to that 

Pseira was also known as a Bronze Age sea 

port.3 Even though this seems like a prime 

location for a Minoan shipwreck to be 

located, the deeper waters surrounding the 

island were never explored until Hadjidakiôs 

team did a dive there. On the seafloor 209 

ceramic amphoras were discovered, 80 of 

which were completely or nearly completely 

intact.4 The layout of how they were 

discovered also provides significant 

3 Bonn-Muller, ñFirst Minoan Shipwreckò. 

4 Bonn-Muller, ñFirst Minoan Shipwreckò. 
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information about what the original 

dimensions of the ship were. Hadjidaki 

estimates the ship to be 32 to 50 feet long.1 

This is consistent with iconography from 

Minoan frescoes of what a smaller Minoan 

ship should look like. Hadjidaki also 

suggested that this ship is most likely a local 

ship that did not do long distance journeys to 

procure overseas goods.2 It makes sense the 

Minoans would have many classes of ships 

some larger for longer expeditions and 

others smaller to acquire local goods. Yet, 

the sheer amount of amphoras found on one 

singular ship gives an idea on how 

impressive the scale of Minoan trade was. 

The fact that this was a small local ship must 

be emphasized as their large ships could 

have carried possibly thousands of amphora 

most likely carrying olive oil and wine.  

Many depictions of Minoan ships 

can be found on sealstones on Crete. Many 

of these vessels have only a single mast. 

Arthur Evans in his article The Early Nilotic, 

Libyan and Egyptian Relations with Minoan 

Crete suggests that a small Minoan ship 

with a crew of less than 12 could have 

traveled to Benghazi in Libya or Alexandria 

in Egypt easily.3 He even claims that it is 

very possible that because of the favorable 

winds, current, and extensive Cretan forests 

providing good quality wood, the Minoans 

might have been the first people to traverse 

the open Mediterranean.4 This would align 

                                                 
1 Bonn-Muller, ñFirst Minoan Shipwreckò. 

2 Bonn-Muller, ñFirst Minoan Shipwreckò. 

3 Arthur Evans, ñThe Early Nilotic, Libyan and 
Egyptian Relations with Minoan Crete,ò The Journal 
of the Royal Anthropological Institute of Great 

with the claim made by Thucydides and 

gives even more of an explanation on why 

the Minoans became a thalassocracy. The 

extreme deforestation of the Island of Crete 

can be explained by Minoans using the 

islandôs once extensive forests to build 

ships. 

 These ships must have been stopping 

at Minoan colonies along their voyages and 

the name of the Minoans themselves may 

lend a hand in finding out the extent of these 

colonies in the Mediterranean. Many bronze 

age port cities throughout the Mediterranean 

bear the name ñMinoaò. These cities reach 

as far west as Sicily and are scattered 

throughout the Aegean and eastern 

Mediterranean. Minoans got their name in 

the early 20th century being named by 

historians after the legendary King Minos 

from Greek stories. Although this is the 

case, Castleden argues that it is very 

possible that Minos was the title of the 

Minoan king and the colonies were named 

after him.5 It could make sense as an 

etymological remnant of Minoan rule. The 

location of these cities being coastal, having 

distinctly Minoan street plans, Minoan style 

of architecture, Minoan burial customs, and 

pottery shops in the Minoan style, all point 

Britain and Ireland 55 (1925): 199ï228, 

https://doi.org/10.2307/2843640, 207. 

4 Evans, ñThe Early Nilotic, Libyan and Egyptian 

Relations with Minoan Crete,ò 208. 

5 Castleden, Minoans, 117. 
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towards these ñMinoaò as being Minoan 

colonies.1  

To clarify, not all Minoan colonies 

held the name Minoa. Instead, there is a 

significant list of other settlements that share 

all the characteristics of Minoan colonies. 

Kastri on the island of Kythera is theorized 

to have been the first Minoan colony with 

Minoan settlement dating back to before 

2000 B.C.E.2 Kastri was first excavated in 

the early 1960s and was determined to be a 

Minoan colony from the heavy presence of 

Minoan pottery and evidence of Cretan 

cultural practices. Another thing to note is 

the presence of what seems to be pottery 

belonging to a native population of the 

island.3 By dating the pottery and looking at 

expansion of the settlement it can be seen 

that this native pottery style was slowly 

overtaken and eventually completely 

replaced by Minoan styles as the centuries 

went by.4 This probably indicates either the 

expulsion of the native people of Kythera or 

their assimilation into Minoan society. The 

original excavation in the 1960s only 

uncovered a small amount of the total island 

while more recent excavations have been 

able to unearth much more land area.  

                                                 
1 Castleden, Minoans, 117. 

2 Castleden, Minoans, 117. 

3 Broodbank and Kiriatzi, ñThe First óMinoansô of 

Kythera Revisited,ò 241. 

4 Broodbank and Kiriatzi, ñThe First óMinoansô of 

Kythera Revisited,ò 242. 

Through these newer excavations 

Minoan presence on the island seems to 

have extended beyond just Kastri.5 Though 

the question of whether the native 

population was pushed out or integrated into 

Minoan society has not been fully answered 

it does allow for some insight into Minoan 

colonial practices. It is clear that Minoans 

were not adverse to settling in areas where 

native populations were already residing. 

The Minoans likely colonized Kythera in 

order to have a rest stop for ships and to 

monopolize on trading routes coming 

through the west of the Aegean. Another 

reason for their settlement would surely be 

to extract any and all material resources that 

the island had.6 It also leaves the possibility 

that Minoans incorporated other cultures 

into their own and at the apex of their 

expansion they had multiple ethnic peoples 

in their domain. 

While Kastri might have been the 

first Minoan colony, perhaps the most 

discussed and important to understanding 

Minoan colonies is Akrotiri on Thera. 

Essentially the Minoan equivalent of 

Pompeii, a volcanic eruption buried the city 

in ash in the 16th century B.C.E.7 This left 

the city relatively well preserved. Three 

large vessels found at Akrotiri contained 

5 Broodbank and Kiriatzi, ñThe First óMinoansô of 

Kythera Revisited,ò 259. 

6 Broodbank and Kiriatzi, ñThe First óMinoansô of 

Kythera Revisited,ò 267. 

7 Thera Excavation Storerooms (Greek repository, 
Akrotiri, contemporary), Three Vessels in the Storage 
Room of Sector A. at the Akrotiri Excavation Site, 

https://jstor.org/stable/community.31068453. 
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wine and olive oil residues.1 The storeroom 

they were found in also featured large 

windows and archeologists think that this 

could have been used as a storefront.2 It 

makes sense that Akrotiri had such stores as 

it would have been a pivotal stop for ships 

travelling through the eastern Mediterranean 

and even for ships going to and from the 

Black Sea. The Minoan civilizationôs 

emphasis on trade is particularly noticeable 

when looking at their colonies. Their 

colonies always tend to be on the coast and 

in places that are on busy trade routes. They 

also tend to colonize places where it would 

be to rest on long voyages or to wait for 

favorable winds for their ships.  

 As seen with Kastri, Akrotiri was not 

an uninhabited island when Minoans 

arrived. Likewise with Kastri, local pottery 

styles seemed to become more Minoanized 

over time.3 It seems Minoan colonies did not 

always rely on many colonists travelling 

from Crete to settle in these far away cities. 

Instead what probably occurred was artisans 

were sent from the palace-temples to teach 

the Cretan way of producing pottery, 

making frescos, etc.4 In exchange some kind 

of agreement would be reached to bring the 

cities closer to the Minoans politically. Over 

                                                 
1 Thera Excavation Storerooms, Three Vessels in the 
Storage Room of Sector A. at the Akrotiri Excavation 

Site. 

2 Thera Excavation Storerooms, Three Vessels in the 
Storage Room of Sector A. at the Akrotiri Excavation 

Site. 

3 Carl Knappett and Irene Nikolakopoulou, 
ñColonialism without Colonies? A Bronze Age Case 
Study from Akrotiri, Thera,ò Hesperia 77, no. 1 

(2008): 1ï42, https://doi.org/10.2972/hesp.77.1.1, 37. 

time the city becomes ñculturally colonizedò 

without the need for conquest or 

resettlement of native peoples.5 Evidence 

from Akrotiri gives more credence to the 

theory that the people of Kastri were 

assimilated into Minoan society without 

being expelled to an unknown location or 

killed. Evidence like Theran cultural and 

artistic expression still being present in their 

pottery and frescos combined with strong 

Minoan influences.6 It seems that as long as 

you were capable of providing the Minoans 

with artisan goods and were located in a 

coastal area along trade routes they were 

eager to integrate you into the broader 

Minoan trade empire.  

 Minoans established colonies not just 

on islands but colonies like the one at 

Miletus in modern day Turkey show that 

they would establish colonies on the 

continent as well. Ninety-five percent of the 

pottery found at Miletus has been made in 

the Minoan style or was imported from 

Crete.7 On top of that, seven inscriptions in 

Minoan Linear A script have been 

uncovered. Miletus is not one of a kind and 

Minoan frescoes and pottery have been 

found at Iasos, Turkey and Qatna, Syria 

which could also be potential Minoan 

4 Knappett and Nikolakopoulou, ñColonialism 

without Colonies?,ò 38. 

5 Knappett and Nikolakopoulou, ñColonialism 

without Colonies?,ò 38. 

6 Knappett and Nikolakopoulou, ñColonialism 

without Colonies?,ò 36. 

7 David Keys, ñColonizing Cretans,ò Archaeology, 
Vol. 57, Boston: Archaeological Institute of America, 

2004. 
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colonies.1 Iasos is the more likely location of 

a Minoan colony compared to Qatna as it is 

on the Aegean and Minoan colonies seem to 

always be close by to water. These colonies 

likely were used to produce grain and mine 

for copper as well as other metals that the 

Minoans lacked on Crete. As the Minoans 

had a mostly export based economy they 

would have been trying to cut down on 

importing food and copper as much as 

possible.  

 Castleden provides his reasoning for 

why colonies were established which again 

goes back to a lack of resources simply 

saying they were established as a response 

to a surge in population on Crete that 

necessitated having to look overseas for new 

supplies of grain and other food sources.2 It 

seems that local populations integrated with 

the Minoan culture eventually but the 

question of how Minoan colonies were 

initiall y founded is still a mystery. It is 

possible that the Minoans were able to 

peacefully establish colonies. Minoan art 

and culture was much more advanced than 

their close neighbors and it can be theorized 

that gaining access to some of this Cretan 

knowledge could have convinced local 

peoples to allow Minoan settlements on their 

islands.3 Despite this possibility it is a bit 

optimistic and it should be remembered that 

during this time period violence was often 

used and it would not be out of place for the 

Minoans to utilize it as well. Regardless of 

how the colonies were formed, the Minoan 

                                                 
1 David Keys, ñColonizing Cretansò. 

2 Castleden, Minoans, 121. 

culture was spread and colonies were 

established using Minoan cities as reference.  

Through this the Minoan Empire 

only further expanded their trade dominance 

and influence on Mediterranean culture. 

Minoan influence in the Mediterranean has 

been greatly diminished by historians for 

decades. It is now clear that Minoans turned 

to trade due to lack of natural resources. By 

concentrating their artisans together and 

creating specialized government run 

workshops Minoans were able to use raw 

materials to create elaborate products that 

were works of art. These products created a 

high demand for Minoan goods which 

allowed the Minoans to become very 

wealthy building large palaces and 

establishing colonies all over the 

Mediterranean. They also dealt not just in 

material goods but cultural goods as well. 

As with all trade this was not a one-way 

exchange. The Minoans took inspiration 

from the best and oldest cultures at the time, 

like the Egyptians, while spreading their 

own culture simultaneously. Where they 

established colonies they also spread their 

culture and it is possible many different 

peoples considered themselves Minoan by 

the time the empire fell. Minoan ships were 

able to carry hundreds or even thousands of 

amphora long distances and Crete alone 

produced tens of thousands of litres of olive 

oil and wine a harvest. The quality and 

quantity of Minoan industry was clearly an 

accomplishment to marvel at. By the way 

3 Castleden, Minoans, 121. 
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their contemporaries and the Greeks wrote 

about them, it becomes clear that the 

Minoans carried some level of respect and 

influence that should grant them more than a 

footnote in our history books. It is clear the 

Minoans controlled an impressive Bronze 

Age thalassocracy that spread its products 

just as far as its culture and left an indelible 

mark on Mediterranean civilization. 
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A Reflection on July 4th 

 

 

Lavada Nahon 

 

 

Twenty-five years before Frederick 

Douglass gave his famous ñWhat to the 

Slave is the Fourth of Julyò speech in 

Rochester, the enslaved population of New 

York contemplated a similar question as 

they prepared to celebrate the abolition of 

slavery, on July 4, 1827.  

As communities across the state 

decorated to honor the birthday of the new 

nation, it became increasingly clear to the 

stateôs Black communities that perhaps 

parading and celebrating in public space to 

honor their own freedom, had the potential 

to not end well if they did so on the 4th, the 

official day of the legal end of slavery in the 

state. They feared being attacked and 

suffering other types of violence from the 

White community because they too would 

call upon the words their enslavers had 

shouted so long ago.  

They had waited 28 years for legal 

slavery to end, the time clock started in 1799 

with the passing of the Act of Gradual 

Abolition, which gave no end date for their 

emancipation, but bound their unborn 

children to their motherôs enslavers until 

they were in their mid to late 20s. The Act 

that opened the way for their children, but 

not for anyone else. Those who toiled inside 

and outside for the benefit of others, would 

be left behind, to continue raising other 

peopleôs children, while theirs, at some point 

in the future could walk unfettered by the 

unseen, but ever-present chains they wore.  

Then came the 1810 law that 

required the people holding those born free 

to teach them to read and write. This law 

was largely ignored, in spite of the fact that 

not doing so would allow those born free to 

see emancipation earlier at 18.  Something 

that the New York Manumission Society 

helped a number of them do, by taking their 

enslavers to court and proving that at 18, 

they could neither read nor write. Then it 

was seven more years to get to the 1817 Act 

relative to Servants and Slaves that actually 

set a date for abolition, even though it was 

ten years in the future.  It also pave the way 

for those born before July 4, 1799, and 

called ñslavesò to be released. Finally, there 

was more than just hope.  

But things rarely play out as 

smoothly as we would like. Weeks before 

the day was to arrive the conversations 

started happening. I imagine them beginning 

as whispered conversations, shared on the 

fly, when they were out and about working. 

Then in a somewhat louder voice when they 

were alone. Their conversations grew until 

preachers began talking about it. Up and 

down the road as they moved about, 

between those enslaved and those already 

freed, they continued.  
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They found themselves debating if it 

was wise for them to celebrate in mass on 

the official day, because it was the new 

nationôs birthday, and racism was 

increasingly a cause for worry as more and 

more were manumitted, and the presence of 

free Blacks walking the streets, starting 

businesses, living their lives began to grind 

on peopleôs nerves. Not to mention it had 

been against the law from the early 1690s 

for enslaved people to make noise on 

Sundays. It even appeared in the nationôs 

first Black owned newspaper which was 

published in New York City. 

These conversations about when to 

celebrate happened years after many of them 

had overheard their enslavers talking about 

obtaining their freedom from Britain in the 

years leading up to the Revolutionary War. 

Even as their enslavers tossed around words 

suggesting that they were being treated like 

slaves and would not have it, as if taxation 

without representation equaled being seen as 

property and not people. I imagine that 

many enslaved men who had replaced their 

enslavers on the battlefield thought about 

their own freedom for the eight years of the 

war. Iôm sure they wondered if the promise 

of their own freedom given to them when 

they put on the uniforms, either red coats, or 

blue jackets, would truly play out.  

During the war years as separation 

from Britain reigned supreme, the large 

population of enslaved had to manage not 

only their own lot in life, but the stress and 

anger of their enslavers who lost homes, 

crops, animals, stored food, family 

members, and even other enslaved as 

various parts of the state were burned out or 

stolen as troops from both sides, passed by 

or engaged in battle.  

Years after in 1783, at end of the war 

when Loyalists and British troops were 

leaving New York, some enslaved may have 

begun grieving the loss of family or friends 

who did gain their freedom and may have 

been aboard one of the ships that took 

thousands of newly freed Black people from 

New Yorkôs harbor to Nova Scotia and other 

ports on evacuation day. After all that time, 

the enslaved, longing to finally be free, 

found themselves debating whether it was 

safe for them to rejoice in their own freedom 

on the actual day it was given. 

As we approach the 200th 

anniversary of the abolition of slavery in 

New York on July 4/5 of 2027, many of us 

find ourselves contemplating some of the 

same thoughts the waiting to be free people 

of Albany and New York in general, did. 

Thinking on some of the sentiments 

Douglass shared in his 4th of July oration. 

Asking ourselves, what does the 4th of July 

mean to us? As my colleagues and I delve 

deeper into the mountains of documents 

related to the long history of chattel slavery 

in New York, and the cumbersome process 

of dismantling a portion of the institution of 

slavery, we find ourselves constantly 

amazed that so many people are still 

unaware of the deep roots slavery has in our 

stateôs history.  

Every once in a while, I find myself 

thinking that surely it is not so. To figure it 

out I began talks on occasion with a short 

three to five question survey. Answers given 

simply by raising a hand. Unfortunately, 
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when I did this recently before giving an 

overview of Slavery in New York at 

Riverbank State Park, the audience of fifty 

or so people proved that things remained the 

same. That no matter if the audience is 

Black or White, or a mixture of our stateôs 

wonderful cultural rainbow, the awareness 

of New York as a place of enslavement 

remains too hidden. 

I can ask about the 1619 Project and 

people are aware of it, even if they have not 

read it. But if I ask when the first enslaved 

arrived in New Netherland, there generally 

is silence. I have learned to also ask them if 

they know what the original colonial name 

of New York was. Then I generally get a few 

hands, but not many. So, we are all clear, for 

years we danced around the year, finally 

settling on 1626, but after years of 

wondering, we know now that on August 29, 

1627, 22 African men and women arrived in 

New Amsterdam on a Dutch privateer and 

became the first of the Dutch West India 

companyôs slaves. We know the name of the 

ship and the circumstance surrounding how 

they ended up on a Dutch privateer. 

Currently we are awaiting the publishing of 

a paper that will also give us the name of the 

Portuguese ship they were taken from. 

Those 22 were part of a larger cargo of over 

200 people headed to Brazil. Those 22 men 

and women were the first, but they would 

not be the last.  

From that day forward, for 200 

years, West Central, West, and Malagasy 

Africans would become the dominant labor 

force in the colony of New Netherland that 

would ultimately become the state of New 

York. Although this truth has been shared 

for years, it is still too common for people to 

say that slavery was not part of our stateôs 

history. Part of that is due to the use of the 

word servant(s) instead of slave(s). In 

document collections across the state, in 

maps referring to burial grounds, the 

servants take up a lot of space. And with our 

love of British history, we imagine programs 

like Upstairs, Downstairs, or more recently 

Downton Abbey, where the servants are 

White making a decent wage, not enslaved 

Africans or their descendants. So, we read or 

listen to Douglassô speech and say, welléit 

didnôt happen here. New York was a place of 

freedom, or a landmass that needed to be 

crossed to take people to the freedom theyôd 

find in Canada.  But it did. And it happened 

in Canada too.   

The enslavement of thousands is 

only one part of the institution of slavery 

that graced New York. During the 200 years 

of forced servitude and long after 1827 

ended the law of holding people as property, 

wealth flowed into the state as it had for 

decades because of the multiple economic 

links to the transatlantic slave trade, the ties 

that bound New York to the rest of the 

world. The wheat economy that was birthed 

in the 1630s with the establishment of 

Rensselaerwijck would spread southward 

down the Hudson River Valley and out to 

Long Island, and thousands of tons of wheat 

would flow from the harbors of New York to 

the Caribbean and West Indies to feed those 

bound to sugar and salt plantations. Money 

from the coffers of New Yorkôs elite families 

would purchase sugar plantations in 

Jamaica, Barbados, and on other islands, and 

that wealth would create beautiful homes 
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well into the 19th century like Hyde Hall on 

Glimmerglass Lake. As the years rolled 

along, enslaved from those sugar plantations 

would flow in and out of New York to serve 

in one way or another their enslavers or their 

relatives. Or to be sold, bequeathed or rented 

out, depending upon the need.  

The ties to Southern tobacco and 

later sugar plantations that began during the 

Dutch period would continue to grow 

throughout the 200-year history, as people 

were brought directly from Africa and sold 

in the South, leaving New York City with 

the legacy of being the second largest slave 

market in the 13 colonies. And later in the 

19th century, Brooklyn would flourish as 

more of that sugar would arrive to be 

processed there. As southern cotton 

expanded, after slavery had ended here, New 

Yorkers would build factories up and down 

the Hudson River for processing it. Political 

dances would be done, to hide the collusions 

between a free state and southern slavery. 

Profits would not be forfeited.  

Insurance companies based in New 

York would grow bigger to cover cargo on 

ships flowing in and out including slave 

ships. More slave traders would move to 

New York, the ancestral home of many, in 

the early 19th century, where ships were 

easier to get and sail from the stateôs harbors 

to the coasts of West Africa and even though 

they could not bring Africans into the US 

any longer, they were fine taking them into 

Cuba. Fine, until Lincoln finally said no 

more and the last of New Yorkôs slave 

traders was hanged in 1861.  

The New York Stock Exchange 

would grow out of these economic links to 

slavery, and more money would be made. 

Continuing the process began by the Dutch 

of individual investors, buying stock in the 

shipments, just one of many commodities on 

the world market. The underbelly of slavery 

would continue to grow fat, well past the 

years of Douglassô speech and eventually the 

history of New York slavery would try to be 

buried in the early 20th century as the 

colonial revival period saw many people 

rewriting their familyôs early stories, 

removing the names of women who raised 

children, or men who plowed fields, or just 

burn the wills to hide the numbers of people 

passed on. But even as hard as they tried, the 

history of slavery would not be buried for 

long. Bones were unearthed as villages grew 

into towns, then into cities and land, once 

considered worthless was needed. In the 

expansion, the presence of unmarked graves 

sent people to maps, which showed African 

burial grounds or Colored or Negro ones. 

But that would not stop the desecration. The 

projects would just move on with remains 

being dug up and discarded or just covered 

over.   

The legacy of 200 years of slavery 

has increasingly caught up with many, as 

more people delve into their family histories 

and find that their ancestors were not as 

pristine as once believed, and the money 

they bequeathed across the generations came 

tainted with blood, sweat and a lot of tears. 

Or they run into someone with the same last 

name but not the same color skin which has 

resulted in the messages on many DNA 

companies which inform people of that 
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before they are shocked by the discovery of 

who they really are.  

What to the slave is the 4th of July is 

a question that haunts us even today, as we 

are challenged by the rewriting of our 

nationôs history by those who live in a 

settlerôs colonized world. The foundation of 

our nation did not bypass New York, and it 

reminds us daily that our state was built on a 

slave society even as we try to pretend, we 

were a society with just a few slaves.  

2027 is just around the corner, and 

July 4th will echo Douglassô time, and fall 

on a Sunday. A day scarred in its own right. 

And like the ancestors, across the state, 

including the folks right here in Albany, 

many of us will bypass it as the day to honor 

the abolition of slavery in New York, 

because wellésome history does seem to 

repeat itself. And like them, we will take to 

the streets on Monday, July the 5th and we 

will listen as bells ring in the air at 12:00 

noon for one minute to remind those who 

know, and educate those who do not, that 

slavery was part of New Yorkôs history. And, 

it should never be forgotten again. 
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The Systemic Failures of the Flint Water Crisis 

 

Ava Byzewski 

 

In Anna Clarkôs The Poisoned City: 

Flintôs Water and American Urban Tragedy, 

the Flint, Michigan water crisis began as a 

result of the combination of historical, 

political, and social circumstances. Clarkôs 

perspective focuses on the injustices and 

failures that made the conditions for the 

crisis to occur and continue. Clarkôs analysis 

identifies important causes of the crisis such 

as, systematic negligence, environmental 

racism, government incompetence, and the 

economic decline of the city of Flint. Clark 

examines the interconnectedness of these 

factors that paints a picture of how this crisis 

unfolded.   

Prior to Flintôs water crisis the cityôs 

economic slump and increasing 

disinvestment cultivated an environment for 

the crisis to occur. Flint became the center 

for auto manufacturing for General Motors, 

which was responsible for the cityôs growth 

in population. Unfortunately, Flintôs 

economy was destroyed by 

deindustrialization in the late 20th century 

which led to General Motors shutting down 

many of its plants in Flint. This led to mass 

unemployment and an abrupt decline in the 

cityôs population due to the massive white 

flight out of Flint. According to Clark, 

Flintôs tax base shrunk exponentially during 

this economic downturn making it almost 

impossible for the city to maintain its 

infrastructure. In fact, ñFlintôs infrastructure 

was in a death spiral. The water rates were 

expensive because the pipes were bad 

because vacancy rates were high because the 

city had been shrinking for so longò (Clark 

36). People who could not afford to leave 

the city were being crushed by the added 

expense that came from others leaving. 

Flint's pipes (which had been put in at the 

beginning of the 20th century) were some of 

the oldest in the nation. This put the city at 

risk and state authoritiesô enforcement of 

emergency management put financial 

restraint before the welfare of the cityôs 

population, worsening Flintôs already dire 

situation. This continued disinvestment was 

revealed during the crisis according to Clark, 

ñthe disparities in the water traced a pattern 

of inequality and disinvestment that was 

decades in the making. The whole city was 

exposed to toxic water-- and so were 

commuters and other visitors-- but the 

people who had it worst lived in the poorer, 

more decayed neighborhoods. And they 

tended to be black." (Clark 43). The 

residents of Flint that were black  were 

treated differently by the government 

compared to the wealthier, predominantly 

white residents. This economic decline 

coupled with the systematic negligence 

creates a deeper understanding of the 

decisions that played into the water crisis.   

A number of cost-cutting measures 

that put financial savings over public health 

were the core of Flintôs water crisis. The 

decision to change Flint's water source from 

the Detroit Water and Sewerage Department 
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(DWSD) to the Flint River was primarily 

financial. Flint's water rates were among the 

highest in the country, which posed a 

significant burden given that "42 percent of 

residents lived below the federal poverty 

level" (Clark 15). Due to Flintôs decreasing 

population and unstable financial situation, 

fewer ratepayers could afford the water 

infrastructure, creating further pressure on 

the economy. Clark describes how corrosion 

inhibitors are a common treatment that stops 

lead from leaking into drinking water and 

these inhibitors were not mandated by the 

Michigan Department of Environmental 

Quality (MDEQ). Clark mentioned, "the city 

said again that the water met all safety 

requirements and that it was continually 

monitoring for potential power problems... 

But in fact, there was a problem. A serious 

one. New water treatment programs did not 

include corrosion control" (Clark 33). As a 

result of the corrosive water from the Flint 

river, the lead pipes in the city of Flint began 

to deteriorate leading to the introduction of 

hazardous quantities of lead into the water. 

After the switch to the Flint river the locals 

noticed a difference in the water quality 

right away. One example of the noticeable 

difference in particular Clark mentions is 

LeAnne Walters as she described the water 

as "coming out of the faucet looking like 

urine" and she shared the frustration of 

rashes and hair loss in her children" (Clark 

65). Despite the complaints, state officials 

reassured local residents that the water was 

safe to drink. Clark argues that these 

decisions and reactions were representative 

of government neglect and incompetence.   

One of Clark's most important 

arguments of her analysis was the 

examination of environmental racism and 

how it influenced and exacerbated the crisis 

and the response. Clark uses Flint as an 

example of the effects of a marginalized 

community of Black and low-income 

residents that suffered from systematic 

neglect. Clark argues that this led to 

government officials' dismissive attitude and 

lack of response to residents' complaints. 

The practice of redlining by General Motors 

in Flint when providing housing for their 

employees. General Motors constructed 

homes and sold them to their employees; 

however, these homes were for white 

employees. In fact, ñRacially restrictive 

covenants-an agreement, written into deeds, 

to keep people out based on race-were 

strictly enforced both in GM neighborhoods 

and throughout Flintò (Clark 45-46). This 

left the Black residents of Flint in the less 

desirable areas of Flint ñAnd, in this self-

fulfilling spiral, their houses generated less 

money in property taxes, which meant fewer 

resources to invest in school and 

infrastructureò (Clark 61). Many of the 

White residents left Flint after the shut down 

of most of the General Motors plants; this 

left many houses abandoned and without 

proper care the pipes were left to corrode. 

With disinvestment of these neighborhoods 

this left the Black residents of Flint more 

vulnerable. Additionally, the lack of urgency 

to support these deteriorating neighborhoods 

created a lack of accountability and 

transparency towards Flint residents. State 

officials originally dismissed reports by Flint 

residents of the inadequate water conditions 

that Clark refers to as ñsystematic disregardò 

for Black communities. Clark mentions how 

"between 1999 and 2004, black children 
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across the country were 1.6 times more 

likely to test positive for lead than white 

children, and nearly three times more likely 

to have very high blood lead levels" showing 

the disregard for black communities (Clark 

98). The human catastrophe of the crisis led 

to several health issues especially among 

children who were exposed to toxic levels of 

lead. This highlights how the lack of 

information and transparency left the 

residents of Flint exposed to toxic levels of 

lead. The structural racism that hampered 

Black citizens of Flint access to information 

and resources that could have reduced these 

health effects and or avoided the disaster. 

Flintôs environmental racism intensified 

Flintôs water crisis through the disregard for 

its community and discriminatory practices.   

In Clarkôs analysis of the Flint water 

crisis, she combines historical, political, and 

social circumstances that intensified the 

emergency. Through the combination of 

Flintôs economic downturn, cost cutting 

measures, and environmental racism through 

discriminatory practices that led to this 

catastrophe. Clark draws attention to the 

human cost of the crisis and its widespread 

ramifications. Serving as a warning about 

the repercussions of putting cheap policy in 

place over the health and welfare of the 

general public.   

The Flint Water Crisis is historically 

significant because it exemplifies the 

consequences of systematic negligence, 

environmental racism, and the prioritization 

of cost cutting over public health. It 

demonstrates how historical patterns of 

segregation, deindustrialization, and 

government disinvestment can set the stage 

for a public health catastrophe. As residents 

and scientists worked together to expose the 

truth when authorities failed them, the crisis 

underscores the importance of civic 

accountability and grassroots activism. 

Flintôs narrative serves as a prism through 

which we may analyze broader patterns of 

injustice in American history and society.  

   The patterns in the Flint water 

crisis relate to historical practices like 

redlining and industrial decline to 

contemporary concerns like environmental 

justice, infrastructure decay, and systematic 

inequality, which would be appropriate to 

teach in secondary schools. It encourages 

critical thought on civic duty, race, class, 

and the function of government. Students 

would be able to comprehend what 

transpired in Flint and are better equipped to 

challenge the choices made by people in 

authority and recognize the importance of 

their voices in a democratic society.   
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Third Gender Identities in South Asia and their Cultural Significance in 

Modern History  

 

Andrew Kazim 

 

 

 ñHijras are often seen doing mangti 

(begging) at busy intersections. The chelas 

knock on car windows to ask for money in 

exchange for their blessingé They fear that 

if they donôt give money, we might curse 

them with bad luck. We beg to feed 

ourselves. Even if they donôt want to, theyôll 

still give money. Theyôre scared theyôll be 

reborn as hijras in their next life, or theyôll 

lose a loved one, or have bad businessé 

During mangti, Iôve been beaten many 

times. Some people have ripped my clothes. 

Nobody sees whatôs good about us. People 

see us from a negative perspective. Some 

people even slap us, or will just tell us to go 

away. The police never help us. They 

discriminate against us or they pressure us 

into having sex with them.ò1  

The above passage is a testimony 

provided by a hijra to a Western news outlet, 

describing her experiences during mangti, a 

transaction that asks civilians to pay for 

services such as blessings. Despite this 

being a fair transaction, average civilians 

hold a hostile view towards Hijra who are 

asking for payment, yet many still pay for 

the service. This is one of the few ways that 

hijra make money in the present day; it 

resonates with their traditional practices at 

                                                 
1 Journeyman Pictures, ñDemigods: Inside 

Indiaôs Transgender Community,ò June 15, 

2019, 

childbirths, weddings, and other communal 

events to support and provide blessings to 

their communities. The negative perception 

of Hijra by the public can be seen through 

the police brutality and violence that many 

of these individuals go through in the 

present. However, the story of the Hijra did 

not start in the 21st century and third gender 

individuals have had a presence in South 

Asia for centuries.  

The Hijra are a modern group of 

individuals that live in South Asia, 

identifying as a third gender that is legally 

recognized in the 21st century, these 

individuals are born male but do not identify 

with their sex. Many who identify with the 

term also consider themselves as 

ñDemigodsò and beyond the identity of an 

ordinary individual. Their history and 

community tell the narrative of resilience 

against social and cultural oppression while 

striving to be understood as human beings, 

just like many other transgender or 

indigenous third identities that exist 

throughout the world. For the Hijra, the 

survival of their culture comes often from 

small communities or gharana that are set 

up with a Guru, the teacher, as well as the 

Nayak that is the gharanaôs figurehead, 

https://www.youtube.com/watch?v=YxL5qf

btKqg. 
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living as a family with one another. 

However, the gharana have not been 

empowered enough to combat the social 

systems that keep the Hijra oppressed or 

marginalized. The fear from the ñcommonò 

citizens of the Hijra creates a continued 

circle of refusal to accept the people. In 

many spaces where Hijra make their 

livelihood, there is public resistance to their 

presence and a physical harm that is often 

pushed onto these individuals. This fear has 

roots in colonial policy that still impacts the 

daily lives of Hijra because of the dismissal 

in understanding the relationship of gender 

within pre-colonial culture and Hinduism.  

The Hijra are also significantly 

connected to the historical term of the 

Khwajasarai, third gender individuals who 

had a role in the Mughal Court, the center of 

governmental powers, during the rule of the 

Mughal Empire in South Asia. While the 

Khwajasarai were individuals with social 

status and political power, it was ultimately 

the British East India Companyôs policies 

that enforced Western standards of gender 

that removed them from their societal role. 

Much like the Guru or Nayak of a gharana, 

the Khwajasarai served as holders of 

ñknowledge traditions of teacher-disciple 

lineages, practices of kinship-making and 

elite codes of masculinityò.1 In early 

attempts to police the Khwajasarai, British 

officials used religious laws to assert 

themselves into the territories power 

                                                 
1
  Jessica Hinchy. ñThe Sexual Politics of 

Imperial Expansion: Eunuchs and Indirect 

Colonial Rule in Mid-Nineteenth-Century 

North India.ò (Gender & History, 2014), 

416. 

structures, but in doing so, they indirectly 

invalidated the conceptions of sexual 

practices and kinship that the Khwajasarai 

held power in.2 Ultimately, the British were 

able to assert the control that they wanted 

over the region using British standards of 

gender and instituted policing and 

regulations on homosexual activities, 

Khwajasarai and other non-Western 

standards of presentation and identity. The 

history of discrimination towards 

individuals who stretch beyond the binary 

lens of gender and sexuality is drastic in 

South Asia; it is still ongoing in ways that 

legal policy of reparations cannot disrupt. 

This paper will argue that the history of 

discrimination towards the Indigenous 

gender identities of South Asia run so deep 

that despite efforts to support the agency of 

Hijra and other individuals, there is more of 

a need for a cultural shift in attitude towards 

the Hijra overall. With this understanding of 

gender dynamics, many Hijra have 

understood this as a call to action and at 

times have alienated other Hijra in rural 

areas, who are non-Hindu, and belong to a 

lower social class or caste.  

Western Misconceptions and Defining the 

Hijra   

Throughout the West and many other 

parts of the world, there is a common 

misconception that third gender identities or 

transgender people are a recent 

2
 Hinchy, ñThe Sexual Politics of Imperial 

Expansionò, 420. 
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phenomenon, but it could not be further 

from the truth. In this paper, the word Hijra, 

Indigenous gender identities, third-gender 

identity will be used instead of euro-centric 

terminology such as trans, transgender, or 

eunuch, unless a specific individual has 

associated themselves with it. As Vaibhav 

Saria, author of Hijras, Lovers, Brothers: 

Surviving Sex and Poverty in Rural Identity 

and professor of anthropology, explores the 

idea that ñHijras, with their long-

documented history, are not a local or 

cultural instantiation of the global category 

of transé Hijras were referred to as 

ñeunuchsò in much of colonial discourse and 

in English language dailies until quite 

recentlyò.1 As time progresses, the West 

learns to adapt and accept the terminology 

that best describes and translates the power 

of the identity of the Hijra, but using words 

such as eunuch and transgender continue to 

fail to embrace the diverse group that 

identifies with the term. From Hindus to 

Muslims and many more cultural or 

religious groups within India, the Hijra have 

a shared and complex history that must not 

be ignored. When simplifying Hijra to be 

ñtransgenderò, the West continues to assert 

that their language and cultural 

understanding of gender is superior.  

Unlike how Western culture has 

defined gender identity as a sole relation to 

oneôs gender presentation and given strict 

roles to conform with, the Hijra have a more 

complex relationship with society, religion, 

socio-economic status, living situations and 

                                                 
1 Saria, Hijras, Lovers, Brothers, 3. 

more. The West simplifies gender into a 

binary that has influenced the Global South 

and other countries that were colonized 

which creates a struggle for Indigenous 

people that fall into a ñthird genderò to be 

respected even if they have deep roots 

within their communities. Numerous 

Indigenous gender identities, such as the 

Hijra, are defining for themselves how their 

expression should be perceived. For many 

Hijra, they understand it to be a culture: ña 

tradition and a community that has its roots 

in ancient timesò and those who see 

themselves as transgender understand it to 

be ñmore like an identity. We see ourselves 

as transgender. There is no pressure from 

the community. Weôre free to do what we 

want. But if we want to be hijras, there are 

rules restricting our actions.ò2 There are 

significant repercussions with the 

association to the Hijras that is not carried 

through people who align themselves with 

the trans community, therefore, these groups 

are different. The Hijra have found a way of 

life and form gharana to survive which is 

not a culture that exists within trans 

communities. The Hijra are ostracized and 

limited to how much they are able to do, 

being forced to beg for support in the streets, 

more subject to being attacked and having 

no intervention or protection. Because of the 

harm that is conducted towards the Hijra, it 

is essential to learn about their practices, 

community structures, and gain a basic 

understanding of their livelihood. In effect, 

the understanding of how individuals 

2 Journeyman Pictures, ñDemigods: Inside 

Indiaôs Transgender Community.ò (2019).  
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identify can assert agency towards a group 

that is still oppressed within Indian society.  

A main critique from the Hijra 

community about misconceptions is the 

inability for some to recognize the 

difference between the Hijra and trans 

identity. Saria describes ñUsing the word 

ótransgenderô is a way to avoid using the 

word óhijra,ô since the word has been and 

continues to be used disparagingly by some 

people; it is a way of respect, as seen in the 

text of Indian legal and parliamentary 

documents.ò1 By not using the word and 

specific identity, many disempower this 

marginalized community. As individuals in 

the West, it is essential that usage of 

language by a specific community is 

asserted into academic scholarship and 

common language when discussing issues 

that affect a certain population. While many 

legal documents in India fail to establish a 

difference between the Hijra and 

transgender people, it is the job of all those 

who wish to advance Hijra rights to practice 

asserting agency to this community by using 

the correct terminology.  

While terminology is often 

misunderstood in transition, it still remains 

the job of Western audiences to remain 

vigilant to the Hijra. For the Hijra, they have 

connected their spiritual existence for 

thousands of years in relation to Hinduism. 

Many connect to Ardhanarishvara, a deity 

                                                 
1 Vaibhav Saria. Hijras, Lovers, Brothers: 

Surviving Sex and Poverty in Rural India. 

(Oxford: Oxford University Press, 2023), 4.  

2 ABC News (Australia), ñGender and 

Sexuality in Hindu Mythology | India Now! | 

that presents both masculine and feminine 

through god, Shiva, and goddess, Parvati. In 

Hindu mythology, there is a specific 

reference towards a third body that does not 

fit in the binary of female or male that is 

further supported by the existence of 

Ardhanarishvara: the symbolic 

understanding that femininity and 

masculinity are interconnected forces.2 In 

the present day, the Hijra are still highly 

connected to the spiritual aspect of their 

identity and understand how others perceive 

them as people who can both bless and curse 

because of their connection to 

Ardhanarishvara.  

While the Hijra continue to re-

empower themselves in society through the 

gharana, there are other dynamics that make 

the community of the Hijra complex and 

beyond the comprehension of Westerners if 

only looked through a particular lens. 

Because the Hijra associate themselves 

highly with Hinduism, there has been a 

stretch to rename themselves as the 

ñKinnarò. Saria addresses that this particular 

project of renaming the Hijra by using 

Kinnar is more often found in urban centers 

where access to privilege is more common. 

However, many activists believe that ñit 

could possibly be an alibi to absorb hijras 

within ascendant right-wing Hindu 

nationalismò.3 There is a threat of Hindu 

nationalism which attempts to nationalize 

Hinduism and justify oppression for 

ABC News,ò June 27, 2022, 

https://www.youtube.com/watch?v=K8ZZA

D9FhTw. 

3 Saria, Hijras, Lovers, Brothers, 4.  
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individuals who are not Hindu, most 

notably, Muslims. This directly harms all 

Hijra as well as non-Hindu Hijra is 

significant and heavily impacts liberatory 

practices that can be conducted towards all 

trans and third gender identities throughout 

India. The small population that benefits 

from a close proximity to Hindu nationalism 

does not make up for the exclusionary 

practices of other marginalized people 

within Indian society or contribute to 

lessening the societal fear of the Hijra.  

Global Indigenous Third Gender Identities 

 Besides South Asia, especially in 

present day-North India and Pakistan where 

the Hijra predominantly live, there are 

numerous indigenous gender identities that 

are often erased or excluded from the 

welfare of the present-day government and 

institutions. While these individuals served 

as community builders or held positions to 

help care for children, because of the 

influence from European colonizers that 

asserted their two gender binary traditions, 

many of these communities are shamed. 

Despite those forms of oppression and 

marginalization being current to these 

groups, it is important for a Western 

audience to understand that many of these 

individuals, across the world, still hold 

positions of power in their society. Even 

with their positions of power, many are 

often disenfranchised by political 

institutions and society even though they 

                                                 
1 Jennifer Chisholm. "Muxe, Two-Spirits, 

and the Myth of Indigenous Transgender 

have existed as identities for hundreds or 

thousands of years.  

 Within present-day Mexico, an 

Indigenous third gender identity, Muxe, has 

existed for centuries within the culture of 

Zapotec people prior to the pre-Columbian 

era and colonialism. In regions around the 

Zapotec people, there were many gods that 

were both women and men explaining the 

diversity in gender conceptualization.1 As an 

identity, these individuals are Mexican 

Indigenous male-bodied, differently 

gendered people that do not fit into Western 

standards of the binary. The Muxe continue 

to maintain traditions of the Zapotec from 

the language, dress, and other elements of 

culture that are no longer practiced but do 

not serve as religious representations of 

Meso-American gods or higher powers like 

the Hijra do in India. Originally, the Muxe 

worked to preserve culture by completing 

traditional feminine tasks such as 

embroidery or craftsmanship and today, they 

continue that legacy by maintaining 

community.   

 The Muxe and third gender 

individuals in South Asia have a parallel 

history because of colonization. Prior to the 

arrival of Spanish, French or British gender 

influences, third gender individuals had a 

significant role in their communities and 

gender was not viewed in a binary way 

where only male or female was acceptable. 

However, because of this long history of 

colonization and the establishment of gender 

binaries into South Asia and present-day 

Acceptance." (International Journal of 

Critical Indigenous Studies: 2018), 25.  



Teaching Social Studies, vol. 26, no. 1 (Winter/Spring 2026)  

142 

 

Mexico, there is a societal push to exclude 

and discriminate against individuals who 

have previously been considered sacred.  

 

Historiography 

The study of third gender identifying 

individuals across time and cultures has 

drastically differed depending on the 

political nature of the time period. The focus 

on each dynamic of queer or third gender 

identity ranges depending on new media 

developed, more civil rights protections 

being established, and the activism of local 

communities for recognition. Historians 

such as Ruby Lal and Emma Kalb tell the 

story of Mughal Authority and how that 

impacted third gender individuals. Kalb 

illustrates how the Khwajasarai were placed 

on different levels of hierarchy within the 

Mughal Courts; some had specific access 

and privileges that were not given to other 

third gender individuals unless earned. Lal 

focused more on how different Emperors, 

such as Akbar, discussed or valued the 

Khwajasarai and explicitly mentions how 

they were enslaved individuals, taken from 

their families at a young age. While some of 

these individuals were able to achieve high 

status in the court, they were not able to 

choose their identity and served the Court by 

its immediate needs.  

Queering India: Same Sex Love and 

Eroticism in Indian Culture and Society by 

Ruth Vanita as one of the first major 

examinations of queer culture in Indian 

society throughout the last two centuries. 

The monograph was published in 2002 and 

specifically, Vanita was inspired to write the 

book based on discussions raised by the film 

Fire by Deepa Mehta. The authorôs thesis is 

focused on how colonialists and nationalists 

focused on and continue to target old 

traditions and completing the process of 

ñrewritingò the traditions, trying to create 

uniform traditions and simplify history. The 

context of this book is powerful as it came 

to be published soon after the rise of 

feminist, dalit, queer history and cultural 

studies in India in the 1990s. Despite being 

written early in the contributions to Indian 

Queer Studies and History, Vanita explored 

the idea of Hijras using Hinduism to explain 

identity but is unable to connect Hindu 

Nationalism, which was briefly mentioned 

in the chapter, to the evolution of Hijra 

rights.  

 While the early discussion of Section 

377 in historical research did not focus on 

the impact the policy had on Hijra, Jessica 

Hinchyôs research changed the focus 

towards addressing the restrictions and 

policing of Hijra during colonial India. 

Hinchy also furthered research on the 

Criminal Tribes Act of 1871 which 

explicitly mentions ñeunuchsò which was 

the term that the British used to describe the 

people known as Khwajasarais in some 

regions of India.  

 Two of Hinchyôs first major articles 

were published in 2014 which was the same 

year as National Legal Services Authority v 

Union of India (NALSA). The NALSA made 

the decision that granted Hijras recognition 

as a third sex as well as the right to choose 

their gender classification. Additionally, it 

sought to grant Hijra access to affirmative 

action policies since it recognized them as a 
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group that was historically discriminated 

against. The historical context of Hinchyôs 

articles are relevant because it led to a 

significant shift in the study of queer culture 

in India, one that focused solely on same-

sex relations to a more holistic view of 

queerness including people who identify as 

Hijra or transgender.  

Vaibhav Saria studies third gender 

individuals in South Asia in the present 

through an anthropological lens. Their work 

explored how Hijra communities have 

formed and continue to face different 

challenges based on their location and 

economic status. Sariaôs research is a 

dedication to telling the stories of Hijra 

through an ethnographic lens in a time 

period where Hijra are marginalized by 

society and their lives are highly impacted 

by identity, kinship, and economic value.  

As the historiography of Third 

Gender individuals in South Asia continues, 

I hope to expand on the modern day 

consequences of the disenfranchisement: the 

oversimplification of gender identity that 

created the Hijra label, the alliance between 

Hijras and Hindu nationalists, and the 

continued push to assert ñtransgenderò rights 

over same-sex marriage and relationships in 

India. While some of the historical works 

have focused on a post-colonial movement 

against Section 377 and the Criminal Tribes 

act 1871, they lack an analysis on how the 

21st Century reactionary Hijra pair 

themselves with religious nationalists and 

those on the far-right that alienate same-sex 

                                                 
1
 Emma Kalb. ñA Eunuch at the Threshold: 

Mediating Access and Intimacy in the 

attracted individuals. Many of these pieces 

of scholarship discussed trans and gay 

individuals as separate communities which 

has manifested into the politics of Indian 

society rather than sharing a similar history 

and a continuing narrative of betrayal 

despite allyship between all queer people 

across the globe. Additionally, research 

beyond Northern India and Pakistan must be 

done to tell a more diverse story of how 

these identities originally were 

disenfranchised.  

Third Gender People in the Pre-Colonial 

Period: The Khwajasarai  

During the Mughal period, there 

were structures that allowed local princes 

and royalty to assert power in the 16th to the 

19th Century; one of these structures was 

known as the Mughal Court that was a form 

of rules and laws. In the Mughal Court, 

there were significant expressions of 

hierarchy and control that were asserted 

through royalty in the palace. In these 

spaces, eunuchs ñserved as another element 

in this formation of space, as embodied 

boundaries and mediatorsò.1 There were 

individuals who served roles to ensure 

safety and security of the leader, meaning 

that private spaces within the harem or 

sleeping quarters must have been kept. 

Despite this, eunuchs of different privileges 

and levels within the hierarchy had powers 

to enter these spaces.  

Before they were able to attend to 

these responsibilities and tasks, young 

Mughal World.ò, (Journal of the Royal 

Asiatic Society 33: 2023), 752.  
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Khwajasarai needed to prove that they were 

ready to assume adult responsibilities. 

Unlike other youth in society who could 

access more responsibilities through the 

process of puberty, ñthat competence in 

adab [Islamic values of proper manners and 

conduct] was a significant marker of adult-

hood may have broader relevance, 

particularly for male Islamic childhoods.ò1 

This would cite how differently treated third 

gender individuals were even if they had 

status in the court because they were forced 

to follow good manners and proper conduct 

with standards above their peers. 

Additionally, this led to ñacculturation and 

kinship-making were broadly speaking part 

of the experiences of slave children in early-

modern and modern South Asiaò where 

ñforming cultural and interpersonal links 

appears to have been an important way in 

which child slaves coped with their 

enslavement and deracination.ò2 The young 

Khwajasarai were held to higher standards 

and taken from their homes at young ages to 

serve the court; community within the court 

by third gender individuals was needed for 

survival and assimilation where they formed 

new cultural ties and personal relationships.   

                                                 
1
 Jessica Hinchy.  ñEnslaved Childhoods in 

Eighteenth-Century Awadh.ò (South Asian  

History and Culture: 2015), 393.  

2
 Hinchy. ñEnslaved Childhoods in 

Eighteenth-Century Awadhò, 394.  

3
 Almut Hºfert, Matthew M. Mesley, and 

Serena Tolino, eds. Celibate and Childless 

Men in  

  Within the Mughal Court, there were 

different positions for the Khwajasarai. The 

third gender people served the Court but 

also participated in the harems, ña sacred 

area around a shrine; a place where the holy 

power manifests itselfò.3 There were some 

ñpersonal attendants (khawǕsǕn) and palace 

eunuchs (mahallǭyǕn)ò that would be 

ñpresent behind the emperorò along ñwith 

the nǕzir (eunuch superintendent of the 

household) also flanking the emperor on 

stage lefté the master of the ceremonies 

(mǭr tȊzuk) stands in front of the emperor, 

behind the most powerful Mughal state 

officials such as the wazǭr al-mamǕlik, with 

mace-bearers (gurz-bardǕrs)ò.4 While these 

individuals did not hold the highest position 

within the courts, the significance of their 

inclusion behind the emperor shows the 

power structures that had been established to 

demonstrate their significance. Additionally, 

there were some eunuchs that have been 

shown throughout historical preservations 

such as the narration of MahǕbat KhǕnôs 

coup that demonstrate how these individuals 

were ñstationed in proximate positions close 

to the emperor and around the more 

restricted parts of the palace.ò5 The freedom 

of movement with little restriction is an 

important note for any person who exists 

Power꜡: Ruling Eunuchs and Bishops in the 

Pre-Modern World. (Abingdon, Oxon: 

2018), 96. 

4
 Kalb. ñA Eunuch at the Thresholdò, 756. 

5
 Kalb. ñA Eunuch at the Thresholdò, 755. 
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throughout time and the ability for the 

Khwajasarai to have agency is notable to 

their own power and significance in each 

court. Even with unequal power dynamics 

because of a social hierarchy that was built, 

eunuchs were still able to exist in close 

proximity to individuals of higher stance 

and had the possibility to move up the 

power structure into nobility. Often their 

stories are recorded in archival highlights 

another display that these individuals held 

strict importance, even while it ranged, 

within society.1 

 The duties of the Khwajasarai would 

change based on the Court context because 

there were no fixed tasks placed on 

individuals or strict caste divisions for these 

tasks, but certain privileges could be denied 

to others based on status within the Court. 

Some examples of this blend of power 

include the fact that ña water carrier could 

(and did) write a memoir, a foster nurse 

could serve as a diplomat and a swordsman 

could be a storyteller, however strict the 

codes of conduct that they were expected to 

follow.ò2 Agency and movement based on 

proximity to the emperor did not limit your 

duties because anything could be significant 

in service to the Court.  

 The Khwajasarai had a close 

proximity to the emperor through their ritual 

practices. In formal public spaces and the 

inner areas of the palace, they still were able 

                                                 
1
 Kalb. ñA Eunuch at the Thresholdò, 753. 

2
 Hºfert, Almut eds. Celibate and Childless 

Men in Power, 100. 

3
 Kalb. ñA Eunuch at the Thresholdò, 756. 

to take up space. Depending on the position 

of the Khwajasarai, they served ñon 

practical functions, such as holding fans, 

passing on petitions, or standing guardò that 

were essential to the success of the 

hierarchy.3 For some functions of the court, 

Khwajasarai were able to ñachieve positions 

of intimacy, knowledge, and influence with 

the emperor and members of the royal 

familyò and throughout time, there have 

been numerous eunuchs of high status that 

could be a part of close encounters with the 

royal family. Depending on the emperor, the 

prominence of the Khawajasarai changed, 

however, one thing stayed consistent: the 

gesture to forbid castration of young boys. 

However, ñ óall Mughal emperors from 

Akbar down to Awrangzebé no one had 

previously issued an injunction against a 

practice that had enslaved young boys and 

turned them into eunuchs without their 

consentò.4 This reasserts how third gender 

individuals were enslaved and seen as 

necessities to the functionality of the Court.  

Despite their differences in gender 

presentation or the status of being an 

eunuch, there were a range of opportunities 

while also still having low-ranked eunuchs 

that ñcould become entangled in moments of 

political conflict, intrafamilial and 

otherwise, a situation that provided greater 

opportunities but also heightened riskò.5 

There would also be women and non-

4
 Hºfert, Almut eds. Celibate and Childless 

Men in Power, 103. 

5
 Kalb. ñA Eunuch at the Thresholdò, 768. 
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eunuch males serving in similar positions 

throughout the palace, but significantly, the 

Khwajasarai were not excluded from 

practices that were held by those other than 

male or female. With the exclusion of 

Khwajasarai in the history of India and the 

Mughal Court, a significant part of the 

diversity of gender and status can be erased.  

The Colonial Period and Legal 

Discrimination Towards Third Gender 

Individuals  

 With colonist intervention, the 

historical significance and positions of the 

Khwajasarai within society were erased in 

the British colonial period. By being a third 

gender identity, the Khwajasarai caused 

significant moral panic to the British 

colonizers but have also been left out of the 

exploration of Indigenous gender identities 

throughout history. Hinchy made it clear 

that ñthe majority of archive life histories 

were recorded as accounts of óeunuchsô, not 

óHijrasô. It is sometimes difficult to 

distinguish those óeunuchsô who identified 

as Hijras from those who found themselves 

categorised as óeunuchsô because they 

crossdressed in theatrical or ritual contexts, 

or because their everyday gender expression 

was non-binaryò.1 Any usage of the term 

Hijra that provides quotes or evidence from 

Hinchyôs monograph, Governing Gender, 

will be italicized as her politic and 

understanding of third gender identity had 

                                                 
1
 Hinchy, Governing Gender and Sexuality 

in Colonial India, 143.  

2
 Jessica Hinchy. ñThe Sexual Politics of 

Imperial Expansion: Eunuchs and Indirect 

Colonial Rule in Mid-Nineteenth-Century 

changed between her monograph and prior 

works. The italicization represents how 

Indigenous terminology was stripped during 

the colonial period but Hijra was a term that 

can not fully represent all individuals who 

were discriminated against in regards to 

their sexual or gender presentation. Hinchy 

illustrated how the ñBritish East India 

Companyôs interventionist policies towards 

Indian-ruled principalities intensified, 

setting the stage for Awadhi khwajasarais to 

become embroiled in the sexual politics of 

imperial expansion.ò2 The Khwajasarais 

were seen as a threat to colonial rule because 

of their knowledge, traditions and practices 

of kinship-making and community building; 

they could easily resist the policing that was 

provided by colonial power.  

To continue to assert control over the 

region and to force individuals to conform to 

Western standards, there were high levels of 

policing. Laws such as the Criminal Tribes 

Act of 1871 and Section 377 of the Indian 

Penal Code targeted the Khwajasarai 

disproportionality. During the period of 

policing, ñcolonial law marginalised diverse 

domestic and kinship forms that offended 

Victorian sensibilitiesò.3 The Indian Penal 

Code was a part of legislation that was 

drafted in the 1830s by Thomas Babington 

Macaulay but was not enacted until the 

1860s; the Code was inspired by English 

laws and the Britishôs need to codify their 

own standards across their colonial 

North India.ò (Gender & History, 2014), 

414.  

3 Hinchy, ñThe Sexual Politics of Imperial 

Expansionò, 420. 
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territories. Section 377 of the Code, part of 

Chapter XVI that related to punishment of 

Sexual Offences including rape and 

Sodomy. The extent of ñthe imprisonment 

(for life, or alternative up to ten years) of 

ó[w]hoever voluntarily has carnal 

intercourse against the order of nature with 

any man, woman, or animal and specified 

that penetration was ósufficientô to constitute 

ócarnal intercourseôò.1 Because the author 

focuses on the policing of the performances, 

she stressed the importance of the Badhai, 

Hijraôs traditional performance, as an event 

that is held during weddings or childbirth. 

The moral panic that came from the British 

colonial officers and British masculinity was 

pushed on Hijra.  

Hijra were targeted between 1850 to 

1900 while sexuality was being regulated by 

Section 377. Hinchy described the 

significance of the term Hijra in modern day 

Pakistan and Northern India, placing the 

Hijra in a particular region rather than 

creating the idea that third gender people in 

South Asia all identified the same way. 

Instead of a gender overview of the Hijra, 

Hinchy provided information on how ñthe 

North-Western Province (NWP) 

government, the contested representations of 

Hijras in official archives, were a troubling 

hurdle to suppressing the community and 

demonstrated the failure of colonial 

                                                 
1
 Hinchy, Governing Gender and Sexuality 

in Colonial India, 52. 

2
 Jessica Hinchy. Governing Gender and 

Sexuality in Colonial India꜡: The Hijra,  

intelligence collectionò.2 The colonial 

government failed to execute many of their 

actions towards prosecution because of their 

lack of understanding of Hijras.  

The major shift in the attitudes 

towards penetration and the development of 

Section 377ôs power from different court 

cases throughout the 19th Century. Section 

377 was defined by courts to prosecute 

individuals and the process of defining what 

penetration was. Ultimately, a ñjudge in the 

Brother Anthony case also concluded 

without adducing any reasons, that of the 

sexual perversions he had originally listed, 

only sodomy, buggery, and beastiality 

would ófall into the sweepô of Section 377.ò3 

Vanita described how the British were able 

to assert their power through their own 

gender and sexual expectations but were 

able to figure out more about Indian affairs 

to these issues through British men keeping 

mistresses. One of the first strategies that 

they worked on was dividing Hindu and 

Muslim religious customs and standards but 

ultimately, judges decided on a standard 

definition for what the Section criminalize. 

Vanitasô work that explored third gender 

individuals focused more on the cultural 

presence of ñtransvestitesò in theatre. An 

emphasis is placed on how Hijras re-

invented the culture of theatre but were 

ultimately held back due to that taboo placed 

c.1850-1900. (Cambridge: Cambridge 

University Press, 2019), 119. 

3
 Ruth Vanita ed., Queering India꜡: Same-

Sex Love and Eroticism in Indian Culture 

and Society (New York: Routledge, 2002), 

22.  
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upon them because of their connection to 

women and womanhood. The author did 

choose to focus on how Hijras used Hindu 

myth to create aspects of their womanhood; 

early in their prosecution, Hijras were using 

justifications for their existence such as their 

morality due to the connections to 

Hinduism.1  

 For the British colonizers, it made 

logical sense to find a way to oppress the 

non-confirming individuals to better enable 

all conformity throughout India but they 

first had to identify who they were and how 

they did not fit into society. For a thirty year 

time frame from the early 1870s to the 

beginning of the 20th Century, ñHij ras seen 

as pimp, dancer, bard, performer, indefinite 

and non-productive/miscellaneous and 

disreputable.ò2 Western standards of 

productivity and value in society were vastly 

different from Indian perception. The 

Khwajasarai and other Indigenous third 

gender identifying individuals existed within 

India for centuries, creating a clash of 

culture and values.  

This legislation addressed 

ñUnnatural offensesò which were used as a 

direct target on Khwajasarai as they did not 

fit British standards for gender presentation 

and was an active threat to patrilineal order 

that colonial law wished to instill throughout 

India. As this legislation was being revised, 

the presence of Hijras were becoming more 

                                                 
1
 Vanita, Queering India, 171. 

2
 Hinchy, Governing Gender and Sexuality 

in Colonial India, 41.  

relevant to colonial rule, especially 

throughout the 1850s, as they were 

represented as the symbol of Indian sexual 

perversity. By the time that this Code was 

officially placed into law, Hijras were seen 

as a danger to children and therefore, a 

greater threat to society. 

While Hinchy supported the 

Khwajasaraisô original power structures, an 

examination of the transfer of power was 

also made. With the influence of colonial 

government, the ñdefinitions of the family 

and notions of sexual respectability 

narrowed greatlyò and ñevangelical ideology 

produced new middle-class definitions of 

the óprivateô sphere of the household as a 

domestic and feminine domain, demarcated 

from the masculine ópublicô sphere.ò3 

Hinchy examined how class and perceptions 

of gender identity changed rapidly due to 

new government structure under British 

rule.  

 Similarly, The Criminal Tribes Act 

of 1871 was further legislation that helped to 

criminalize Hijra  in Indian society. It sought 

to criminalize the Hijra  as kidnappers, 

castrators, and sodomites which were 

already punished through the IPC.4 The 

CTA allowed for the prevention of physical 

reproduction from Hijra , forced cultural 

elimination, removed children from Hijra  

care, further criminalized actions that Hijra  

sought to create a means of livelihood, and 

3
 Hinchy, ñThe Sexual Politics of Imperial 

Expansionò, 420.  

4
 Hinchy, Governing Gender and Sexuality 

in Colonial India, 107. 
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created interference with Hijra  succession 

practices. Overall, the Hijra  found their 

identities as well as domestic arrangements 

policed by the CTA. Police officials were 

allowed increased surveillance powers that 

allowed them to control the public presence 

of Hijra  as well as conduct investigations 

onto ñregistered peopleôsò [people who were 

suspected to be eunuchs or similar 

classifications] households, removing 

children from their care by force.1 Despite 

the various lives that Hijra lived, their 

gender presentation, domestic arrangements, 

and entire livelihoods were policed by the 

colonial government. Another form of 

control of colonial oppression to the Hijra  

was prevention of physical reproduction, 

interference in Hijra  discipleship or 

succession practices, removal of children 

and complete cultural elimination.2 The 

colonial government attempted to deal with 

the ñissueò of the Hijra by ensuring there 

were no generational communities that 

could support rebuilding or maintaining 

their culture. The British viewed Hijras as 

ñfigures of failed masculinityò that dressed 

as women and believed that Hijra needed to 

be eliminated from society to protect the 

image of proper masculinity according to 

Western standards.3 

Hinchy discusses that sexuality and 

gender identity were unevenly disciplined 

                                                 
1
 Hinchy, Governing Gender and Sexuality 

in Colonial India, 2. 

2 Hinchy, Governing Gender and Sexuality 

in Colonial India, 93.  

3 Hinchy, ñObscenity, Moral Contagion and 

Masculinityò, 284. 

on a local level.4 This examination of how 

colonial law was drastically different based 

on location in colonial India was newer in 

the research of transgender identities. By 

explaining the complex relationship with 

law and policing, Hinchy described the 

agency the Hijras had to resist 

discrimination and described how they used 

strategies to negotiate and used gaps in 

control to evade punishment.5 The turn 

towards providing agency and highlighting 

resistance is powerful for this time period 

where transgender individuals are asserting 

their own agency in the modern day.  

Overall, this specific article makes a 

lot of commentary about how the lack of 

enforcement of policy allowed the 

community to perform and cross dress 

without policing or made decisions to move 

to Indian-ruled states to continue their 

practices, being strategic about their 

political borders to maintain identity.6 For 

the first attempt to move to assert agency 

towards queer individuals in colonial India, 

the author used the original terminology of 

the Hijras to restate political power to that 

label that had been stripped from that 

marginalized group in the 19th Century. 

Decolonization and Efforts for Third Gender 

Rights in the 20th Century  

4
 Hinchy, ñObscenity, Moral Contagion and 

Masculinityò, 276-277. 

5
 Hinchy, ñObscenity, Moral Contagion and 

Masculinityò, 277. 

6
 Hinchy, ñObscenity, Moral Contagion and 

Masculinityò, 286.  
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 After decades of cultural erasure and 

violence towards the Indian population, 

South Asia became liberated from the 

colonial presence in 1947 after the end of 

World War II through the Indian 

Independence Act. A main part of the 

liberation movement was a commitment to 

anti-colonial nationalism by the newly 

established Indian government and to 

implement international pressure on Britain 

to decolonize after WWII. The anti-colonial 

movement focused on reclaiming or 

assembling parts of Indian culture that had 

been erased because of Western standards. 

Embedded into the Indian Constitution 

which was created in 1949, secularism was 

enshrined because the Indian National 

Congress, a political group that had led parts 

of the liberation movement favored an India 

that would maintain religious diversity. 

However, other political interests such as 

Hindu Nationalists were frustrated, wanting 

to create a country that would strictly follow 

Hinduism and reclaim the territory for 

people who followed the religion and 

exclude Muslim Indians. Despite the 

conflict that built in India over religious 

rights, new leaders of the Indian government 

quickly overturned some elements of harm 

that had been done to the region under 

British rule. The Criminal Tribes Act of 

1871 was one of the major laws examined 

and was repealed the same year that the 

Indian Constitution was created in 1949. 

Even though TCA was overturned, Section 

377 of the Indian Penal Code that created 

anti-Sodomy laws, targeting homosexuals 

was not removed. Some progress was made 

for third gender individuals but not 

homosexuals.  

 While the Indian National Congress 

remained in power for five decades after 

initial liberation of India, the late 20th 

Century saw a rise of neo-liberalism and 

Hindu nationalism in India. Neo-liberalism 

not only opened up the Indian economy to 

foreign capital and privatization but created 

economic deregulation and led to rising 

wealth inequality in India during the 1990s.  

Hindu Nationalism took advantage of the 

rise of neoliberalism that took attention from 

class conflict which divided working-class 

people and led to a major deflection of 

class-driven anxieties onto minority 

communities. The influence of Hindu 

nationalism would continue to strengthen 

within Indian electoral politics in the 2000s.  

Internal and External Discourse in Third 

Gender Identity in the 21st Century 

 As a country within the Global 

South, India continued to see the effects of 

colonialism in the 2000s. Elements of right-

wing populism emerged in India focused 

against cultural globalization despite the 

onslaught of Western culture on India and 

Hinduism. Through the 2014 and 2019 

elections, the BJP won the largest majority 

asserting Shri Narendra Modi into the role 

of Prime Minister. Alongside these changes 

the 21st century has seen various attempts to 

legalize a recognition for a third gender 

classification, but more specifically, to 

recognize the Hijra. In 2014, there was a 

dramatic shift in the legal recognition 

despite previous rulings that had supported 

the anti-sodomy laws created in the 19th 

century that discriminated against 

homosexuals and targeted the Khwajasarai. 
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The UK Constitutional Law Association 

published commentary in reaction to the 

ruling of National Legal Services Authority 

v Union of India (NALSA). This decision 

from 2014 declared that Hijras must be 

legally treated as a third gender 

classification group. The commentary 

stresses how the decision is a direct contrast 

to previous decisions even a year prior that 

ruled sodomy, which the Hijras have 

historically been associated with, as criminal 

action.1 The new protections granted to 

Hijras include recognition as the third sex, 

right to choose their 

presentation/classification, and are now 

granted affirmative action privileges for 

being a group historically discriminated 

against. PM Modi, who would express intent 

on protecting transgender individuals 

throughout his time in power, assumed 

office in May of 2014, a month after the 

publication of this review of the decision 

and the decision itself.  

 A few years following the 

establishment of the legal gender 

classification, the Indian Supreme Court 

Overturned Section 377 of the Indian Penal 

Code. One of the organizations that 

commented on this historical ruling was The 

Human Rightôs Campaign also known as 

THC. THC is an international organization 

that has its origins in Washington D.C. and 

was founded in the 1980s. Throughout its 

expansion, the Western organization has 

                                                 
1 Tarunabh Khaitan. ñNALSA v Union of 

India: What Courts Say, What Courts Do.ò 

(UK  

Constitutional Law Association: 2014), 2. 

taken interest in ensuring universal 

protections for LGBTQ+ identities across 

the world. After the decision that overturned 

Section 377 of the IPC, before official 

removal from the IPC from law in 2024, the 

organization celebrated this historical win in 

2018. HRC Global Director Ty Cobb 

acknowledged the historical win by 

congratulating ñthe LGBTQ advocates who 

worked tirelessly for decades to achieve this 

tremendous victory. We hope this decision 

in the worldôs largest democracy and second 

most populous country will set an example 

and galvanize efforts to overturn similar 

outdated and degrading laws that remain in 

71 other countries.ò2 For the Western 

audience who has little knowledge of the 

historical legacies of colonial Britainôs 

enforcement of anti-Sodomy laws, the 

announcement by the HRC does not outline 

how important yet complex this 

accomplishment is, allowing for Westerners 

to believe that progress has been completed. 

The commentary notes that the IPC is a 

result of colonial rule enforced in 1860 and 

emphasized its criminalization of adults of 

the same sex but not the historical usage to 

disempower third gender identities. The 

organization includes that it was PM Modiôs 

decision to allow the Supreme Court to 

make this decision and chose not to directly 

2
 Stephen Peters. ñIndia Supreme Court 

Overturns Colonial-Era Law Criminalizing  

Same-Sex Relationshipsò, (Human Rights 

Campaign: 2018), 1.  
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associate his government with the case.1 An 

Indian member of the HRC staff, who 

worked to support the caseôs argument, was 

quoted in the article addressing the 

affirmation of the right to oneôs body and 

the right to love but the language is vague 

towards the audience, not claiming to be a 

clear protection for transgender people.  

 Despite efforts to receive certain 

status for recognition, there is still a lot of 

conflict within the Hijra community. 

Because there are different ways to 

contribute to the economy and receive 

payment, many Hijra argue over the ñbetterò 

way to interact with the public and that 

begging should be considered shameful. 

Some Hijra go as far as to consider that 

Hijra who ñbeg on trains [are not real Hijra]. 

They have no honor and are just gandusôò 

because they belong ñto these old, respected, 

established hijra households with large 

numbers of celas and nati-celas, whose right 

to take money at weddings and child births 

were undisputed, even protected by the 

policeò.2 Even with the difference of 

opinions on how to receive payment, Hijra 

who ask for money on trains provide a 

transaction through blessings and ñwork 

very hard to earn their moneyé Getting 

ready entailed bathing, putting on makeup, 

wearing clean, gaudy saris, and hiding large 

pinsò.3 There is a sacrifice for Hijra who put 

themselves in harm's way for these 

transactions and labor is performed through 

                                                 
1 Peters, ñIndia Supreme Court Overturnsò, 

2.  

2
 Saria, Hijras, Lovers, Brothers, 109. 

negotiations beyond the daily efforts to get 

ready and wear proper attire for the day.  

The Hijra and Hindutva Collaboration 

 As legal recognition has expanded, it 

can be noted that a tactic for Hijraôs to be 

accepted into Indian society is through 

collaboration with the Bharatiya Janata 

Party. The BJP is a political party that 

currently controls the Indian government 

and is one of the major political parties.In 

2019, the BJP released a manifesto that 

explained their political agenda for the next 

several years if elected. The BJP had been in 

national political power since 2014 after not 

having won the position of Prime Minister 

for their party since 1999. The Prime 

Minister until 2019 had made vague 

statements of his support for the Hijra or 

transgender community, but in this 

manifesto, the party makes a clear stance in 

protecting the security of the ñtransgender 

communityò. The manifestoôs section header 

is entitled ñEmpowering Transgendersò is a 

strong commitment to maintaining and re-

asserting power dynamics that third gender 

identities in India had previously had. One 

promise embedded in the BJPôs policy is a 

commitment ñto bring[ing] transgenders to 

the mainstream through adequate socio-

economic and policy initiatives.ò4 Despite 

being a far-right, religious nationalist party, 

it has prioritized the protections of an 

universally marginalized identity across the 

world.  

3
 Saria, Hijras, Lovers, Brothers, 115. 

4
 Bharatiya Janata Party. ñManifesto 2019ò, 

36. 
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The act, The Transgender Persons 

(Protection of Rights) Act of 2019, is 

defined as ñan Act to provide for protection 

of rights of transgender persons and their 

welfare and for matters connected therewith 

and incidental thereto.ò1 The protections 

granted in the legislation extend to the entire 

country of India and need to be enforced by 

the central government. The main 

protections address non-discriminatory 

access to education, employment, healthcare 

services, the right to property, and stop 

denying transgender people from being 

denied public office. Transgender people 

can also have formal recognition of their 

identity as a transgender person and the 

legislation lays out the application for 

recognition. This legislation was passed in 

2019, the same year as the re-election of the 

BJP and PM Modiôs solidification of power 

for another five years. Earlier that year, they 

had released their manifesto that had 

addressed making transgender people ñmore 

mainstreamò and this protection act is a 

commitment to their protections of that 

community. The amount of individuals that 

have benefited directly from this legislation 

continues to be examined, but the limitation 

of progress can be noted by the 

unwillingness to use words native to the 

South Asian continent.  

However, there still remains push 

back from a diverse range of voices that 

believe that using Western terms, instead of 

Indigenous ones like Hijra, limit the amount 

                                                 
1
 ñThe Transgender Persons (Protection of 

Rights) Actò, (Republic of India Parliament: 

2019), 1.  

of progress that can be made. Individuals of 

high caste privilege such as Laxmi Narayan 

Tripathi, believe that supporting Hindutva 

and justifying the caste system guarantees 

her safety as a third gender individual. In 

advancing her own political agenda to 

support third gender rights, she has actively 

excluded many from the narrative and 

continued the oppression of other 

marginalized groups within India. She has 

joined Hindutva politics to argue that the 

Temple of Ram, needed to be rebuilt after its 

destruction by the Mughal Empire despite 

the direct marginalization it has put on the 

Muslim minority within Indiaôs borders. 

Others, usually from marginalized castes or 

religious backgrounds, believe that there is 

more to the fight for equal rights than what 

Tripathi has proposed. There are other ways 

to assert rights for Hijra and third gender 

individuals than sympathizing with an 

oppressive government that does not listen 

to the specific and diverse struggles amongst 

non-men and women.  

Teaching Third Gender Identity in Social 

Studies Classrooms 

 Beyond the Hijra and other third 

gender identities throughout South Asia, 

there are hundreds of Indigenous cultures 

that centered non-male or female individuals 

in their communities throughout history and 

the present. As educators of culture, 

religion, and World History, social studies 

teachers have a duty to discuss the diversity 

of gender presentation and why certain 
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individuals are discriminated against in their 

modern societies. No matter their race, 

transgender and third gender individuals 

deserve opportunities to see themselves 

throughout history. Often, rhetoric is used to 

insinuate that trans and gay people are 

ñnewò and have not existed for centuries but 

teaching third gender individuals across 

cultures, continents, and races can fulfill the 

mission of getting rid of a Euro-centric 

curriculum. With a significant increase of 

Asian American, specifically South Asian 

Americans, in the United States, a 

curriculum that increases visibility into 

Asian culture and life is essential. 

Supporting students who are immigrants or 

first generation students from South Asia 

starts with making their cultures visible in 

the classroom and remains even more true 

for students with multiple identities that are 

marginalized such as being trans.  

A social studies classroom can 

choose to reflect on this countryôs 

contribution to colonizing nations in the 

Global South and address how the country 

founded on colonization with the attempt to 

remove, displace, and harm Indigenous 

populations. In the United States, trans 

rights are constantly being debated and 

movements for cisgender queer individuals 

to separate themselves from associations 

with transgender people. Anti-trans hate and 

legislation has spread around the United 

States within the last ten years, especially 

with the rise of Christian nationalism and 

the alt-right Conservatism. The ways that 

India and the United States have manifested 

various beliefs of acceptance and legal 

recognition for different queer groups shows 

the complexity of gender history. An 

introduction to this topic in our classrooms 

can help to create conversations within the 

diaspora but also a reflection to students of 

European descent, those who have to reflect 

on their privilege and ancestorôs role in 

removing acceptance for third gender 

individuals.  
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Beyond the Box Score  

 

Chris Carman 

 

  

 October 15th, 1923. John McGraw's New 

York Giants versus Miller Huggins New 

York Yankees in game six of the World 

Series. At the beginning of the Yankees 

season, The House That Ruth Built was 

opened to the public in April of that year. 

Babe Ruth opened the stadium and set the 

tone for that season by hitting three home 

runs along with eight walks. That tone 

stayed up until the day at the Polo Grounds 

stadium in Upper Manhattan where 

McGrawôs dream of three straight 

championships in a row was crushed. 

Allowing the New York Yankees to win 

their very first World Series championship.  

 

 

The Yankees winning the World 

Series was the very first article on the front 

page of this New York Times article which 

claims that this game six was very intense 

and had many back-and-forth moments 

between the Giants and the Yankees 

throughout. Both teams also have at least 

one key player that had a large impact on the 

game, for the Yankees, Babe Ruth of course, 

and for the Giants, it was their pitcher Art 

Nehf. As the author of this article calls him, 



Teaching Social Studies, vol. 26, no. 1 (Winter/Spring 2026)  

157 

 

ñthe last hope of the old guard,ò1 had only 

allowed two hits in the first seven frames 

and allowed one home run from Ruth. Nehf 

had been too powerful against the Yankee 

hitters with his great speed and side-

breaking curve made it from the third inning 

to the eighth the Yankees went hitless. 

While also being three runs behind and the 

Yanks getting no love from the crowd in the 

Giant's home stadium, the situation was 

looking grim for Huggins and his team. 

When the eighth inning hit, things 

still seemed to be looking good for Nehf, but 

during the second pitch of the inning is 

when the tide started to turn. The ball flew 

close to Walter Schangôs ear, he tried to 

move and ended up hitting the ball to third 

base for a single. After this hit, two more 

Yankee players hit and were able to get 

Schang home to only put them two behind 

the Giants. According to the article, ñNehfôs 

face turned as white as a sheet,ò2 something 

happened to him after the few hits he gave 

away and he couldn't continue. Bill Ryan, 

the backup pitcher, came in to try and 

salvage what we could from the wreckage 

that Nehf left. Ryan started pretty well and 

almost made it out of the inning until Bob 

Meusel hit the ball slightly to the right of 

Ryan into center field. Three runs were 

scored on that hit, five for the inning making 

the World Series almost over at that point. 

With that eighth-inning rally, the Yankees 

were able to put the game away and win 

their very first World Series Championship.   

                                                 
1 "Yanks Win Title; 6-4 

Victory Ends $1,063,815 

Series,ò New York Times 

 
 

 
The next big article that is on the front page 

of this New York Times article is that hungry 

mobs raid Berlin bakeries. At this time in 

1923, five years ago, Germany had just lost 

World War One and was facing some pretty 

terrible consequences from the Allied 

powers. One of these consequences was that 

Germany was not doing a good job paying 

their war reparations to the French and 

therefore decided to occupy the Ruhr 

district. This area was known for having 

many raw materials that the French would 

take for themselves as payment for German 

war debts. In these articles in the New York 

(1923): 1. 2 ñYanks Win 

Title,ò 1. 
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Times, it is fascinating to see the differences 

in rioting in German cities like Berlin and 

Frankfurt versus French-occupied ones such 

as Neustadt and Düsseldorf.   The first half 

of this article talks about Berlin and 

Frankfurt which were two cities that were 

still controlled by the German government 

but were wrecked by inflation of bread 

prices. This was because the government 

decided to print more money to have enough 

for their war debts. The problem with 

printing more money is that it creates more 

physical currency, but decreases its value. 

After the government did this, the value of 

the German mark went to almost no value, 

and prices of bread skyrocketed. This article 

says that ñ5000 demonstrators, mostly 

unemployed men, reinforced by women with 

market basketsé marching to the Rathaus 

and making demands upon the authoritiesé 

The police reserves were called and drove 

demonstrators away.ò1 Inflation wrecked the 

economy so badly that the German people 

were unable to afford for their families and 

protested in the capital city to show the 

disarray of the German state.   

The second half of the article talks 

about the cities of Neustadt and Düsseldorf, 

two cities that were occupying the territory 

as stipulation states in the Treaty of 

Versailles. In Neustadt, crowds of 

unemployed people were attempting to raid 

a post office that was reported to be holding 

currency inside of it. French authorities were 

sent out to break up the crowd. In 

Düsseldorf, communists and nationalists 

were working together to foment trouble in 

the Ruhr district. In the article, the author 

                                                 
1 ñHungry Mobs Raid Berlin Bakeries,ò New York 

Times (1923): 1. 4 ñHungry Mobs Raid,ò 1.  

states one key difference between the riots 

in this city compared to Berlin. ñAccording 

to a statement made this morning the 

movement is political rather than economic. 

It was aimed against Chancellor Stresemann 

(German foreign minister) on the one hand 

and against the French on the other.ò4 These 

people were not rioting because they didnôt 

have enough food, these people hated the 

fact that they were being ruled by a foreign 

power. I found this section of the newspaper 

very interesting because knowing what 

happened later on with Hitler coming to 

power, the German people despised the 

Treaty of Versailles and were willing to shift 

political extremes to get rid of it.  

 

 



Teaching Social Studies, vol. 26, no. 1 (Winter/Spring 2026)  

159 

 

 
There are sections in this article 

commenting on the rising poor conditions of 

the German government during the 1920s. 

This article is from the perspective of Reed 

Smoot, Chairman of the Senate Finance 

Committee. Called at the White House to 

tell the president about the conclusions 

reached after his recent trip to Europe.   

  After his trip, the senator had some 

definite opinions on the Americans 

revisiting the appointment of the Hughes 

proposal to determine the ability of 

Germany to pay their reparations from the 

war. This plan was an idea that the 

International Commission should fix the 

amount of money that the Germans would 

have to pay back. Smoot wanted all 

countries in the commission to agree on this 

plan and was expecting the French to back 

down on their reparation demands. To be 

fair, most of World War I was fought on 

French territory in the northern regions of 

the country needing these reparations fo 

rebuilding.   

  The Senator knows that France will 

most likely not agree with this arrangement 

but is scared about the future of Europe. He 

said to the president, ñUnless something was 

                                                 
1 ñSmoot and Burton See Peril In Europe.ò New York 

Times (1923): 3.  

done quickly, there was danger of an 

outbreak which might involve all of 

Europe.ò1 Too bad that Smoot was right 

about this and nothing was done with this 

issue. It is the very reason that the Allies did 

not relax reparations and kept demanding 

from a destroyed Germany that Hitler was 

able to become Chancellor a decade later.  

 

 

 
The next big headline of this New York 

Times newspaper article comes to the news 

in the United States. This headline was 

about a conference of drys calling for 

President Calvin Coolidge to take action 
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against the people who were breaking rules 

on the prohibition. The counsel of the drys 

or people who were against liquor 

consumption saw the amount of people who 

were smuggling illegal booze by sea and 

wanted them to stop doing this. They 

wanted the president and the American 

people to uphold the Eighteenth 

Amendment.   Smuggling liquor by sea was 

one of many alternatives that citizens were 

finding to get around Prohibition in the 

1920s. Rum Row was the name of a naval 

liquor market along the East Coast that was 

just beyond the American maritime limit 

where transactions of alcohol were made. 

Bootleggers, or people who engaged in the 

illegal sale of alcohol, would just have to 

sail out to this region in a small boat to pick 

up shipments of liquor to resell back in the 

States.  The last small section of this article 

is direct quotes from the president calling 

for legislators to abide by the laws and 

punish people who are breaking the laws of 

the Constitution.  

He says, ñThe State or Federal 

Constitution should resign his office and 

give place to one who will neither violate 

his oath nor betray the confidence of the 

people.ò1 Some corrupt politicians were 

becoming bootleggers themselves or were 

not punishing people who were breaking the 

law, which is why the president had to make 

this statement to these legislators. Coolidge 

ends his statement by saying, ñLawmakers 

should not be lawbreakers.ò7  

                                                 
1 ñConference of Drys Calls on Coolidge For Drastic 

Action,ò New York Times (1923): 1. 7 ñConference of 

Drys,ò 1.  

 
 

 

 
There is another section farther in the New 

York Times article that is from the 

perspective of another Representative 

traveling to another country to report on the 

country they are traveling to. In this case, it 

is Fred A. Britten of Illinois returning from 

his visit to Russia having changed his mind 

on the recognition of the Soviet government. 

Much like Reed Smoots, Britten called upon 

the president to give his reports and 

experience after being in the new Soviet 

Union for some time.  

  Unsurprisingly, the representative 

started his report to the president by saying, 
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ñThe Soviet regime was a visionary 

Government whose very foundation is 

baked on murder, anarchy, Bolshevism and 

theft.ò1 Knowing when this article was 

written and being three years past the first 

Red Scare in the United States, one could 

only imagine his thoughts on the regime in 

Russia. Many states in the US around the 

early 1920s were outlawing advocacy of 

violence in attempting to secure social 

changes and most people suspected of being 

communist or left-wing were jailed. Another 

thing to mention is that this first Red Scare 

did not distinguish between Communism, 

Socialism, Social Democracy, or anarchism 

and all were deemed as a threat against the 

nation.   

  Britten mentions that he ñtraveled 

unofficially, sought no favors, and tried to 

see the good side of that tremendous 

political theory which is now holding 

150,000,000 people in subjection.ò2 It is 

debatable whether he was trying to see the 

good side of Russia or not. He also talks 

about the major difference in how religion is 

treated in Russia. Atheism is what was 

primarily taught in the Soviet Union because 

religion was seen as a bourgeois institution 

whose only goal was to make money off of 

followers. Britten mentions some signs that 

he saw, one by the entrance to the Kremlin 

Palace that read, ñReligion is the opium of 

the State,ò3 and another one that said, 

ñReligion is the  tool of the rich to oppress 

the poor.ò11 Communism is very different 

from capitalism which is why two different 

Red Scares happened in the United States to 

                                                 
1 ñBritten Opposes Soviet Recognition,ò New York 

Times (1923): 5.  

protect itself from an ideology that was very 

different from its own.   

   

How can this topic benefit teachers?  

  The prompt for this paper was to find 

a significant baseball box score from the 

1900s of our choosing. I selected the 

Yankeesô first-ever World Series win 

against the New York Giants, using the 

Historic New York Times Database. We 

were then instructed to examine the other 

articles published in that same newspaper 

issue. For example, I focused on reports of 

hunger strikes in Berlin, which were driven 

by the collapse of the German mark and 

soaring bread prices after World War I. This 

was the first major assignment of the class, 

designed to help us begin developing 

primary source research and analysis skills, 

an essential foundation for any history 

course.  

Teachers donôt have to limit this to a 

baseball history lesson; it can easily be 

adapted to focus on any major topic in U.S. 

history from the 1900s and beyond. Students 

can begin with a key event as the entry point 

for their primary source research. Then, they 

can expand their analysis by identifying and 

writing about other events covered in the 

same newspaper issue, painting a fuller 

picture of what was happening in the U.S. 

during the chosen time period. This strategy 

not only sharpens studentsô analytical skills 

but also broadens their understanding of 

how historical events overlap and influence 

one another, helping them grasp the 

interconnectedness of social, political, and 

cultural developments within a given era.  

2 ñBritten Opposes Soviet,ò 5.  

 
  ñBritten Opposes Soviet,ò 5. 11 ñBritten Opposes Soviet,ò 5. 
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From Right to Privilege: The Hyde Amendment and Abortion Access 

 

Amanda Aoun 

 

When the Supreme Court made their 

decision on Roe v. Wade in 1973, it seemed 

as though abortion had finally been secured 

as a constitutional right. However, this 

ruling came after more than a century of 

contested abortion law in the United States. 

Beginning in the late nineteenth century, the 

American Medical Association led 

campaigns to criminalize abortion, which 

pushed midwives and women healers out of 

reproductive care1. Illegal abortion had been 

widespread and dangerous; even in the early 

twentieth century, physicians estimated that 

thousands of abortions were done annually, 

many of them resulting in septic infections 

and hospitalizations2. Long before Roe, 

access to reproductive care was already 

shaped by race and class, as Rickie Solinger 

shows in her study of how unwed pregnancy 

was treated differently for white women and 

women of color3. Within a few years after 

                                                 
1
 Reagan, Leslie J. ñóAbout to Meet Her Makerô: Women, 

Doctors, Dying Declarations, and the Stateôs Investigation 

of Abortion, Chicago, 1867-1940.ò The Journal of 
American History 77, no. 4 (1991): 1240ï64. 
https://doi.org/10.2307/2078261. 

2
 Reagan 1245 

3
 Solinger, Rickie. ñóWake up Little Susieô: Single 

Pregnancy and Race in the óPre-Roe v. Wadeô Era.ò NWSA 
Journal 2, no. 4 (1990): 682ï83. 
http://www.jstor.org/stable/4316090. 

the Roe v. Wade decision, the promise of 

abortion access was strategically narrowed. 

In 1976, Congress passed the Hyde 

Amendment, which banned the use of 

federal Medicaid funds for most abortions. 

This did not overturn Roe v Wade, but it did 

quietly transform abortion from a legal right 

into an economic privilege, one that poor 

women could rarely afford to exercise. As 

Susan Gunty bluntly stated, ñThe Hyde 

Amendment did not eliminate abortion; it 

eliminated abortion for poor women.ò4 The 

Hyde Amendment redefined abortion rights 

by turning a constitutional guarantee into a 

privilege dependent on income. It 

represented a shift in strategy among anti-

abortion advocates, where instead of directly 

challenging Roe, they targeted public 

funding.5 Representative Henry Hyde 

himself admitted that his goal was total 

4
 Gunty, Susan. ñTHE HYDE AMENDMENT AND 

MEDICAID ABORTIONS.ò The Forum (Section of 

Insurance, Negligence and Compensation Law, American 
Bar Association) 16, no. 4 (1981): 825. 
http://www.jstor.org/stable/25762558. 

5
 Vinovskis, Maris A. ñThe Politics of Abortion in the 

House of Representatives in 1976.ò Michigan Law Review 
77, no. 7 (1979). https://doi.org/10.2307/1288043. 

http://www.jstor.org/stable/25762558
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abortion prohibition, but that the only 

vehicle available was the Medicaid bill.  

Historian Maris Vinovskis 

emphasizes that this marked a turning point 

where anti-abortion lawmakers learned to 

restrict access not by banning abortion, but 

by eliminating the means to obtain it. They 

used the appropriations process to 

accomplish ñwhat could not be achieved 

through constitutional amendment.ò1 By 

embedding abortion restrictions into routine 

spending bills, lawmakers created a 

powerful way to undermine Roe without 

technically violating it. An immediate effect 

was the creation of a two-tiered system of 

reproductive rights. Wealthier women could 

continue to obtain abortions, while lower 

income women, like those on Medicaid, 

were forced to carry their pregnancies to 

term. The Supreme Court validated this in 

Maher v. Roe in 1977 and in Harris v. 

McRae in 1980, maintaining that while the 

Constitution guaranteed the right to 

abortion, it did not require the government 

to make that right financially accessible to 

all. As the court stated, the government 

ñneed not remove [obstacles] not of its own 

creation.ò2 This logic fit neatly into the rise 

of the New Right. The fetus was being 

recast as a protected moral subject, and as 

Sara Dubow describes it, it was transformed 

into ña symbol of national innocence and 

moral purity.ò3 At the same time, historian 

                                                 
1
 Vinovskis 1801 

2
 Harris v. McRae, 448 U.S. 297 (1980) 

https://supreme.justia.com/cases/federal/us/448/297/  

3
 Dubow, Sara. Ourselves Unborn꜡: A History of the Fetus 

in Modern America. Oxford: Oxford University Press, 
2011. 

Linda Gordon brings up that public funding 

has never been neutral, and has always 

reflected judgements about which women 

should bear children and which should not.4 

In this way, Hyde did not invent 

reproductive inequality, but it definitely 

sharpened it.  

This raises the question of how the 

Hyde Amendment reshaped abortion access 

in the United States between 1976 and 1999, 

and why it disproportionately affected poor 

women and women of color. This paper 

argues that the Hyde Amendment 

transformed abortion from a constitutional 

right into an economic privilege. By 

restricting Medicaid funding, the 

amendment created a two-tier system of 

reproductive access in which poor women 

and women of color were effectively denied 

the ability to exercise a legal right.  

Historiography 

Historians who study reproduction 

agree that abortion in the United States has 

always been shaped by race, class, and 

power. Linda Gordon shows that 

reproductive control has never been 

distributed equally, as wealthier white 

women have long had greater access to 

contraception and abortion, while poor 

women and women of color faced barriers 

https://research.ebsco.com/linkprocessor/plink?id=a4babef

6-641b-3719-a368-8aa5e93e8575. 

4
 Gordon, Linda. The Moral Property of Women꜡: A 

History of Birth Control Politics in America. 3rd ed. 

Urbana: University of Illinois Press, 2002. 
https://research.ebsco.com/linkprocessor/plink?id=ea0e398
4-56df-3fca-adb6-3fc070515698. 

https://supreme.justia.com/cases/federal/us/448/297/
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or state interference1. Johanna Schoen adds 

to this by examining how public health and 

welfare systems sometimes pushed 

sterilization or withheld care, showing that 

the state has often intervened most heavily 

in the reproductive lives of marginalized 

women2. Together, these historians argue 

that Hyde fits into a much older pattern of 

the government regulating the fertility of 

women who had the least political power. 

Another group of historians focuses 

on law, policy, and the political meaning of 

abortion in the late twentieth century. 

Michele Goodwin analyzes how legal 

frameworks that claimed to protect fetal life 

often limited womenôs autonomy, especially 

poor women3. Maris Vinovskis explains 

how anti-abortion lawmakers learned to use 

the appropriations process to restrict 

abortion access without challenging Roe 

directly4. Meanwhile, Sara Dubow traces 

how the fetus became a powerful cultural 

symbol, which helped conservatives rally 

support for funding restrictions like Hyde5. 

These scholars help explain how Hyde 

gained legitimacy both legally and 

                                                 
1 Gordon 29-34 

2  Schoen, Johanna. Choice and Coercion꜡: Birth Control, 

Sterilization, and Abortion in Public Health and Welfare. 

Chapel Hill: The University of North Carolina Press, 2005. 
https://research.ebsco.com/linkprocessor/plink?id=f8bc89c
3-f4c2-36da-ba5d-809e9b26a981. 

3 Goodwin, Michele. ñFetal Protection Laws: Moral Panic 
and the New Constitutional Battlefront.ò California Law 
Review102, no. 4 (2014): 781ï875. 
http://www.jstor.org/stable/23784354. 

4
 Vinovskis 1793-1796 

culturally, and why it became such a durable 

policy. 

A third set of historians look at 

activism, feminism, and the reshaping of 

abortion politics in the 1970s and 1980s. 

Rosalind Petchesky shows how abortion 

became central to the rise of the New Right, 

as antifeminist and religious groups used the 

issue to organize a broader conservative 

movement6. Loretta Ross and other 

reproductive justice scholars explain how 

women of color challenged the narrow 

ñchoiceò framework of the mainstream pro-

choice movement, arguing that legality 

meant little without the resources needed to 

make real decisions7. Their work highlights 

that Hyde did not only restrict abortion for 

poor women, but also pushed activists to 

rethink what reproductive rights should even 

look like. 

Taken together, these historians 

show three major themes of long-standing 

inequality in reproductive politics, legal 

tools reinforcing those inequalities, and the 

political shifts that made Hyde a defining 

part of conservative identity. What is still 

less explored, and where this paper enters 

5
 Dubow 147-155 

6 Petchesky, Rosalind Pollack. ñAntiabortion, 
Antifeminism, and the Rise of the New Right.ò Feminist 

Studies 7, no. 2 (1981): 206ï46. 
https://doi.org/10.2307/3177522. 

7 Ross, Loretta. ñUnderstanding Reproductive Justice: 
Transforming the Pro-Choice Movement.ò Off Our Backs 
36, no. 4 (2006): 14ï19. 

http://www.jstor.org/stable/20838711. 
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the conversation, is how the Hyde 

Amendment created a two-tier system of 

abortion access between 1976 and 1999, and 

how that funding gap turned a constitutional 

right into an economic privilege. This paper 

brings these together to show how policy, 

law, and inequality reshaped the meaning of 

abortion rights in the United States. 

Section 1: The Origins of the Hyde 

Amendment 

The Hyde Amendment did not 

appear out of nowhere, and rather developed 

in a very particular political movement 

where abortion had become one of the most 

emotionally charged issues in American 

politics.1 After Roe v. Wade legalized 

abortion nationwide in 1973, opponents of 

abortion had to reconsider their strategy.2 

They could no longer rely on state criminal 

bans, since they were now unconstitutional. 

Therefore, instead of attempting to outlaw 

abortion directly, they began to look for 

indirect ways to limit who could actually get 

one. The question became not whether 

abortion was legal or unconstitutional, but 

whether it was accessible.3 This shift 

happened at the same time that the country 

was experiencing a wave of distrust towards 

the federal government after Watergate, 

along with concerns about inflation and 

                                                 
1
 Vinovskis 1818 

2
 Vinovskis 1794 

3
 Gunty 837 

4
 Vinovskis 1812 

5
 Vinovskis 1801 

federal spending.4 Additionally, as a 

movement over family values escalated, the 

federal government was infringing on 

familiesô privacy and rights. These anxieties 

made it easier to frame abortion as both a 

moral issue, and a financial one as well. 

Historian Maris Vinovskis notes that the 

Hyde Amendment represented a new 

strategy, shifting away from trying to 

overturn Roe and towards ñan effort to 

restrict the practical ability to obtain 

abortions through funding limitations.ò5 

Anti abortion lawmakers realized that they 

were still able to limit abortions by cutting 

off the financial aid that allowed poor 

women to get them.6  

To understand this shift, it is 

important to recognize that the abortion 

debate had already intensified in the years 

leading up to Roe. During the late 1960s and 

early 1970s, Catholic organizations such as 

the National Right to Life Committee had 

begun mobilizing against abortion laws in 

states like New York and California7. At the 

same time, Medicaid, which was created in 

1965 as part of the War on Poverty, became 

central to debates about welfare spending 

and the moral regulation of poor women8. 

Because Medicaid disproportionately served 

low income women and women of color, it 

became an early battleground for questions 

6
 Gunty 835 

7
 Petchesky 120 

8
 Schoen, Johanna. Choice and Coercion꜡: Birth Control, 

Sterilization, and Abortion in Public Health and Welfare. 
Chapel Hill: The University of North Carolina Press, 2005. 

https://research.ebsco.com/linkprocessor/plink?id=f8bc89c
3-f4c2-36da-ba5d-809e9b26a981. 
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about who deserved state funded healthcare 

and reproductive autonomy. 

Representative Henry Hyde was the 

first major figure behind this effort, and he 

did not try to hide his intentions. During 

debate in Congress, he stated ñI certainly 

would prevent, if I could legally, anybody 

having an abortion; unfortunately, the only 

vehicle available is the Medicaid bill.ò1 He 

made it clear that the Amendment was not 

about government budgeting or fiscal 

responsibility, but was about restricting 

abortion access by targeting low income 

women who depended on Medicaid.2 This 

strategy also lined up quite well with 

emerging political alliances, as fiscal 

conservatives who opposed federal spending 

could support Hyde because it reduced a 

publicly funded service.3 At the same time, 

religious conservatives who morally 

opposed abortion also supported Hyde. The 

idea of ñtaxpayer conscienceò, or that people 

should not have to financially support 

something they disagree with, became an 

effective talking point.4 However, this 

strategy also drew on a much longer history 

of the government controlling the 

reproductive lives of women, especially 

poor women and women of color. Nellie 

Gray, the March for Life national director, 

made a statement in a 1977 news journal 
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explaining that ñpro-life organizations will 

only have one chance at a human rights 

amendment and they must do it right by 

seeing to it that abortion is not permitted in 

the United States5.ò Grayôs warning 

reflected how strongly anti-abortion leaders 

viewed Hyde as a stepping stone toward a 

much larger project of restricting abortion 

nationwide. Her statement also highlighted 

the growing belief among conservative 

activists that federal funds could be used to 

reshape reproductive policy, which would 

disproportionately affect the same women 

who have already consistently been targeted. 

Throughout the twentieth century, 

the state encouraged childbirth among white, 

middle class women while discouraging it 

among women considered ñundesirableò, 

which often meant poor women, Black 

women, Native American women, etc.6 In 

this sense, the Hyde Amendment fit into an 

existing pattern of allowing privileged 

women to maintain reproductive autonomy, 

while placing the greatest burden onto those 

already facing economic and racial 

inequality. The structure of the Amendment 

also built inequality directly into access. 

Since Hyde was attached to the federal 

appropriations bill for health and welfare, it 

Washington, D.C.: U.S. Government Printing Office, 1979. 
Gerald R. Ford Presidential Library. 
https://www.fordlibrarymuseum.gov/library/document/004

8/004800738repro.pdf  

5
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Amendment.ò News Journal (Chicago, IL), December 7, 
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had to be renewed every year.1 This meant 

that each year, Congress debated what 

exceptions should be allowed, and whether 

Medicaid would cover abortion in cases of 

rape, incest, or a threat to the motherôs life.2 

These exceptions were often extremely 

limited, difficult to qualify for, or 

inconsistent across states.3 When in practice, 

they rarely resulted in meaningful access.  

The impact of Hyde was immediate 

and severe. There was an enormous drop in 

Medicaid funded abortions, and while states 

were technically allowed to use their own 

funds to pay for abortion services, most did 

not.4 As a result, abortion access quickly 

became dependent not only on personal 

income, but also on geography. A woman's 

ability to exercise a supposedly 

constitutional right now depended on which 

state she lived in and whether she had the 

financial means to pay out of pocket.  

By the late 1970s, the Hyde 

Amendment had created a two-tiered system 

of reproductive access. Abortion was still 

legal, but the ability to obtain one became 

tied to class and race.5 For many women on 

Medicaid, especially Black and Latina 

women who were already disproportionately 

represented among low-income populations, 

the right to choose existed only in theory.6 

What Hyde actually accomplished was a 

shift from abortion as a universal and 
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constitutional right to abortion as something 

you had to be able to afford. In this way, 

Hyde did not just restrict funding, it 

redefined what rights meant in the United 

States. It showed that a right could remain 

legally intact, yet still be functionally 

unreachable for some.  

Section 2: Legal Challenges and Judicial 

Endorsement of Inequality 

After the Hyde Amendment was 

passed in 1976, it quickly faced legal 

challenges from abortion rights advocates 

who argued that cutting off Medicaid 

funding violated the constitutional 

protections that Roe v. Wade put in place.7 

Their basic argument being that if the 

government recognized the right to choose 

abortion, then it should not be allowed to 

create conditions that made that right 

impossible to exercise.8 In other words, they 

argued that a right without access is not 

really a right at all. However, when these 

cases reached the Supreme Court, the Court 

ultimately sided with the federal 

government, which confirmed that the state 

could acknowledge a right while also 

refusing to make it materially available. The 

first major decision was Maher v. Roe in 

1977. This case involved a Connecticut rule 

that denied Medicaid funding for abortions 

even when the state continued to cover costs 
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associated with childbirth.1 The plaintiffs 

argued that this policy violated the Equal 

Protection Clause by treating poor women 

differently from those who could pay 

privately.2 However, the Supreme Court 

rejected this argument, and in the majority 

opinion stated that ñthe Constitution does 

not confer an entitlement to such funds as 

may be necessary to realize the full 

advantage of the constitutional freedom.ò3 

This reveals the Courtôs broader stance, as 

the justices separated the idea of a right from 

the stateôs obligation to make that right 

actually meaningful. By framing funding as 

an ñentitlement,ò the Court implied that 

financial accessibility was a luxury, not a 

constitutional requirement. This language 

helped transform abortion from a guaranteed 

right into a conditional one, depending on a 

womanôs financial status. 

This reasoning set the stage for a 

more consequential case, Harris v. McRae. 

In 1980, this case dealt specifically with the 

constitutionality of the Hyde Amendment.4 

The plaintiffs again argued that denying 

Medicaid funding effectively denied the 

right to abortion to poor women. They also 

argued that Hyde violated the Establishment 

Clause because it reflected religious beliefs, 

particularly those of the Catholic Church.5 

However, the Court upheld the Amendment, 
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and Justice Potter Stewart wrote for the 

majority, stating that although the 

government ñmay not place obstacles in the 

path of a woman seeking an abortion, it need 

not remove those not of its own creation.ò6 

This distinction allowed the Court to 

reinterpret poverty not as a structural 

condition shaped by state policy but as an 

individual misfortune that is outside of 

constitutional concern. Fayle Wattleton, 

president of Planned Parenthood Federation, 

challenged the courts findings, stating that 

ñthe court has reaffirmed that all women 

have a constitutionally protected right to an 

abortion, but has denied poor women the 

means by which to exercise that right7.ò 

Scholars like Michele Goodwin have also 

argued that this logic effectively weaponized 

economic inequality by making it a neutral, 

legally permissible barrier to reproductive 

autonomy8. The court drew a clear line 

between legal rights and material access, 

claiming that the Constitution protects the 

first and not the second.  

The distinction between rights and 

access became one of the most influential 

and damaging ideas in later abortion policy. 

The Courtôs logic suggested that if poverty 

prevented a woman from obtaining an 

abortion, that was simply her personal 

situation and not something the government 

6 Harris v. McRae 

7 Perry, Rachel. ñAbortion Ruling to Hit Hard Locally.ò 
Eureka Times-Standard (Eureka, CA), August 27, 1980. 
NewspaperArchive. 
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was responsible for addressing.1 Though for 

poor women, this effectively meant that the 

right to abortion was conditional on wealth. 

Justice Thurgood Marshall pointed this out 

directly in his dissent, arguing that the 

decision reduced the right to choose to ña 

right in name only for women who cannot 

afford to exercise it.ò2 Marshall understood 

that legal recognition was meaningless when 

economic barriers stood in the way. 

Historians and legal scholars have also 

pointed out that these rulings reflected 

broader anxieties about welfare and poor 

womenôs reproductive autonomy. Johanna 

Schoen notes that after Hyde, ñthe issue was 

no longer legality but economic access. The 

ability to choose became a measure of oneôs 

class position.ò3 The Courtôs decisions 

essentially cast poverty as a private problem, 

not a systemic barrier. By accepting the 

argument that the state did not have to fund 

abortions, the Court allowed economic 

inequality to become a legal tool for shaping 

reproductive outcomes.  

The Harris decision also intensified 

racial disparities in reproductive healthcare, 

and since women of color were 

disproportionately represented among 

Medicaid recipients, they experienced the 

most direct consequences of the 

Amendment. Linda Gordon argues that 

policies like Hyde fit into a longer pattern 

where the state has ñregulated fertility more 
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tightly among poor women and women of 

color.ò4 This meant that Hyde did not simply 

limit abortion funding, but it also reinforced 

existing racial and economic hierarchies 

within reproductive control. The immediate 

impact of these decisions can clearly be seen 

in the data. In states that fully implemented 

the Hyde restrictions, Medicaid funded 

abortions dropped by more than ninety nine 

percent, essentially disappearing within the 

first year.5 Clinics that had relied on 

Medicaid reimbursement closed, and in 

many communities, the nearest clinic 

became hours away.6 For low income 

women, the cost of travel, time off from 

work, and childcare created many new 

layers of burden on top of the medical 

expense itself.7 

Once the Supreme Court upheld the 

Hyde Amendment in Harris v McRae, 

abortion access in the United States became 

uneven, and heavily dependent on 

geography and income. Even though Roe v. 

Wade technically still guaranteed the 

constitutional right to abortion, the Hyde 

Amendment meant that states were able to 

decide whether they would use their own 

funds to support abortion services for 

Medicaid recipients. This resulted in what 

many scholars describe as a patchwork 

system of reproductive access, where a 

womanôs ability to exercise her rights 

depended on her ZIP code and her bank 
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account instead of a universal legal 

standard.1 Since Black, Latina, and Native 

women were disproportionately represented 

among low income Medicaid recipients, it is 

clear that the restrictions had a racial impact, 

even if the policy did not mention race 

outright.  

This pattern was not new, as Johanna 

Schoen writes that ñthe state has historically 

encouraged childbirth among white, middle 

class women while discouraging it among 

poor women and women of color.ò2 Hyde 

simply reshaped that older system into a 

modern one, using funding instead of forced 

sterilization or criminal statutes. Public 

funding decisions always reflect judgements 

about who should reproduce and who should 

not, or in other words, which lives were 

valued and which were not.3 Meanwhile, the 

procedures themselves became more 

expensive and more difficult to access. 

Without Medicaid coverage, many women 

had to delay their abortions while they 

gathered money to pay for the procedure. 

This then led to abortions being performed 

at later gestational stages which made them 

more medically complicated and more 

costly. As Schoen explains, delays caused 

by funding restrictions increased both 

physical risk and emotional strain for 

patients.4 Clinics in poorer regions, 

especially in the south and midwest, 

struggled to stay open without Medicaid 

reimbursement, which left many areas 
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without any providers at all.5 The 

combination of travelling long distances and 

making arrangements to pause their lives for 

the time being was much harder for lower 

income women than it would have been for 

wealthier women. The cost of abortion 

became a structural burden, one created by 

the conditions of poverty. For many women, 

these obstacles made abortion inaccessible, 

even if they technically had the legal right to 

obtain one.  

By upholding Hyde, the Supreme 

Court effectively established this two-tiered 

system, with the Court confirming that 

constitutional rights did not guarantee the 

means to exercise them. Reproductive 

autonomy was made dependent on 

individual financial circumstances and the 

state level political culture. The legal battles 

following Hyde clarified this, and made it 

clear that the fight over abortion would be 

decided by who could afford it.  

Section 3: Culture Wars 

By the 1980s, the Hyde Amendment 

had become more than a funding restriction. 

It became a symbol. Beginning in 1976 as a 

policy decision buried in the federal budget, 

it grew into one of the defining features of 

the conservative movement. Hyde showed 

how questions about family, morality, and 

religion could be folded into debates about 

4
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government spending, which linked fiscal 

and moral conservatism.1  

Before the late 1970s, abortion had 

not been clearly split along party lines. 

There were liberal Republicans who 

supported Roe v Wade, and conservative 

Democrats who opposed abortion. But this 

political landscape changed dramatically as 

the New Right emerged. Evangelical leaders 

like Jerry Falwell and Paul Weyrich 

mobilized conservative Christians around 

issues such as school desegregation, the 

Equal Rights Amendment, and sex 

education2. Abortion became the unifying 

issue they needed, which was a morally 

charged topic that could bind fiscal 

conservatives, religious traditionalists, and 

statesô rights advocates. The political 

backlash against Roe occurred at the same 

time that the evangelical Christians were 

becoming more politically organized.3 Hyde 

provided a concrete policy issue around 

which these groups could mobilize, and 

helped them forge a new partisan identity. 

These debates that began over funding 

became part of a larger cultural conflict 

about the meaning of family, sexuality, and 

arguably, national values. The rhetoric that 

surrounded the Hyde Amendment reflected 

this shift, because instead of discussing 

abortion primarily in terms of womenôs 

autonomy or health, conservatives 
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increasingly framed the debate around the 

fetus. Sara Dubow argues that by the 1980s, 

the fetus had come to symbolize ña national 

innocence and moral purity,ò a life seen as 

separate from the woman and one deserving 

of state protection.4 This transformation was 

crucial because it allowed abortion 

opponents to present themselves as 

protecting vulnerable life instead of 

restricting womenôs rights.  

President Ronald Reagan played a 

major role in pushing this narrative. 

Although he had signed an abortion reform 

law when he was governor of California, by 

the time of his presidency in 1980, he had 

fully embraced the anti-abortion cause. In 

his 1983 essay ñAbortion and the 

Conscience of the Nation,ò he argued, ñWe 

cannot diminish the value of one category of 

human life, the unborn, without diminishing 

the value of all human life.ò5 With this 

statement, Reagan tied abortion to a broader 

moral crisis, suggesting that perhaps the 

nationôs character and spirituality were at 

stake. This argument resonated strongly with 

any evangelicals who had helped usher him 

into office, as he frequently spoke about the 

United States as a nation in need of moral 

renewal. His rhetoric helped solidify 

abortion as a moral anchor in the 

conservative identity, and made support for 

Hyde a test for Republican lawmakers.6 In 

5
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this environment, opposing the Hyde 

Amendment became politically risky, as it 

could be interpreted as rejecting the moral 

vision that Reagan had tied so closely to 

national identity. 

Meanwhile, the Hyde Amendmentôs 

budget framing allowed conservatives to 

present the issue in the language of limited 

government rather than explicitly presenting 

it as moral regulation. The idea that 

taxpayers should not be forced to support 

abortion with public funds gained traction 

among people who might not have outright 

embraced the anti-abortion movement. As 

Maris Vinovskis explains, Hyde represented 

a new style of policy making in which moral 

goals were pursued through fiscal 

restrictions rather than constitutional bans.1 

It was a quieter and more durable form of 

regulation.  

Blending moral politics and fiscal 

conservatism also helped solidify the 

broader culture wars of the 1980s and 90s. 

Issues like school prayers, sex education, 

gay rights, and welfare reform became 

linked together as defending ñtraditional 

values.ò2 The Hyde Amendment fit neatly 

into this framework, allowing conservatives 

to argue that they were simultaneously 

protecting unborn life and protecting 

taxpayers from government overreach.3 

They saw abortion as both a moral failure 
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and a misuse of public funds. However, this 

shift also made it increasingly difficult for 

Democrats to maintain a unified position on 

abortion. While most Democratic lawmakers 

supported the legal right to abortion, many 

were hesitant to outright oppose the Hyde 

Amendment, avoiding the risk of being 

labeled as anti-religion.4 As a result, the 

amendment was repeatedly renewed with 

bipartisan support. A newspaper article from 

1993 discussed the twenty years post-Roe, 

stating that Hyde displayed a ñmasterful 

understanding of the rules, procedures, and 

time constraints of the House,ò as he 

ñrounded up 254 of his colleagues 

(including 98 Democrats) to sustain [his 

amendment] and prohibit federal funding to 

pay for abortions for poor women5.ò The 

article clearly showed that Hydeôs durability 

did not only rest on conservatives but on a 

bipartisan reluctance to challenge Hyde as it 

was framed as fiscally responsible and 

morally protective.  

By the 1990s, the logic behind Hyde 

had become ingrained in national political 

identity. The idea that abortion was 

something the government should not fund 

became widely accepted. This masked the 

fact that Hyde had made abortion a class 

dependent right, one available to those who 

could afford it and inaccessible to those who 

could not.6 It played a key role in shaping 

these culture wars, by turning the 

5
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reproductive choices of women into 

questions of morality and national identity, 

instead of questions of justice and 

autonomy.  

Section 4: The Rise of Reproductive Justice 

The widening inequalities created by 

the Hyde Amendment did more than restrict 

access, as they exposed the limits of the 

existing pro-choice framework and set the 

stage for a new kind of activism. The 

measures taken by states may have seemed 

procedural, but combined with the lack of 

funding, they created this maze of barriers 

for low income women. Before the 

inequalities created by Hyde pushed 

activism in new directions, the reproductive 

rights movement of the 1970s was 

dominated by second wave feminist 

organizations such as NOW and NARAL1. 

These groups framed abortion primarily 

through the language of privacy and 

individual choice, relying heavily on Roeôs 

constitutional logic2. Yet this framework 

was limited. It often centered around middle 

class white women and assumed that once 

legal barriers were removed, access would 

naturally follow3. Poor women, women of 

color, and immigrant women repeatedly 

testified that legality meant little without 

affordable care, transportation, or childcare4. 

Their experiences highlighted structural 

inequalities that mainstream pro choice 

rhetoric did not address. By the late 1980s 
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and 1990s, many reproductive rights 

organizations began referring to the United 

States as having two systems of abortion 

access. In wealthier states, where medicaid 

or state funds covered abortion, access 

remained relatively stable. However, in 

other states, abortion access had become 

severely limited. The concept of ñchoice,ò 

which had been the foundation of pro-choice 

activism, no longer fit the reality. Abortion 

had shifted from a universal constitutional 

right to a right that had to be purchased. The 

Hyde Amendment redrew the map of 

reproductive freedom, determining where 

and to whom abortion was available.  

While the Hyde Amendment 

strengthened the conservative movement 

and reshaped how abortion was discussed in 

national politics, it also pushed reproductive 

rights activism in a new and beautiful 

direction. In the 70s, many mainstream 

feminist organizations had framed abortion 

mainly as a matter of individual choice, 

drawing directly from the privacy language 

of Roe v. Wade.5 The assumption was that if 

abortion was legal, women would be able to 

access it. But Hyde made it clear that 

legality and access were not the same thing, 

and that the concept of ñchoiceò was far less 

meaningful for women who could not afford 

the procedure in the first place. At first, 

mainstream pro-choice organizations 

struggled to respond. Groups like the 

National Association for the Repeal of 
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Abortion Laws (now known as 

Reproductive Freedom for All) and NOW 

(the National Organization for Women) 

continued to fight Hyde through legislative 

appeals and court challenges, and focused 

on restoring Medicaid coverage.1 However, 

these strategies were slow and had little 

success. Contemporary reports show how 

quickly grassroots feminist activism 

responded to Hyde. A 1979 Delaware 

County Daily Times article described more 

than forty NOW members and NARAL 

activists picketing a congressional dinner 

attended by Henry Hyde2. Protesters carried 

signs reading ñPoor people donôt have a 

choice about my body,ò and NOWôs 

Delaware County president Debbie Rubin 

told reporters that the Hyde Amendment 

ñeliminates all abortions for poor women 

except when the life of the mother is in 

danger3.ò She warned that measures like 

Hyde did not stop abortion but instead 

ñforce a return to back-alley and self-

inflicted abortions4.ò Meanwhile, women 

who were directly affected by Hyde were 

left to find practical ways to access the care 

they needed. This led to the early 

development of abortion funds, which were 

community based efforts in which 

volunteers raised money to help low income 

women pay for their abortions.5 These funds 
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showed that access could be supported by 

mutual aid and grassroots networks.  

The deeper and more transformative 

opposition to Hyde came from activists who 

were already organizing around healthcare 

inequality, racism, and economic justice. 

The focus was on the fact that the same 

systems that restricted abortion access also 

failed to provide basic healthcare, childcare, 

housing, and social support.6 For many 

women of color, the issue was not only the 

right to end a pregnancy, but also the right to 

raise children safely and with dignity7. This 

perspective was rooted in a longer history, 

as poor women and women of color had 

often faced contradictory and coercive forms 

of reproductive control, being denied 

contraception and abortion.8 The Hyde 

Amendment did not create this dynamic, 

though it did extend it into the post-Roe era 

by making abortion services unattainable to 

those without financial resources. Linda 

Gordon notes that decisions about public 

funding have long reflected judgments about 

which women should bear children and 

which should not, and Hyde reinforces 

exactly this kind of hierarchy.9 

By the early 1990s, these critiques 

began to merge into a new framework 
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known as Reproductive Justice. This term 

was coined by a group of Black women 

activists in 1994 who argued that the 

mainstream pro-choice movement was 

focusing too narrowly on the legal right to 

abortion, ignoring the economic and social 

barriers that shaped many womenôs 

decisions when it came to having an 

abortion.1 They insisted that reproductive 

freedom was not only about ending a 

pregnancy, but was also about having the 

conditions necessary to make and sustain 

meaningful choices in the first place.2 

Reproductive autonomy clearly required 

more than just legal permission to have an 

abortion. Access to healthcare, living wages, 

and safe housing are only a few resources 

that help in the fight for reproductive 

autonomy3. Organizations like SisterSong, 

founded in 1997, helped establish 

reproductive justice as a national 

movement4. It brought together Black, 

Latina, Indigenous, and Asian American 

women to argue that reproductive rights 

should be understood as human rights, 

grounded more in equality than just 

privacy.5 Their work highlighted that access 

to abortion, childcare, healthcare, and racial 

and economic justice were all deeply 

connected. The activism that emerged in 

response to the Hyde Amendment did not 

simply resist the policy, but it reframed the 

entire conversation about reproductive rights 

and freedoms. ñChoiceò was an incomplete 

framework, usually centered on the 
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experiences of white middle class women 

and overlooking the realities of those with 

less resources.6 

Conclusion 

Nearly fifty years after its passage, 

the Hyde Amendment continues to shape 

reproductive access in the United States. It 

did not overturn Roe v Wade, and it did not 

need to. By restricting Medicaid funding, 

Hyde redefined abortion as something that 

had to be purchased personally, even though 

it had been framed as a constitutional right. 

It set a precedent for how lawmakers could 

limit rights indirectly, though economic 

policy rather than outright prohibition. The 

Supreme Courtôs decision in Maher v Roe 

and Harris v McRae reinforced the shift by 

drawing a line between the right to choose 

and the ability for women to exercise that 

right. The court insisted that poverty was a 

private circumstance, not something that the 

state was obligated to help with. This stance 

made economic equality seem legally 

neutral, even as it was falling the hardest on 

poor women and women of color.  

The result was a stratified system in 

which abortion remained legal but unevenly 

available. Access varied dramatically by 

state, income level, and race, and the 

disparities only grew through time as clinics 

closed and new restrictions were passed. 

Lawmakers began to justify restrictions as 

defense of life rather than limitation on 
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women. Additionally, the activism that 

emerged from groups like the National 

Black Womenôs Health Project and 

SisterSong reframed abortion access as a 

part of a broader struggle of reproductive 

justice, insisting that reproductive freedom 

means not only the right to end a pregnancy, 

but also the right to raise children in safe 

and secure environments. This exposed what 

Hyde had been showing all along, that rights 

are only meaningful when people have the 

resources to act on them.  

On the one hand, the Hyde 

Amendment demonstrated how effectively 

lawmakers can use economic constraints to 

reshape constitutional rights without actually 

touching their legality. This persisted for 

decades, influencing battles over 

contraception access, parental consent laws, 

and clinic closures. On the other hand, Hyde 

also helped produce a more expansive 

movement for reproductive freedom, one 

that recognized the limits of legal victories 

without material support. The lesson learned 

from Hyde is that a right that cannot be 

accessed is not truly a right. The law might 

claim neutrality in withholding federal 

funds, but the consequences of that 

ñneutralityò are deeply unequal. The 

Supreme Courtôs ruling in Dobbs v. Jackson 

Womenôs Health Organization in 2022 

completed what Hyde set in motion. By 

allowing states to ban abortion outright, 

Dobbs transformed the unequal access made 

by Hyde into legal prohibition. The patterns 

of racial, geographic, and economic 

inequality exposed by Hyde now define the 

post-Dobbs landscape, showing that the 

struggle for reproductive freedom has 

always been connected to the struggle for 

equality. 

Classroom Practice 

Understanding the Hyde Amendment 

can also help social studies teachers think 

about how to teach topics like constitutional 

rights, inequality, and the ways legal 

decisions affect peopleôs everyday lives. For 

high school students, it can be difficult to 

understand how a right can exist on paper 

but still be unreachable in practice. The 

Hyde Amendment offers a clear example of 

this. Looking at cases like Maher v. Roe and 

Harris v. McRae helps students see how the 

Supreme Court can acknowledge a 

constitutional right while also allowing 

policies that make that right not accessible 

to certain groups. This gives teachers a 

concrete way to help students think about 

the difference between what the law says 

and how people actually experience it, 

which is an important part of civic learning. 

This topic is also useful for teaching 

about political realignment and the culture 

wars of the late twentieth century. Abortion 

was not always a purely partisan issue, and 

Hyde helps show students how moral, 

religious, and economic arguments came 

together to reshape politics on a national 

level. When teachers use primary sources 

like congressional testimonies, protest 

coverage, and presidential speeches, 

students can trace how different groups 

framed abortion and funding restrictions, 

and how these debates shaped the identity of 

the New Right. This not only builds 

studentsô analytical skills but also shows 

them how public policy becomes a cultural 
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symbol, not just a legal decision. Hyde also 

creates an opportunity to introduce the 

concept of reproductive justice, especially 

when teaching about movements led by 

women of color. Many high school students 

have never considered how race, class, and 

geography influence who can actually 

exercise their rights. Discussing how 

organizations like the National Black 

Womenôs Health Project and later 

SisterSong responded to Hyde helps 

students see how activism grows in response 

to inequality. Teachers never need to take a 

political stance to guide students through 

these conversations. Instead, they can 

highlight how different communities 

understood the consequences of Hyde and 

why some activists argued that ñchoiceò 

alone was not enough. 

All in all, the Hyde Amendment is a 

strong example for teaching disciplinary 

literacy in social studies. It encourages 

students to read court cases closely, compare 

historical interpretations, analyze political 

speeches, and connect policy decisions to 

real human outcomes. Using Hyde in the 

classroom shows students that history is not 

just about memorizing events, but can also 

be about understanding how power operates 

and how policies can reshape peopleôs lives.  
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Yogi Berra Museum and Learning Center 

 

 

 
The museum and learning centerôs 

permanent and rotating exhibitions tell the 

unique story of Yogi Berra, while exploring 

history, culture, science and society within 

the larger context of baseball and sports. It is 

located on the campus of Montclair State 

University at 8 Yogi Berra Drive, Little 

Falls, NJ 07424. It is open Wednesday-

Sunday from noon until 5 PM. Admission is 

$15 for adults, $10 for children under 18, 

and $10 for seniors. Admission is free for 

veterans and Montclair State students. 

Website: https://yogiberramuseum.org/ 

Yogi Berra transcended the world of 

sports to become an American icon. Few 

athletes have made such a transition. Yogi is 

a household name, known even to those 

unfamiliar with baseball history. He was a 

child of Italian immigrants, a World War II 

Navy gunner who served at D-Day, a record-

holding athlete, a Major League coach and 

manager, a husband and father, an engaged 

community member, a friend to many and, 

famously, a one-of-a-kind master with 

language who uttered some of the most 

frequently recalled sayings in American life. 

After a long career and during a very public 

retirement in which he remained involved in 

baseball, Yogi spent many of his days at the 

Yogi Berra Museum & Learning Center in 

Montclair, N.J., where his interests in 

education, sports and community came 

together as one. His legacy is carried on in 

the Museumôs exhibitions and programs. 

Yogi Berra Career Highlights 

Å Played on 10 world championship teams 

and 14 pennant winners in 17 full 

seasons; played in 75 World Series 

games 

Å Three-time American League Most 

Valuable Player (1951, 1954, 1955); 

never finished lower than fourth in MVP 

voting from 1950-57 

Å Led American League catchers in home 

runs and RBI in each of nine straight 

seasons (1949-1957) 

Å Selected to play in 15 successive All-

Star Games, 18x All -Star overall 

Å Played outfield early and late in his 

career, a total of 260 games 

Å Hit the first pinch hit home run in World 

Series history (1947) 

Å Caught at least 100 games in 10 seasons, 

and caught both games of 117 

doubleheaders 

Å Became one of only four catchers to 

have a 1.000 fielding percentage for the 

season (1958) 

Å Caught the only Perfect Game in World 

Series history (1956) 

Å Selected to the Major League Baseball 

All -Century Team 

Å No. 8 retired by the New York Yankees 

 

https://yogiberramuseum.org/
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Famous Yogi-isms 

Å ñWhen you come to a fork in the road, 

take it.ò 

Å ñIt ainôt over ôtil itôs over.ò 

Å ñItôs deja vu all over again.ò 

Å ñNever answer an anonymous letter.ò 

Å ñI didnôt really say everything I said.ò 

Å ñI want to thank you for making this day 

necessary.ò 

Å ñWe made too many wrong mistakes.ò 

Å ñYou can observe a lot by watching.ò 

Å ñThe future ainôt what it used to be.ò 

Å ñNobody goes there anymore. Itôs too 

crowded.ò 

Å ñIt gets late early out there.ò 

Å ñIf the world were perfect, it wouldnôt 

be.ò 

Å ñWhy buy good luggage? You only use 

it when you travel.ò 

Å ñIf the people donôt want to come out to 

the ballpark, nobodyôs going to stop 

them.ò 

Å ñPair up in threes.ò 

Å ñWe were overwhelming underdogs.ò 
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Documenting the 250th Anniversary of the Declaration of Independence 

 

 

Fabrizio Caruso and Sofia Sanchez 

 

  

1. Common Sense by Thomas Paine (1776) 

2. Remember the Ladies by Abigail Adams (1776) 

3. Declaration of Independence, July 4, 1776 

4. Preamble to the United States Constitution (1787) 

5. Declaration of the Rights of Man, August 26, (1789) 

6. Celebrating the Declaration of Independence by John Q. Adams (1821) 

7. Speech on the Oregon Bill by John C. Calhoun (1848) 

8. Declaration of Sentiments (1848) 

9. What to the Slave is the Fourth of July by Frederick Douglass (1852) 

10. Gettysburg Address by Abraham Lincoln (1863) 

11. Thirteenth Amendment (1865) 

12. The New Colossus by Emma Lazarus (1883) 

13. Release from Woodstock Jail by Eugene V. Debs (1895) 

14. Nineteenth Amendment (1920) 

15. Four Freedoms Speech by Franklin Roosevelt (1941) 

16. The Struggle for Human Rights by Eleanor Roosevelt (1948) 

17. Universal Declaration of Human Rights (1948) 

18. Declaration of Conscience by Senator Margaret Chase Smith (1950) 

19. Farewell Address by Dwight D. Eisenhower (1961) 

20. Nationôs Space Effort by John F. Kennedy (1962) 

21. I Have a dream by Dr. Martin Luther King, Jr. (1963) 

22. Civil Rights Act (1964) 

23. Bicentennial Ceremony by Gerald R. Ford (1976) 

24. The Hill We Climb by Amanda Gorman (2021) 

 

Common Sense ï Thomas Paine, January 10, 1776 

Thomas Paine published Common Sense anonymously in a pamphlet in 1776. In it, he called for 

independence from Great Britain, which was a foreign idea at the time. He argued that his claims 

were common sense and that breaking away from the rule of Great Britain was a necessity for the 

good of the colonists. 
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In the following pages I offer nothing more than simple 

facts, plain arguments, and common senseé 

I have heard it asserted by some, that as America 

has flourished under her former connection with Great-

Britain, the same connection is necessary towards her 

future happiness, and will always have the same effect. 

Nothing can be more fallacious than this kind of argument. 

We may as well assert that because a child has thrived 

upon milk, that is never to have meat, or that the first 

twenty years of our lives is to become a precedent for the 

next twenty. But even this is admitting more than is true; 

for I answeré that America would have flourished as 

much, and probably much more, had no European power taken any notice of her. The commerce 

by which she hath enriched herself are the necessaries of life, and will always have a market while 

eating is the custom of Europe. 

 

But she has protected us, say someé We have boasted the protection of Great Britain, without 

considering, that her motive was interest not attachmenté This new World hath been the asylum 

for the persecuted lovers of civil and religious liberty from every part of Europeé As Europe is 

our market for trade, we ought to form no partial connection with any part of ité 

 

Europe is too thickly planted with Kingdoms to be long at peace, and whenever a war breaks out 

between England and any foreign power, the trade of America goes to ruin, because of her 

connection with Britainé There is something absurd, in supposing a Continent to be perpetually 

governed by an islandé 

 

Where, say some, is the king of America? I'll tell you, Friend, he reigns above, and doth not make 

havoc of mankind like the royal brute of Great Britainé So far as we approve of monarchyé in 

America the law is kingé  

 

A government of our own is our natural righté Ye that oppose independence now, ye know not 

what ye do: ye are opening the door to eternal tyranny. . . 

 

 

Questions: 

1. How does Paine compare America to a child? How does this compare to the situation of 

America wanting independence? 

2. Why is Great Britain protecting America, according to Paine? 

3. What happens to America whenever Great Britain is at war? Why?  

4. According to Paine, who is the king of America? 

5. What does Paine say of people who are opposing independence? 
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ñRemember the Ladiesò ï Abigail Adams, March 31, 1776 

Abigail Adams was the wife of revolutionary and second president John Adams. She herself fought 

for the rights of colonists and advocated for equal rights for women in a time where this was 

uncommon. In one of her frequent letters to John Adams, she urged him to ñremember the ladiesò 

as he was working on the initial draft to the Declaration of Independence. Ultimately, the wording 

of the Declaration of Independence was exclusionary and women did not receive equal rights until 

the twentieth century. 

 

Tho we felicitate ourselves, we sympathize with 

those who are trembling least the Lot of Boston 

should be theirs. But they cannot be in similar 

circumstances unless pusillanimity and cowardise 

should take possession of them. They have time and 

warning given them to see the Evil and shun it. ð I 

long to hear that you have declared an independancy 

ð and by the way in the new Code of Laws which I 

suppose it will be necessary for you to make I desire 

you would Remember the Ladies, and be more 

generous and favourable to them than your ancestors. 

Do not put such unlimited power into the hands of the 

Husbands. Remember all Men would be tyrants if 

they could. If particular care and attention is not paid 

to the Ladies, we are determined to foment a 

Rebellion, and will not hold ourselves bound by any 

Laws in which we have no voice, or Representation. 

 

That your Sex are Naturally Tyrannical is a Truth so thoroughly established as to admit of no 

dispute, but such of you as wish to be happy willingly give up the harsh title of Master for the 

more tender and endearing one of Friend. Why then, not put it out of the power of the vicious and 

the Lawless to use us with cruelty and indignity with impunity. Men of Sense in all Ages abhor 

those customs which treat us only as the vassals of your Sex. Regard us then as Beings placed by 

providence under your protection and in imitation of the Supreme Being make use of that power 

only for our happiness. 

 

Questions: 

1. What is Abigail Adams asking of John Adams? 

2. What does Abigail Adams believe of all men? 

3. Why must men pay attention to the ladies, according to Adams? 

 

Declaration of Independence ï July 4, 1776 
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On July 4, 1776, the most important foundational document in the history of the United States was 

approved by the Second Continental Congress. The Declaration of Independence, penned by 

Thomas Jefferson, outlined a formal ñdeclarationò of the 13 colonies as an independent, sovereign 

state that had broken away from the British Crown and listed various grievances that the new 

country had against the King. Jefferson scattered the document with political and social 

ideological thought that would become ingrained principles of American government and society. 

 

ñWhen in the Course of human events, it becomes necessary for one people to dissolve the 

political bands which have connected them with another, and to assume among the powers of the 

earth, the separate and equal station to which the Laws of Nature and of Nature's God entitle them, 

a decent respect to the opinions of mankind requires that they should declare the causes which 

impel them to the separation. 

We hold these truths to be self-evident, that all men are created equal, that they are endowed 

by their Creator with certain unalienable Rights, 

that among these are Life, Liberty and the pursuit 

of Happiness.--That to secure these rights, 

Governments are instituted among Men, deriving 

their just powers from the consent of the 

governed, --That whenever any Form of 

Government becomes destructive of these ends, 

it is the Right of the People to alter or to abolish 

it, and to institute new Government, laying its 

foundation on such principles and organizing its 

powers in such form, as to them shall seem most likely to effect their Safety and Happiness. 

Prudence, indeed, will dictate that Governments long established should not be changed for light 

and transient causes; and accordingly all experience hath shewn, that mankind are more disposed 

to suffer, while evils are sufferable, than to right themselves by abolishing the forms to which they 

are accustomed. But when a long train of abuses and usurpations, pursuing invariably the same 

Object evinces a design to reduce them under absolute Despotism, it is their right, it is their duty, 

to throw off such Government, and to provide new Guards for their future security.--Such has been 

the patient sufferance of these Colonies; and such is now the necessity which constrains them to 

alter their former Systems of Governmentéò 

 

Questions: 

1. What are the three ñunalienable Rightsò Thomas Jefferson identifies? 

2. According to Jefferson, what must the people do if a government fails to safeguard these 

unalienable Rights? 

3. In your opinion, has the U.S. government upheld the message and liberties outlined in the 

Declaration of Independence. Explain. 

 

Preamble to the Constitution, 1787 
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Once the United States declared its 

independence from Great Britain, the 

nationôs founders needed a stronger, 

more structured set of laws for 

government. The initial Articles of 

Confederation were weak and did 

structure the government in a way that 

would be sustainable. Thus, the 

Constitution was formed after 

deliberation at the Constitutional 

Convention. The Preamble serves as the 

introduction to the Constitution as a 

whole and establishes the tone and goals for this new budding nation.  

 

ñWe the People of the United States, in Order to form a more perfect Union, establish 

Justice, insure domestic Tranquility, provide for the common defense, promote the general 

Welfare, and secure the Blessings of Liberty to ourselves and our Posterity, do ordain and establish 

this Constitution for the United States of America.ò 

 

Questions: 

1. What is the importance of the first three words of the Constitution? 

2. List the six goals outlined in the Constitution. 

3. Why was it important for the United States to write the Constitution after the Articles of 

Confederation? 

4. Select one of the goals of the Constitution. Why do you think the authors believed it was 

important to include the goal that you chose?  

 

ñDeclaration of the Rights of Manò ï National Assembly of France, August 26, 1789 

Just a few years after the end of the American Revolution, France was experiencing a revolution 

of their own. The Third Estate had become overwhelmingly frustrated by the poverty, stagnant 

economic growth, inept leadership, and poor quality of life they faced while the First and Second 

Estates lived in luxury and prosperity. The newly formed National Assembly released the 

Declaration of the Rights of Man in the midst of this violent revolution. 

 

ñThe representatives of the French people, organized as a National Assembly, believing that the 

ignorance, neglect, or contempt of the rights of man are the sole cause of public calamities and of 

the corruption of governments, have determined to set forth in a solemn declaration the natural, 

unalienable, and sacred rights of man, in order that this declaration, being constantly before all the 

members of the Social body, shall remind them continually of their rights and dutieséTherefore 
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the National Assembly recognizes and proclaims, in the presence and under the auspices of the 

Supreme Being, the following rights of man and of the citizen: 

 

Articles:  

1. Men are born and remain free and equal in rights. Social distinctions may be founded only upon 

the general good. 

2. The aim of all political association is the 

preservation of the natural and 

imprescriptible rights of man. These rights 

are liberty, property, and security, and 

resistance to oppression. 

3. The principle of all sovereignty resides 

essentially in the nation. No body nor 

individual may exercise any authority which 

does not proceed directly from the nation. 

é7. No personal shall be accused, arrested, 

or imprisoned except in the cases and according to the forms prescribed by law. Any one soliciting, 

transmitting, executing, or causing to be executed, any arbitrary order, shall be punished. 

é9. As all persons are held innocent until they have been declared guiltyé 

10. No one shall be disquieted on account of his opinions, including his religious views, provided 

their manifestation does not disturb the public order established by law. 

11. The free communication of ideas and opinions is one of the most precious of the rightsé 

 

Questions: 

1. According to the preamble, what is the purpose of this declaration? 

2. In the context of the French Revolution, why is the wording of ñequal in rightsò significant? 

3. Discuss the extent in which this declaration compares to the Declaration of Independence? 

4. How do the two declarations define the rights guaranteed to all men? 

 

ñCelebrating the Declaration of Independenceò ïJohn Quincy Adams, July 4, 1821 

While serving as Secretary of State under President James Monroe, John Quincy Adams was 

invited to Congress to give a speech to commemorate the 45th anniversary of the Declaration of 

Independence. Adams spends much of this speech praising the Declaration and commending the 

Founding Fathersô bravery and triumph over the British Crown in establishing the new nation. 

This speech has become synonymous with the idea of ñAmerican exceptionalism.ò 

 

ñ...In the long conflict of twelve years which had preceded and led to the Declaration of 

Independence, our fathers had been not less faithful to their duties, than tenacious of their rights. 

Their resistance had not been rebellion. It was not a restive and ungovernable spirit of ambition, 

bursting from the bonds of colonial subjection; it was the deep and wounded sense of successive 



Teaching Social Studies, vol. 26, no. 1 (Winter/Spring 2026)  

188 

 

wrongs, upon which complaint had been only answered by aggravation, and petition repelled with 

contumely, which had driven them to their last stand upon the adamantine rock of human rights. 

 éIt was the first solemn declaration by a nation of the only legitimate foundation of civil 

government. It was the cornerstone of a new fabric, destined to cover the surface of the globe. It 

demolished at a stroke the lawfulness of all governments founded upon conquest. It swept away 

all the rubbish of accumulated centuries of servitude. 

 éIt will be acted oôer [over], fellow-citizens, but it can 

never be repeated. It stands, and must forever stand alone, a beacon 

on the summit of the mountain, to which all the inhabitants of the 

earth may turn their eyes for a genial and saving light, till time shall 

be lost in eternity, and this globe itself dissolve, nor leave a wreck 

behind. It stands forever, a light of admonition to the rulers of men; 

a light of salvation and redemption to the oppressedéso long shall 

this declaration hold out to the sovereign and to the subject the 

extent and the boundaries of their respective rights and duties; 

founded in the laws of nature and of natureôs God. Five and forty 

years have passed away since this Declaration was issued by our 

fathers; and here are we, fellow-citizens, assembled in the full 

enjoyment of its fruits.ò 

 

Questions: 

1. What does John Quincy Adams say the Declaration of Independence was the ñfirstò 

declaration to do? 

2. Why does Adams call the American Revolution a ñresistance,ò not a ñrebellion?ò 

3. Why does Adams call the Declaration a ñbeacon on the summit of the mountain?ò 

4. Do you agree with Adamsô perspective of the revolution and the Declaration? Explain. 

 

ñSpeech on the Oregon Billò ï Senator John C. Calhoun, June 27, 1848 

As the nation crept closer to an impending Civil War, American politics became engulfed over the 

issue of slavery. One of the leading voices of the pro-slavery movement was South Carolina 

Democrat senator John C. Calhoun. After serving as Andrew Jacksonôs vice president, he ended 

his career in the Senate. There, he was one of the Democratic Partyôs most outspoken supporters 

for ñstatesô rightsò to defend and uphold slavery within its borders. This speech was in response 

to the Oregon Bill, which was set to outlaw slavery practices in the new Oregon territory. 
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ñThe proposition to which I allude, has become an axiom in 

the minds of a vast majority on both sides of the Atlantic, and is 

repeated daily from tongue to tongue, as an established and 

incontrovertible truth; it is, that ñall men are born free and equal.ò I 

am not afraid to attack error, however deeply it may be entrenched, 

or however widely extended, whenever it becomes my duty to do so, 

as I believe it to be on this subject and occasion. 

 Taking the proposition literally (it is in that sense it is 

understood), there is not a word of truth in it. It begins with ñall men 

are born,ò which is utterly untrue. Men are not born. Infants are born. 

They grow to be men. And concludes with asserting that they are born 

ñfree and equal,ò which is not less false. They are not born free. While 

infants they are incapable of freedom, being destitute alike of the capacity of thinking and acting, 

without which there can be no freedom. Besides, they are necessarily born subject to their parents, 

and remain so among all people, savage and civilized, until the development of their intellect and 

physical capacity enables them to take care of themselvesé 

If we trace it back, we shall find the proposition differently expressed in the Declaration of 

Independence. That asserts that ñall men are created equal.ò The form of expression, though less 

dangerous, is not less erroneousé 

é [G]overnment has no right to control individual liberty beyond what is necessary to the 

safety and well-being of society. Such is the boundary which separates the power of government 

and the liberty of the citizen or subject in the political state, which, as I have shown, is the natural 

state of manðthe only one in which his race can exist, and the one in which he is born, lives, and 

dies.ò 

 

Questions: 

1. What does Senator Calhoun say about the phrase ñall men are created equal?ò 

2. According to Calhoun, how should the governmentôs role be limited? 

3. What is the connection that Senator Calhoun makes between liberty and race? What does 

this mean about his message in this speech? 

 

Declaration of Sentiments ï Seneca Falls Womenôs Rights Convention, 1848 

At the Womenôs Rights Convention in 1848, 68 women and 32 men signed the ñDeclaration of 

Sentimentsò, which was essentially a Bill of Rights for women. The document called for equal 

social, civil, and political liberties for women, which included the right to vote, equal education 

opportunities, and more legal protections. Elizabeth Cady Stanton served as the primary author 

as well as Lucretia Mott and Martha Coffin Wright. The Declaration of Sentiments was modeled 

after the Declaration of Independence, which was written just 72 years prior.  
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ñWe hold these truths to be self-evident; that all men 

and women are created equal; that they are endowed by their 

Creator with certain inalienable rights; that among these are 

life, liberty, and the pursuit of happiness; that to secure these 

rights governments are instituted, deriving their just powers 

from the consent of the governed. [...]  

ñThe history of mankind is a history of repeated 

injuries and usurpations on the part of man toward woman, 

having in direct object the establishment of an absolute 

tyranny over her. To prove this, let facts be submitted to a 

candid world. He has never permitted her to exercise her 

inalienable right to the elective franchise. He has compelled 

her to submit to laws, in the formation of which she had no 

voice. He has withheld from her rights which are given to the 

most ignorant and degraded men - both natives and foreigners. Having deprived her of this first 

right as a citizen, the elective franchise, thereby leaving her without representation in the halls of 

legislation, he has oppressed her on all sides. He has made her, if married, in the eye of the law, 

civilly dead. He has taken from her all right in property, even to the wages she earns. [...] 

ñNow, in view of this entire disfranchisement of one-half the people of this country, their 

social and religious degradation, - in view of the unjust laws above mentioned, and because women 

do feel themselves aggrieved, oppressed, and fraudulently deprived of their most sacred rights, we 

insist that they have immediate admission to all the rights and privileges which belong to them as 

citizens of these United States.ò 

 

Questions: 

1. What other document is the introduction to the Declaration of Sentiments modeled after? 

2. What is the purpose of this excerpt of the Declaration of Sentiments? 

3. List two of the grievances that the authors included. 

4. Do you believe that this declaration is convincing enough to help women gain equal rights? 

What would you change if anything? 

 

 

ñWhat to the Slave is the Fourth of July?ò ï Frederick Douglass, July 5, 1852 

Frederick Douglass was born into slavery in Maryland in 1818. He escaped slavery in 1838 and 

used his tutoring of the English language to become a renowned orator and writer. He used the 

strength of his words to call for the abolition of slavery and worked to ensure freedom for all 

enslaved people. This speech was written to encourage people to think about what the Fourth of 

July means for those in America who are not free and who do not experience the same rights and 

opportunities as their White counterparts.  
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ñThis, for the purpose of this celebration, is the 4th of 

July. It is the birthday of your National Independence, and of 

your political freedom . . . There is consolation in the thought 

that America is young [...] The simple story of it is, that, 76 

years ago, the people of this country were British subjects . . 

. You were under the British Crown . . . But, your fathers . . . 

They went so far in their excitement as to pronounce the 

measures of government unjust, unreasonable, and 

oppressive, and altogether such as ought not to be quietly 

submitted to [...] Citizens, your fathers made good that 

resolution. They succeeded; and to-- day you reap the fruits 

of their success. The freedom gained is yours; and you, 

therefore, may properly celebrate this anniversary. The 4th of 

July is the first great fact in your nationôs historyðthe very 

ring-- bolt in the chain of your yet undeveloped destiny. 

ñWhat, to the American slave, is your 4th of July? I answer: a day that reveals to him, more 

than all other days in the year, the gross injustice and cruelty to which he is the constant victim. 

To him, your celebration is a sham; your boasted liberty, an unholy license; your national 

greatness, swelling vanity; your sounds of rejoicing are empty and heartless; your denunciations 

of tyrants, brass fronted impudence; your shouts of liberty and equality, hollow mockery; your 

prayers and hymns, your sermons and thanksgivings, with all your religious parade, and solemnity, 

are, to him, mere bombast, fraud, deception, impiety, and hypocrisyða thin veil to cover up crimes 

which would disgrace a nation of savages. There is not a nation on the earth guilty of practices, 

more shocking and bloody, than are the people of these United States, at this very hour. Go where 

you may, search where you will, roam through all the monarchies and despotisms of the old world, 

travel through South America, search out every abuse, and when you have found the last, lay your 

facts by the side of the every day practices of this nation, and you will say with me, that, for 

revolting barbarity and shameless hypocrisy, America reigns without a rival [...] 

ñAllow me to say, in conclusion . . . I do not despair of this country. There are forces in 

operation, which must inevitably, work the downfall of slavery. ñThe arm of the Lord is not 

shortened,ò and the doom of slavery is certain. I, therefore, leave off where I began, with hope.ò 

 

Questions: 

1. What words does Douglass use that show he does not align with free Americans? 

2. How is the fourth of July different for enslaved people and free people? Use one example 

from the text. 

3. How does Douglass conclude his speech? Why do you think he feels this way? 

 

ñGettysburg Addressò ï Abraham Lincoln, November 19, 1863 

Between July 1 and 3, 1863, the bloodiest battle of the Civil War took place in Gettysburg, 

Pennsylvania. Both the Union and Confederacy faced catastrophic losses, with casualties totaling 
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over 50,000 men. The Battle of Gettysburg remains the deadliest battle of American history. Four 

months later, President Abraham Lincoln arrived at Gettysburg to declare the battlefield as a 

national cemetery. Many in the crowd were anticipating a long speech from President Lincoln, 

however this famous address only lasted about 3 minutes. Nevertheless, the Gettysburg Address 

would become enshrined as one of Lincolnôs, and U.S. historyôs, most powerful speeches. 

 

ñFour score and seven years ago our fathers brought forth on this continent, a new nation, 

conceived in Liberty, and dedicated to the proposition that all men are created equal.  

Now we are engaged in a great civil war, testing whether that nation, or any nation so 

conceived and so dedicated, can long endure. We are met on a great 

battle-field of that war. We have come to dedicate a portion of that field, 

as a final resting place for those who here gave their lives that that 

nation might live. It is altogether fitting and proper that we should do 

this. 

éBut, in a larger sense, we can not dedicateïwe can not 

consecrateïwe can not hallowïthis ground. The brave men, living and 

dead, who struggled here, have consecrated it, far above our poor power 

to add or detract. The world will little note, nor long remember what 

we say here, but it can never forget what they did here. It is for us the 

living, rather, to be dedicated here to the unfinished work which they 

who fought here have thus far so nobly advanced. It is rather for us to 

be here dedicated to the great task remaining before usïthat from these 

honored dead we take increased devotion to that cause for which they gave the last full measure 

of devotionïthat we here highly resolve that these dead shall not have died in vainïthat this nation, 

under God, shall have a new birth of freedomïand that government of the people, by the people, 

for the people, shall not perish from the earth.ò 

 

Questions: 

1. According to Lincoln, what is the ñpropositionò that the nation was founded on? 

2. What is this civil war ñtesting?ò 

3. What is Lincolnôs tone throughout the speech? Use at least two pieces of textual evidence 
to support your response. 

4. How does President Lincoln use ideas from the Declaration of Independence in this 

speech? To what extent is it effective? Use at least two pieces of textual evidence to support 

your response. 

 

Thirteenth Amendment, 1865 

The Thirteenth Amendment to the Constitution abolished slavery and involuntary servitude in the 

United States. Slavery had been an institution in the United States since the first ship holding 

enslaved people arrived from the shores of Africa in 1619. Prior to the entire United States 

abolishing slavery, some states had already dismantled the system of slavery. Many became 
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champions for the abolition of slavery and helped enslaved people escape to freedom. The 

amendment was ratified in December 1865 after being passed by Congress in January 1865. The 

Thirteenth Amendment serves as the first of the three Reconstruction Amendments. While it ended 

legal slavery, Southern states later used the ñpunishment for crimeò clause to create ñBlack 

Codesò, which prevented Black people from voting and limited their rights. 

 

ñSection 1 

Neither slavery nor involuntary servitude, except as 

a punishment for crime whereof the party shall have 

been duly convicted, shall exist within the United 

States, or any place subject to their jurisdiction. 

 

ñSection 2 

Congress shall have power to enforce this article by 

appropriate legislation.ò 

 

Questions: 

1. What did the thirteenth amendment accomplish? 

2. Where is involuntary servitude still legal? 

3. Who has the power to enforce the thirteenth 

amendment? 

4. Do you believe that it is justified for involuntary 

servitude to be used for criminal offenders? Why or 

why not? 

 

 

The New Colossus ï Emma Lazarus, 1883 

Emma Lazarus was an American poet who wrote the poem ñThe New Colossusò in 1883. When 

writi ng this sonnet, she was inspired by the Statue of Liberty and what the statue represents. In 
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1903, this poem was engraved onto a bronze plaque and is now on the base of the Statue of Liberty 

in New York.  

 

Not like the brazen giant of Greek fame, 

With conquering limbs astride from land to land; 

Here at our sea-washed, sunset gates shall stand 

A mighty woman with a torch, whose flame 

 

Is the imprisoned lightning, and her name 

Mother of Exiles. From her beacon-hand 

Glows world-wide welcome; her mild eyes command 

The air-bridged harbor that twin cities frame. 

ñKeep, ancient lands, your storied pomp!ò cries she 

 

With silent lips. ñGive me your tired, your poor, 

Your huddled masses yearning to breathe free, 

The wretched refuse of your teeming shore. 

Send these, the homeless, tempest-tost to me, 

I lift my lamp beside the golden door!ò 

 

 

 

Questions: 

1. How does Emma Lazarus describe the Statue of Liberty in the poem? Use one line from 

the text that supports your answer. 

2. What group of people might lines 10-14 be referring to? How do you know? 

3. Why is it appropriate that Emma Lazarusôs poem ñThe New Colossusò appears on the base 
of the Statue of Liberty? 

 

 

ñSpeech on Release from Woodstock Jailò ï Eugene V. Debs, November 22, 1895 

Eugene V. Debs was one of the nationôs leading critics of big business and corporations. He was 

an adamant socialist and sought to educate workers to unionize to combat malicious business 

practices by their employers. In 1893, there was a massive strike organized against the Pullman 

Sleeping Car Company. Debs helped organize a boycott with the American Railway Union. 

President Grover Cleveland had sent the U.S. military to handle the strike, and Debs was later 

arrested for federal contempt and conspiracy charges. 

 

 ñManifestly the spirit of ó76 still survives. The fires of liberty and noble aspirations are not 

yet extinguished. I greet you tonight as lovers of liberty and as despisers of despotism. I 

comprehend the significance of this demonstration and appreciate the honor that makes it possible 
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for me to be your guest on such an occasion. The vindication and glorification of American 

principles of government, as proclaimed to the world in the Declaration of Independence, is the 

high purpose of this convocation. 

 Speaking for myself personally I am not certain whether this is an 

occasion for rejoicing or lamentation. I confess to a serious doubt as to 

whether this day marks my deliverance from bondage to freedom or my 

doom from freedom to bondageéIt is not law nor the administration of 

law of which I complain. It is the flagrant violation of the Constitution, 

the total abrogation of law and the usurpation of judicial and despotic 

power, by virtue of which my colleagues and myself were committed to 

jail, against which I enter my solemn protest; and any honest analysis of 

the proceedings must sustain the haggard truth of the indictment. 

 In a letter recently written by the venerable Judge Trumbull that 

eminent jurist says: ñThe doctrine announced by the Supreme Court in the 

Debs case, carried to its logical conclusion, places every citizen at the mercy of any prejudiced or 

malicious federal judge who may think proper to imprison him.ò. .  

 The theme tonight is personal liberty; or giving it its full height, depth, and breadth, 

American liberty, something that Americans have been accustomed to eulogize since the 

foundation of the Republic, and multiplied thousands of them continue in the habit to this day 

because they do not recognize the truth that in the imprisonment of one man in defiance of all 

constitutional guarantees, the liberties of all are invaded and placed in peril. 

 

Questions: 

1. What ideas is Debs referencing when he says ñthe spirit of ó76 still survives?ò 

2. What rights does Debs claim the government has taken away from him and/or denied? 

3. Do you agree with Debsô analysis of the situation he faced during the Pullman Strike? 

Explain your answer using evidence from the speech. 

 

 Nineteenth Amendment, 1920 

From the founding of the United States, women have been championing for equal rights and the 

ability to vote. From Abigail Adams calling for John Adams to ñremember the ladiesò to the 

suffragettes of the nineteenth and twentieth centuries, women and their allies had been calling for 

equal opportunities since Americaôs inception. In 1920, the nineteenth amendment was ratified 

and women were guaranteed the right to vote.  
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ñThe right of citizens of the United States to 

vote shall not be denied or abridged by the 

United States or by any State on account of sex. 

 

ñCongress shall have power to enforce this 

article by appropriate legislation.ò 

 

Questions: 

1. What did the nineteenth amendment 

accomplish? 

2. Who holds the power to enforce this 

amendment? 

Do you think that any women were prevented 

from voting following the 19th amendment? Who? Why? 

 

 ñFour Freedoms Speechò ï President Franklin D. Roosevelt, January 6, 1941 

As World War II engulfed Europe, President Roosevelt and the U.S. government navigated the 

tightrope of effective foreign policy. The United States had long held a strong position of 

isolationism, and many Americans were firmly opposed to any involvement in Europeôs second 

world war. However, the U.S. government had shifted away from its isolationism by the end of the 

1930s. FDRôs State of the Union address in 1941 echoed a new dawn of American interventionism, 

as he outlined the four freedoms everybody in the world was entitled to. 

 

ñSince the permanent formation of our Government under 

the Constitution, in 1789, most of the periods of crisis in our history 

have related to our domestic affairs. Fortunately, only one of theseï

the four year War Between the Statesïever threatened our national 

unity. Today, thank God, one hundred and thirty million Americans, 

in forty-eight States, have forgotten points of compass in our 

national unity. 

 éIn like fashion from 1815 to 1914ïninety-nine yearsïno 

single war in Europe or in Asia constituted a real threat against our 

future or against the future of any other American nationféIn the 

future days, which we seek to make secure, we look forward to a 

world founded upon four essential human freedoms. 

 The first is freedom of speech and expressionïeverywhere in the world. 

 The second is freedom of every person to worship God in his own wayïeverywhere in the 

world. 
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 The third is freedom from wantïwhich, translated into world terms, means economic 

understandings which will secure to every nation a healthy peacetime life for its inhabitantsï

everywhere in the world. 

 The fourth is freedom from fearïwhich, translated into world terms, means a world-wide 

reduction of armaments to such a point in such a thorough fashion that no nation will be in a 

position to commit an act of physical aggression against any neighborïanywhere in the world. 

 That is no vision of a distant millennium. It is a definite basis for a kind of world attainable 

in our own time and generation. That kind of world is the very anthesis of the so-called new order 

of tyranny which the dictators seek to create with the crash of a bomb.ò 

 

Questions: 

1. What does FDR say has been the reason for (most) periods of crisis in U.S. history? Why 

is the current situation in Europe (World War II) different? 

2. What are the four freedoms FDR lists in this speech? 

3. In your opinion, do people ñeverywhere in the worldò experience the four freedoms today? 
Explain your answer. 

 

ñThe Struggle for Human Rightsò ï Eleanor Roosevelt, 1948 

Eleanor Roosevelt was the first lady of the United States from 1933-1945 while her husband, 

Franklin D. Roosevelt, was president. She redefined the role by speaking out often and calling 

attention to important social issues. Her speech ñThe Struggle for Human Rightsò was given at 

the United Nations, to which she served as a delegate to its General Assembly, where she served 

as chair of the commission that drafted the Universal Declaration of Human Rights. 

 

We must not be confused about what freedom is. Basic 

human rights are simple and easily understood: freedom 

of speech and a free press; freedom of religion and 

worship; freedom of assembly and the right of petition; 

the right of men to be secure in their homes and free from 

unreasonable search and seizure and from arbitrary arrest 

and punishment. We must not be deluded by the efforts 

of the forces of reaction to prostitute the great words of 

our free tradition and thereby to confuse the struggle. 

Democracy, freedom, human rights have come to have a 

definite meaning to the people of the world which we 

must not allow any nation to so change that they are made synonymous with suppression and 

dictatorshipé 

The basic problem confronting the world today, as I said in the beginning, is the 

preservation of human freedom for the individual and consequently for the society of which he is 

a part. We are fighting this battle again today as it was fought at the time of the French Revolution 

and at the time of the American Revolution. The issue of human liberty is as decisive now as it 
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was then. I want to give you my conception of what is meant in my country by freedom of the 

individualé 

 Indeed, in our democracies we make our freedoms secure because each of us is expected 

to respect the rights of others and we are free to make our own lawsé 

      Basic decisions of our society are made through the expressed will of the people. That is 

why when we see these liberties threatened, instead of falling apart, our nation becomes unified 

and our democracies come together as a unified group in spite of our varied backgrounds and many 

racial strainsé 

 It is my belief, and I am sure it is also yours, that the struggle for democracy and freedom 

is a critical struggle, for their preservation is essential to the great objective of the United Nations 

to maintain international peace and securityé 

 The future must see the broadening of human rights throughout the world. People who have 

glimpsed freedom will never be content until they have secured it for themselves. In a true sense, 

human rights are a fundamental object of law and government in a just society. Human rights exist 

to the degree that they are respected by people in relations with each other and by governments in 

relations with their citizens. 

 

Questions: 

1. What are the basic human rights that Eleanor Roosevelt claims are ñsimple and easily 

understoodò? 

2. What does Roosevelt say makes freedom secure? 

3. In your opinion, why are freedom and democracy essential for all people? 

 

ñUniversal Declaration of Human Rightsò ï United Nations, December 10, 1948 

Following the end of World War II, the victorious European powers and the United States created 

a new global organization to govern international affairs. The United Nations was created to 

replace the failed League of Nations, and serve as the leading world institution to maintain peace, 

protect human rights, and prevent future wars and conflict. One of the first declarations of the 

United Nations was the Universal Declaration of Human Rights (UDHR). Below are Articles 1 

through 7 of the UDHR.  

 

Article 1  

All human beings are born free and equal in dignity and rights. They are endowed with reason and 

conscience and should act towards one another in a spirit of brotherhood.  

Article 2  

Everyone is entitled to all the rights and freedoms set forth in this Declaration, without distinction 

of any kind, such as race, colour, sex, language, religion, political or other opinion, national or 

social origin, property, birth or other status. Furthermore, no distinction shall be made on the basis 

of the political, jurisdictional or international status of the country or territory to which a person 

belongs, whether it be independent, trust, non-self-governing or under any other limitation of 

sovereignty.  
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Article 3  

Everyone has the right to life, liberty and the security of person.  

Article 4  

No one shall be held in slavery or servitude; slavery and the slave 

trade shall be prohibited in all their forms.  

Article 5  

No one shall be subjected to torture or to cruel, inhuman or degrading 

treatment or punishment.  

Article 6  

Everyone has the right to recognition everywhere as a person before 

the law.  

Article 7  

All are equal before the law and are entitled without any discrimination to equal protection of the 

law. All are entitled to equal protection against any discrimination in violation of this Declaration 

and against any incitement to such discrimination.  

 

Questions: 

1. Identify three (3) rights that are guaranteed by the UDHR. 

2. According to Article 2, what kinds of ñdistinctionsò are prohibited from deny people their 
rights? 

3. Which phrases of ideas in the UDHR connect to the Declaration of Independence? 

4. How does the UDHR expand on the phrase ñall men are created equal?ò 

5. In your opinion, does the world today uphold these human rights? Explain. 

 

 Declaration of Conscience ï Senator Margaret Chase Smith (1950) 

In June 1950, in the midst of an anti-communist campaign identified with Senator Joseph 

McCarthy (R-Wisconsin), Senator Margaret Chase Smith (R-Maine) spoke out against 

ñselfish political exploitationò targeting innocent people and threatening basic American 

rights. 
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ñI would like to speak briefly and simply about a 

serious national condition. It is a national feeling of 

fear and frustration that could result in national 

suicide and the end of everything that we Americans 

hold dear. It is a condition that comes from the lack 

of effective leadership either in the legislative 

branch or the executive branch of our government. 

é I speak as a Republican. I speak as a woman. I 

speak as a United States senator. I speak as an 

American. é  I think that it is high time for the 

United States Senate and its members to do some 

real soul searching and to weigh our consciences as 

to the manner in which we are performing our duty 

to the people of America and the manner in which 

we are using or abusing our individual powers and 

privileges. 

 

I think that it is high time that we remembered that 

we have sworn to uphold and defend the 

Constitution. I think that it is high time that we 

remembered that the Constitution, as amended, 

speaks not only of the freedom of speech, but also of 

trial by jury instead of trial by accusation. 

 

Whether it be a criminal prosecution in court or a character prosecution in the Senate, there is 

little practical distinction when the life of a person has been ruined. 

 

ñThe Basic Principles of Americanismò 

Those of us who shout the loudest about Americanism in making character assassinations are all 

too frequently those who, by our own words and acts, ignore some of the basic principles of 

Americanism ï 

The right to criticize. 

The right to hold unpopular beliefs. 

The right to protest. 

The right of independent thought. 

The exercise of these rights should not cost one single American citizen his reputation or his 

right to a livelihood nor should he be in danger of losing his reputation or livelihood merely 

because he happens to know someone who holds unpopular beliefs. Who of us does not? 

Otherwise none of us could call our souls our own. Otherwise thought control would have set in. 

The American people are sick and tired of being afraid to speak their minds lest they be 

politically smeared as ñCommunistsò or ñFascistsò by their opponents. Freedom of speech is not 
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what it used to be in America. It has been so abused by some that it is not exercised by others. 

The American people are sick and tired of seeing innocent people smeared and guilty people 

whitewashed.ò 

 

Questions: 

1. What is the national feeling identified by Senator Smith? 

2. What does she want American leaders to do? 

3. What basic rights does Senator Smith believe are threatened? 

4. In your opinion, why did Senator Smith focus on ñThe Basic Principles of Americanismò? 

 

 

Farewell Address ï President Dwight D. Eisenhower, January 17, 1961 

On January 17, 1961, President Eisenhower delivered a ten-minute farewell to the American 

people on national television from the Oval Office of the White House. In the speech, Eisenhower 

warned that a large, permanent "military-industrial complex," an alliance between the military 

and defense contractors, posed a threat to American democracy.  

 

ñWe now stand ten years past the midpoint of a century that 

has witnessed four major wars among great nations. Three of 

these involved our own country. Despite these holocausts 

America is today the strongest, the most influential and most 

productive nation in the world. Understandably proud of this 

pre-eminence, we yet realize that America's leadership and 

prestige depend, not merely upon our unmatched material 

progress, riches and military strength, but on how we use our 

power in the interests of world peace and human betterment. 

 

 

Throughout America's adventure in free government, our basic purposes have been to keep the 

peace; to foster progress in human achievement, and to enhance liberty, dignity and integrity 

among people and among nations. To strive for less would be unworthy of a free and religious 

people. Any failure traceable to arrogance, or our lack of comprehension or readiness to sacrifice 

would inflict upon us grievous hurt both at home and abroad. 

 

A vital element in keeping the peace is our military establishment. Our arms must be mighty, 

ready for instant action, so that no potential aggressor may be tempted to risk his own 

destruction. é Until the latest of our world conflicts, the United States had no armaments 

industry. American makers of plowshares could, with time and as required, make swords as well. 

But now we can no longer risk emergency improvisation of national defense; we have been 

compelled to create a permanent armaments industry of vast proportions. Added to this, three 

and a half million men and women are directly engaged in the defense establishment. We 
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annually spend on military security more than the net income of all United State corporations. é 

This conjunction of an immense military establishment and a large arms industry is new in the 

American experience. The total influence - economic, political, even spiritual - is felt in every 

city, every state house, every office of the Federal government. We recognize the imperative 

need for this development. Yet we must not fail to comprehend its grave implications. Our toil, 

resources and livelihood are all involved; so is the very structure of our society. 

 

In the councils of government, we must guard against the acquisition of unwarranted influence, 

whether sought or unsought, by the military-industrial complex. The potential for the disastrous 

rise of misplaced power exists and will persist. We must never let the weight of this combination 

endanger our liberties or democratic processes. We should take nothing for granted.ò 

 

Questions: 

1. According to President Eisenhower, why does the United States need to maintain a strong 

military?  

2. Why is President Eisenhower concerned about a ñmilitary-industrial complexò? 

3. What does President Eisenhower alert the American people to do? 

 

 

 ñThe Nationôs Space Effortò ï President John F. Kennedy, September 12, 1962 

Five years prior, the Soviet Union had successfully launched Sputnik 1 into orbit, sparking the 

beginning of the Space Race between the U.S. and U.S.S.R. The United States quickly sought to 

catch up to the Soviet Unionôs many ñfirstsò in the Space Race (first satellite, first man in space, 

first man to orbit the Earth, etc.). Then, in September 1962, President Kennedy gave a speech at 

Rice University discussing the new goal for Americaôs space program: put a man on the Moon 

before the end of the decade. 

 

ñ...We set sail on this new sea because there is new knowledge to be 

gained, and new rights to be won, and they must be won and used for 

the progress of all people. For space science, like nuclear science and 

all technology, has no conscience of its own. Whether it will become a 

force for good or ill depends on man, and only if the United States 

occupies a position of pre-eminence can we help decide whether this 

new ocean will be a sea of peace or a new terrifying theater of war. I do 

not say the we should or will go unprotected against the hostile misuse 

of space any more than we go unprotected against the hostile use of land 

or sea, but I do say that space can be explored and mastered without 
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feeding the fires of war, without repeating the mistakes that man has made in extending his writ 

around this globe of ours. 

There is no strife, no prejudice, no national conflict in outer space as 

yet. Its hazards are hostile to us all. Its conquest deserves the best of all 

mankind, and its opportunity for peaceful cooperation may never come 

again. But why, some say, the moon? Why choose this as our goal? And they 

may well ask why climb the highest mountain? Why, 35 years ago, fly the 

Atlantic? Why does Rice play Texas?  

We choose to go to the moon. We choose to go to the moon in this 

decade and do the other things, not because they are easy, but because they 

are hard, because that goal will serve to organize and measure the best of our energies and and 

skills, because that challenge is one that we are willing to accept, one we are unwilling to postpone, 

and one which we intend to win, and the others, too.ò 

 

Questions: 

1. Why does President Kennedy say it is important to ñset sail on this new sea?ò 

2. What justification does President Kennedy give that the United States should be the first 

nation to conquer space? 

3. How does Kennedyôs vision for space reflect the ideals in the founding documents? 

 

ñI Have a Dreamò (from the March on Washington) -- Dr. Martin Luther King, Jr., August 

28, 1963 

On August 28, 1963, in the midst of the Civil Rights Movement, civil rights leaders and 

organizations planned a momentous rally in Washington, D. C. Officially known as the March on 

Washington for Jobs and Freedom, over 200,000 people gathered to protest and advocate for the 

end of segregation and guarantee of civil rights for African Americans. At the end of the march, 

at the Lincoln Memorial, Dr. Martin Luther King, Jr., one of the Civil Rights Movementôs most 

influential leaders, delivered his most famous speech. 

 

ñ...It would be fatal for the nation to overlook the urgency of the moment. This sweltering summer 

of the Negro's legitimate discontent will not pass until there is an invigorating autumn of freedom 

and equality. 1963 is not an end, but a beginning. Those who hope that the Negro needed to blow 
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off steam and will now be content will have a rude awakening if the nation returns to business as 

usualé 

 éWe cannot be satisfied as long as the Negro's basic mobility is from a smaller ghetto to 

a larger one. We can never be satisfied as long as our 

children are stripped of their selfhood and robbed of 

their dignity by signs stating: for whites onlyé 

 ...So even though we face the difficulties of today 

and tomorrow, I still have a dream. It is a dream 

deeply rooted in the American dream. I have a dream 

that one day this nation will rise up and live out the 

true meaning of its creed: We hold these truths to be 

self-evident, that all men are created equal. 

 I have a dream that one day on the red hills of 

Georgia, the sons of former slaves and the sons of 

former slave owners will be able to sit down together 

at the table of brotherhood. 

I have a dream that one day even the state of Mississippi, a state sweltering with the heat 

of injustice, sweltering with the heat of oppression will be transformed into an oasis of freedom 

and justice. I have a dream that my four little children will one day live in a nation where they will 

not be judged by the color of their skin but by the content of their character. I have a dream today.ò 

Questions: 

1. How does Dr. King describe the current situation of African Americans in 1963? 

2. Why does Dr. King call 1963 ñnot an end, but a beginning?ò 

3. What founding document does Dr. King reference in this speech? Why does he reference 

this document? 

4. In your opinion, has the ñdreamò described in this speech been achieved? Explain. 

 

Civil Rights Act of 1964 

On July 2, 1964, President Lyndon B. Johnson signed the Civil Rights Act of 1964 into law. This 

act called for desegregation of public spaces, schools, and made voting free and fair for all. This 

was the most sweeping civil rights legislation since Reconstruction. The act made segregation 

illegal but it also created the Equal Employment Opportunity Commission (EEOC) to enforce laws 

that prohibit discrimination based on race, color, religion, sex, national origin, disability, or age 

in hiring, promoting, firing, setting wages, testing, training, apprenticeship, and all other terms 

and conditions of employment. 
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To enforce the constitutional right to vote, to confer 

jurisdiction upon the district courts of the United States to 

provide injunctive relief against discrimination in public 

accommodations, to authorize the Attorney General to 

institute suits to protect constitutional rights in public 

facilities and public education, to extend the Commission 

on Civil Rights, to prevent discrimination in federally 

assisted programs, to establish a Commission on Equal 

Employment Opportunity, and for other purposes. Be it 

enacted by the Senate and House of Representatives of the 

United States of America in Congress assembled, That this 

Act may be cited as the ñCivil Rights Act of 1964ò. 

 

TITLE I: No person acting under color of law shall é apply any standard, practice, or procedure 

different from the standards, practices, or procedures applied under such law or laws to other 

individuals within the same county, parish, or similar political subdivision who have been found 

by State officials to be qualified to vote; deny the right of any individual to vote in any Federal 

election because of an error or omission on any record or paper relating to any application, 

registration, or other act requisite to voting é employ any literacy test as a qualification for voting 

in any Federal election unless (i) such test is administered to each individual and is conducted 

wholly in writingé 

 

TITLE II:  All persons shall be entitled to the full and equal enjoyment of the goods, services, 

facilities, and privileges, advantages, and accommodations of any place of public accommodation, 

as defined in this section, without discrimination or segregation on the ground of race, color, 

religion, or national origin. 

 All persons shall be entitled to be free, at any establishment or place, from discrimination 

or segregation of any kind on the ground of race, color, religion, or national origin, if such 

discrimination or segregation is or purports to be required by any law, statute, ordinance, 

regulation, rule, or order of a State or any agency or political subdivision thereofé 

 

Questions: 

1. What era of history led to the Civil Rights Act of 1964? 

2. What does Title I of the Civil Rights Act pertain to? 

3. What caused Title I to be necessary? 

4. What is the goal of Title II? 

5. Why do you believe that the Civil Rights Act was essential? 
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Bicentennial Ceremony at the National Archives - President Gerald R. Ford, July 2, 1976 

On August 9, 1974, President Richard Nixon had resigned from the presidency following the 

disastrous Watergate scandal. Gerald Ford, Nixonôs vice president, assumed the office 

immediately and pardoned Nixon one month later. The entire Watergate scandal and Nixonôs 

resignation created great disdain against the U.S. government. Many Americans became 

extremely untrustworthy of elected officials and had little faith in the government. Becoming 

President during the bicentennial of the U.S., Ford dealt with difficult challenges both 

domestically and abroad. 

 

ñThe Declaration is the Polaris of our political order--the fixed star of freedom. It is impervious to 

change because it states moral truths that are eternal. 

The Constitution provides for its own changes having equal force with the original articles. It 

began to change soon after it was ratified, when the Bill of Rights was added. We have since 

amended it 16 times more, and before we celebrate our 300th birthday, there will be more 

changesé 

Jefferson's principles are very much present. The Constitution, when 

it is done, will translate the great ideals of the Declaration into a 

legal mechanism for effective government where the unalienable 

rights of individual Americans are secure. In grade school we were 

taught to memorize the first and last parts of the Declaration. 

Nowadays, even many scholars skip over the long recitation of 

alleged abuses by King George III and his misguided ministers. But 

occasionally we ought to read them, because the injuries and 

invasions of individual rights listed there are the very excesses of 

government power which the Constitution, the Bill of Rights, and 

subsequent amendments were designed to preventé 

But the source of all unalienable rights, the proper purposes for which governments are instituted 

among men, and the reasons why free people should consent to an equitable ordering of their God-

given freedom have never been better stated than by Jefferson in our Declaration of Independence. 

Life, liberty, and the pursuit of happiness are cited as being among the most precious endowments 

of the Creator--but not the only ones.ò 

 

Questions: 

1. What role does President Ford say the Constitution has in relation to the Declaration? 

2. Why does President Ford say it is important to read the grievances listed against King 

George III in the Declaration? 

3. Do you agree with President Ford that the Declaration is unchanging while the Constitution 

changes over time? Explain your answer. 
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ñThe Hill We Climbò ï Amanda Gorman, 2021 

This poem was read at the inauguration of President Joseph Biden in 2021 by its author, Amanda 

Gorman. She is a poet, activist, and author who wrote this poem for the inauguration under the 

theme of ñAmerica Unitedò. 

 

éWe, the successors of a country and a time where a skinny 

black girl descended from slaves and raised by a single mother 

can dream of becoming president only to find herself reciting for 

one. And, yes, we are far from polished, far from pristine, but that 

doesnôt mean we are striving to form a union that is perfect, we 

are striving to forge a union with purpose, to compose a country 

committed to all cultures, colors, characters and conditions of 

man.  

 

So we lift our gazes not to what stands between us, but what 

stands before us. We close the divide because we know to put our 

future first, we must first put our differences aside. We lay down 

our arms so we can reach out our arms to one another, we seek harm to none and harmony for 

allé 

 

That is the promise to glade, the hill we climb if only we dare it because being American is more 

than a pride we inherit, itôs the past we step into and how we repair it. Weôve seen a force that 

would shatter our nation rather than share it. That would destroy our country if it meant delaying 

democracy, and this effort very nearly succeeded. But while democracy can periodically be 

delayed, but it can never be permanently defeated. 

 

In this truth, in this faith, we trust, for while we have our eyes on the future, history has its eyes on 

us, this is the era of just redemption we feared in its inception we did not feel prepared to be the 

heirs of such a terrifying hour but within it we found the power to author a new chapter, to offer 

hope and laughter to ourselves, so while once we asked how can we possibly prevail over 

catastrophe, now we assert how could catastrophe possibly prevail over us. We will not march 

back to what was but move to what shall be, a country that is bruised but whole, benevolent but 

bold, fierce and free, we will not be turned around or interrupted by intimidation because we know 

our inaction and inertia will be the inheritance of the next generation, our blunders become their 

burden. But one thing is certain: if we merge mercy with might and might with right, then love 

becomes our legacy and change our childrenôs birthright.  

 

So let us leave behind a country better than the one we were left, with every breath from my bronze, 

pounded chest, we will raise this wounded world into a wondrous one, we will rise from the golden 

hills of the West, we will rise from the windswept Northeast where our forefathers first realized 
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revolution, we will rise from the lake-rimmed cities of the Midwestern states, we will rise from 

the sunbaked South, we will rebuild, reconcile, and recover in every known nook of our nation in 

every corner called our country our people diverse and beautiful will emerge battered and 

beautiful, when the day comes we step out of the shade aflame and unafraid, the new dawn blooms 

as we free it, for there is always light if only weôre brave enough to see it, if only weôre brave 

enough to be it. 

 

Questions: 

1. Why does Amanda Gorman urge readers to look towards the future? 

2. What does Gorman believe that being an American includes? 

3. What is the overall tone of the poem? Cite two quotes that support your answer. 
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MLB Scandals: From the Black Sox to Modern Pitch-Rigging 

 

John Staudt 

 

 

 

Rule 21 governs misconduct in baseball and 

is posted in English and Spanish in every 

clubhouse. 

Key Provisions: 

Section (a) - Permanent ban for anyone who 

agrees to lose or fails to give best effort in a 

game, induces others to do so, or fails to 

report such solicitation to the Commissioner.  

Section (b) - Minimum 3-year ban for 

offering or accepting gifts/rewards for 

defeating competing clubs, or failing to 

report such offers. 

Section (c) - Permanent ban for players 

bribing umpires or umpires accepting bribes 

to influence decisions. 

Section (d):  

¶ (d)(1) Betting on any baseball game 

where you have no duty to perform: 1-

year ban  

¶ (d)(2) Betting on any baseball game 

where you have a duty to perform: 

Permanent ban  

¶ (d)(3) Placing bets with bookmakers: 

penalty determined by Commissioner; 

operating an illegal bookmaking 

operation carries minimum 1-year 

suspension 

Section (e) - Commissioner determines 

penalties for physical attacks on umpires 

or misconduct during games. 

Section (f) - Any conduct "not in the best 

interests of Baseball" is prohibited and 

subject to penalties including permanent 

ineligibility.  

Rule 21(d)(2)- bet on any game you're 

involved in, banned for life. (This rule 

ended Pete Rose's career and now threatens 

Clase and Ortiz, who allegedly manipulated 

their own pitches for gambling profits).  

Baseball's troubled history with gambling:  

¶ The 1919 Black Sox Scandal remains 
baseball's darkest moment. Eight 

Chicago White Sox players conspired 

with gamblers to throw the World Series, 

leading Commissioner Kenesaw 

Mountain Landis to ban them 

permanently. This established baseball's 

zero-tolerance gambling policy.  

¶ Mickey Mantle and Willie Mays (1979-

1983) faced lesser consequences. Both 

Hall of Famers accepted public relations 

jobs with Atlantic City casinos after 

retirement ï Mays for $1 million over 

ten years, Mantle for $100,000 annually. 

Commissioner Bowie Kuhn banned both 

from baseball employment, arguing any 

gambling connection threatened the 

sport's integrity. Critics called this 

excessive; both were struggling 

financially in retirement while owners 

invested in racetracks and casinos. New 

Commissioner Peter Ueberroth 

reinstated them in 1985.  
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¶ Pete Rose (1989) received a permanent 
ban after evidence showed he bet on 

baseball games, including his own 

team's, while managing the Cincinnati 

Reds. Unlike Mantle and Mays, Rose 

directly wagered on games he could 

influence, crossing baseball's biggest 

line.  

The Clase-Ortiz Case  

Cleveland Guardians pitchers Emmanuel 

Clase and Luis Ortiz were indicted 

November 9, 2025 on charges of rigging 

pitches for illegal gambling profits. 

According to prosecutors, the scheme 

operated from May 2023 through June 2025, 

netting bettors over $460,000. Clase 

coordinated with gamblers via text and 

phone calls during games, predetermining 

specific pitches-usually sliders in the dirt-so 

bettors could wager on pitch speed and 

ball/strike outcomes. Clase allegedly 

received kickbacks and even provided 

advance money for bets. He later recruited 

teammate Ortiz, who received $12,000 for 

throwing predetermined balls during two 

starts. If convicted on all charges-wire fraud, 

conspiracy to influence sporting contests, 

and money laundering-both face up to 65 

years in prison. The amounts seem small 

compared to their salaries: Clase earned $6.4 

million in 2026; Ortiz made $782,600 in 

2025.  

MLB's hypocrisy 

While Commissioner Rob Manfred has 

partnered with FanDuel, DraftKings, and 

other betting platforms, integrating 

gambling advertising into every broadcast, 

players face these temptations constantly. 

Fans can now bet on individual pitches ï the 

exact bets Clase and Ortiz allegedly rigged.  

MLB profits from gambling 

partnerships while maintaining strict anti-

gambling rules for players. The league 

promotes instant gratification betting to 

young fans whose developing brains are 

particularly vulnerable to dopamine-driven 

gambling addiction. As one observer noted, 

Manfred's legacy may be defined by inviting 

new "fans of betting on sports" rather than 

baseball fans, creating the very corruption 

he claims to oppose. The Clase-Ortiz 

scandal demonstrates that when you flood 

the sport with gambling temptations and 

revenue, someone will inevitably succumb-

potentially destroying not just careers, but 

the game's integrity.  

Discussion questions:  

1. Should Clase and Ortiz receive permanent 

bans like Pete Rose, or lesser punishment 

since they rigged individual pitches rather 

than game outcomes?  

Perspective A: Permanent bans are justified. 

They actively manipulated play during 

games through organized conspiracy 

involving wire fraud and money laundering. 

They betrayed teammates, fans, and the 

sport for personal profit. Rigging "only" 

individual pitches is irrelevant, they sold 

their integrity and damaged public trust in 

baseball.  

Perspective B: Their actions didn't 

determine wins or losses, Clase blew only 

one save during the scheme. Pete Rose's 

betting was much worse and could have 

affected lineup decisions and team strategy. 
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Clase and Ortiz are also victims of MLB's 

gambling-saturated environment. A lifetime 

ban is hypocritical when the league profits 

from the same prop bets they rigged.  

 

2. Is MLB at least partially, though 

indirectly, responsible for the Clase-Ortiz 

scandal through gambling promotion, or are 

players solely responsible for their own 

criminal choices?  

Perspective A: Clase earned $6.4 million, 

he wasn't desperate. Rule 21 is posted in 

clubhouses; players receive gambling 

education. Millions see gambling ads 

without committing crimes. Organizing wire 

fraud requires deliberate criminal intent. 

Blaming MLB absolves criminals of 

responsibility for premeditated betrayal.  

Perspective B: MLB created an 

environment with saturated broadcasts of 

gambling ads, normalized betting on 

individual pitches, and targeted young fans 

and players with poor impulse control. They 

profit from prop bets on pitch speed, then 

act shocked when young players corrupt 

those same bets. You cannot flood the sport 

with gambling infrastructure and claim 

innocence when the inevitable corruption 

occurs.  
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Camdenôs Public Schools and the Making of an Urban ñLost Causeò 

 

 

Noelle Cascarelli 

 

 

In modern-day America, there is 

perhaps no city quite as infamous as 

Camden, New Jersey. A relatively-small 

urban community situated along the banks 

of the Delaware River, directly across from 

the sprawling, densely-populated urban 

metropolis of Philadelphia, in any other 

world, Camden would likely be a niche 

community, familiar only to those in the 

immediate surrounding area. However, the 

story of Camden is perhaps one of the 

greatest instances of institutional collapse 

and urban failure in modern America, akin 

to the catastrophes that befell communities 

such as Detroit, Michigan and Newark, New 

Jersey throughout the mid-twentieth century.  

Once an industrial juggernaut, 

housing powerful manufacturing 

corporations such as RCA Victory and the 

New York Shipbuilding Corporation, 

Camden was perhaps one of the urban 

communities most integral to the American 

war effort and eventual victory in the Pacific 

Theatre in World War II. However, in the 

immediate aftermath of the war, Camden 

experienced significant decline, its once-

prosperous urban hub giving way to a 

landscape of disinvestment, depopulation, 

and despair. By the late twentieth 

century  ï specifically the 1980s and 1990s 

ï Camden had devolved into a community 

wracked by poverty, crime, and drug abuse, 

bearing the notorious label ñMurder City, 

U.S.A.ò ï a moniker which characterized 

decades of systemic inequity and 

institutional discrimination as a fatalistic 

narrative, presenting Camden as a city 

beyond saving, destined for failure. 

However, Camdenôs decline was neither 

natural nor inevitable but rather, was 

carefully engineered through public policy. 

Through a calculated and carefully-

measured process of institutional 

segregation and racial exclusion, state and 

city lawmakers took advantage of Camdenôs 

failing economy and evaporating job market 

to confine communities of color to 

deteriorating neighborhoods, effectively 

denying them access to the educational and 

economic opportunities that had been 

afforded to white suburbanites in the 

surrounding area.  

This paper focuses chiefly on 

Camdenôs educational decline and 

inequities, situating the former within a 

broader historical examination of postwar 

urban America. Utilizing the 

historiographical frameworks of Arnold 

Hirsch, Richard Rothstein, Thomas Sugrue, 

and Howard Gillette, this research seeks to 

interrogate and illustrate how segregation 

and suburbanization functioned as 

reinforcements of racial inequity, and how 

such disenfranchisement created the perfect 
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storm of educational failure in Camdenôs 

public school network. The work of these 

scholars demonstrates that Camdenôs 

neighborhoods, communities, and schools 

were intentionally structured to contain, 

isolate, and devalue communities and 

children of color, and that these trends were 

not unintended byproducts of natural spatial 

migration nor economic development. 

Within this context, it is clear that public 

education in the city of Camden did not 

simply mirror urban segregation, but rather 

institutionalized it as schools became both a 

reflection and reproduction of the cityôs 

racial geography, working to entrench the 

divisions drawn by policymakers and real 

estate developers into a pervasive force 

present in all facets of life and human 

existence in Camden. 

In examining the influence of 

Camdenôs segregation on public education, 

this study argues that the decline of the 

cityôs school system was not merely a 

byproduct, but an engine of institutional 

urban collapse. The racialized inequitable 

geography of public schooling in Camden 

began first as a willful and intentional 

byproduct of institutional 

disenfranchisement and administrative 

neglect, but quickly transformed into a self-

fulfilling prophecy of failure, as crumbling 

school buildings and curricular inequalities 

became manifestations of policy-driven 

failure, and narratives of students of color as 

ñinferiorò were internalized by children 

throughout the city. Media portrayals of the 

cityôs school system and its youth, 

meanwhile, transformed these failures into 

moral statements and narratives, depicting 

Camdenôs children and their learning 

communities as symbols of inevitable 

dysfunction rather than victims of 

institutional exclusion. Thus, Camdenôs 

transformation into the so-called ñMurder 

Capital of Americaò was inseparable from 

the exclusionary condition of the cityôs 

public schools, as they not only bore witness 

to segregation, but also became its most 

visible proof and worked to inform fatalistic 

narratives of the city and moral character of 

its residents. 

Historiography 

 Historians of postwar America have 

long since established an understanding of 

racial and socioeconomic as essential to the 

development of the modern American urban 

and suburban landscape, manufactured and 

carefully reinforced throughout the twentieth 

century by the nationôs political and 

socioeconomic elite. Foundational studies 

include Arnold Hirschôs ñMaking the 

Second Ghetto: Race and Housing in 

Chicagoò (1983) and Richard Rothsteinôs 

1977 text, The Color of Law: A Forgotten 

History of How Our Government Segregated 

America serve to reinforce such traditional 

understandings of postwar urban 

redevelopment and suburban growth, 

situating the latter as the direct result of 

institutional policy, rather than mere 

byproducts and results of happenstance 
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migration patterns.1 In The Color of Law, 

Rothstein explores the role of federal and 

state political institutions in the codification 

of segregation through intergenerational 

policies of redlining, mortgage restrictions, 

and exclusionary patterns in the extension of 

mortgage insurance to homeowners along 

racial lines. In particular, Rothstein focuses 

on the Federal Housing Administrationôs 

creation of redlining maps, which designated 

majority Black and Hispanic neighborhoods 

as high-risk ñred zones,ò effectively denying 

residents from these communities home 

loans, thus intentionally erecting barriers to 

intergenerational wealth accumulation 

through homeownership in suburban 

communities such as Levittown, 

Pennsylvania.2  

 Hirschôs ñThe Making of the Second 

Ghettoò echoes this narrative of urban 

segregation as manufactured, primarily 

through the framework of his ñsecond 

ghettoò thesis. Conducting a careful case 

study of Chicago through this framework, 

Hirsch argues that local municipalities, 

urban developers/planners, and the business 

elite of Chicago worked in tandem to enact 

policies of ñdomestic containment,ò wherein 

public housing projects were weaponized 

against Black and Hispanic communities to 

reinforce racial segregation throughout the 

                                                 
1
 Peter G. Goheen and Arnold R. Hirsch. ñMaking 

the Second Ghetto: Race and Housing in Chicago, 

1940-1960.ò Labour / Le Travail 15 (1985): 234.  

2 Richard Rothstein. The Color of Law : A Forgotten 
History of How Our Government Segregated 
America. First edition. New York: Liveright 
Publishing Corporation, a division of W.W. Norton 

& Company, 2017. 

city. Utilizing public housing as an anchor 

rather than tool of mobility, Chicagoôs 

socioeconomic and political elite effectively 

conspired at the institutional level with one 

another to confine Black Chicagoans to 

closely-regulated low-income communities, 

devaluing land and property values in these 

areas whilst zoning more desirable land for 

redevelopment and suburban growth, 

thereby manually raising housing and 

movement costs to a level that Black 

Americans were simply unable to afford due 

to the aforementioned devaluation of their 

own communities as well as generational 

barriers to wealth accumulation.3 Chris 

Rasmussenôs ñCreating Segregation in an 

Era of Integrationò applies such narratives to 

a close investigation of New Brunswick, 

New Jersey, particularly in regards to 

educational segregation, investigating how 

city authorities utilized similar institutional 

frameworks of racial separation to confine 

students to segregated schools and resist 

integration (school zoning, prioritization of 

white communities and schools for 

development, and segregationist housing 

placements), working off of the existing 

community segregation detailed by the work 

of Rothstein and Hirsch. 4 

 Working in tandem with historical 

perspectives of segregation as integral to the 

3 Peter G. Goheen and Arnold R. Hirsch. ñMaking 
the Second Ghetto: Race and Housing in Chicago, 

1940-1960.ò Labour / Le Travail 15 (1985): 234.  

4 Chris Rasmussen. ñCreating Segregation in the Era 
of Integration: School Consolidation and Local 
Control in New Brunswick, New Jersey, 1965ï
1976.ò History of Education Quarterly 57, no. 4 

(2017): 480ï514.  

https://www.jstor.org/stable/26846389
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development of suburban America and 

subsequent urban decline, historians have 

also identified disinvestment as a critical 

economic process integral to the 

exacerbation of urban inequality, and 

eventual decay. Beginning in the postwar 

era, specifically in the aftermath of World 

War II and suburban development, industrial 

urban communities faced significant 

shortages in employment in the 

manufacturing sectors, as corporations 

began to outsource their labor to overseas 

and suburban communities, often following 

the migration of white suburbanites. Robert 

Beauregardôs Voices of Decline: The Post-

War Fate of U.S. Cities diverges from the 

perspectives of Hirsch and Rothstein, citing 

declining employment opportunities and 

urban disinvestment as the most important 

factor in the decline of urban America on a 

national scale. Beauregard argues that by 

framing the disinvestment of urban wartime 

industrial juggernauts such as Newark, 

Camden, and Detroit as an ñinevitabilityò in 

the face of rapid deurbanization and the 

growth of suburban America, policymakers 

at the national and local levels portrayed 

urban decline as a natural process, as 

opposed to a deliberate conspiracy to strip 

employment opportunities and the 

accumulation of capital from urban 

communities of color, even before 

suburbanization began to occur on a large 

scale.1 Thomas Sugrueôs Origins of the 

Urban Crisis: Race and Inequality in 

Postwar Detroit also adheres to this 

perspective, situating economic devastation 

                                                 
1 Robert A. Beauregard. Voices of Decline: The 
Postwar Fate of U.S. Cities. 2nd ed. New York: 

Routledge, 2003. 

in the context of the development of 

racially-exclusive suburban communities, 

thereby working to tie existing scholarship 

and the multiple perspectives expressed here 

together, crafting a comprehensive narrative 

of urban decline in mid-twentieth century 

America as recurrent in nature, a cycle of 

unemployment, abject poverty, and a lack of 

opportunity that was reinforced by public 

policy and social programs that in theory, 

were supposed to alleviate such burdens.2  

 Ultimately, while these sources focus 

on differing aspects of urban decline, they 

all work in tandem with one another to allow 

for a greater, comprehensive portrait of the 

causes of urban decay in postwar America, 

throughout the twentieth century. From 

deindustrialization to segregation and its 

influence on disparities in education, these 

sources provide absolutely essential context 

for an in-depth examination of the specific 

case study of Camden, New Jersey both in 

regards to the city itself, but also its public 

education system. While these sources may 

not all cite the specific example of Camden, 

the themes and trends identified each ring 

true and featured prominently in the story of 

Camden throughout this period.  

 However, this paper will function as 

a significant divergence from such pre-

existing literature, positioning the failure of 

public education in Camden as a key factor 

in the cityôs decline, rather than a mere 

byproduct. A common trend present in much 

of the scholarship discussed above is that 

2 Thomas J. Sugrue. The Origins of the Urban Crisis: 
Race and Inequality in Postwar Detroit. Princeton, 

NJ: Princeton University Press, 1996. 
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educational failure is examined not as a 

contributing root to Camdenôs decline (and 

certainly not an important one, when 

education is briefly discussed in this 

context), but rather as a visible, tangible 

marker of urban decay in the area. While 

this paper does not deny the fact that failures 

in education are certainly rooted in 

fundamental inequity in urban spaces and 

broader social failings, it instead seeks to 

position Camdenôs failing education state as 

not only a result of  urban decline, but as a 

contributor ï specifically by engaging in a 

discussion of how educational failure 

transformed narratives around Camden as a 

failed urban community, beyond help and 

destined for ruin. In doing so, this paper 

advances a distinct argument: that Camdenôs 

educational collapse must be understood not 

merely as evidence of urban decline, but as a 

foundational force that actively shapedðand 

in many ways intensifiedðthe narrative of 

Camden as a city fated for failure. 

Suburban Exodus and the Collapse of Urban 

Schooling 

Prior to launching into an 

exploration of Camdenôs public schooling 

collapse and the influence of such failures of 

institutional education on the cityôs 

reputation and image, it is important to first 

establish a clear understanding of the 

context of such shortcomings.  Due to this 

paperôs focus specifically on the institutional 

failure of Camdenôs public schooling 

system, and how such failures shaped 

perceptions around the city as an urban lost 

cause, this section will focus primarily on 

rising rates of racial segregation in the mid-

twentieth century, both within city limits 

and beyond, specifically in regards to 

Camden Countyôs sprawling network of 

suburban communities. While the factors of 

deindustrialization, economic failure, and 

governmental neglect absolutely do factor 

into the creation of an urban environment 

situated against educational success, racial 

segregation was chiefly responsible for the 

extreme disparities found in educational 

outcomes through the greater Camden 

region, and is most relevant to this paperôs 

discussion of racialized narratives of 

inevitable urban failure that proved to be so 

pervasive on a national scale regarding 

Camden, both within the mid-to-late 

twentieth century and into the present day. 

Such trends date back to massive 

demographic transitions of the preïWorld 

War II era was the Great Migration ï the 

mass movement of Black Americans to 

northern industrial cities. Drawn by the 

promise of stable employment and the 

prospect of greater freedom and equality 

than was available in the Jim Crow South, 

millions of migrants relocated to urban 

centers along the Northeastern seaboard. 

Camden, New Jersey, was among these 

destinations, attracting a growing Black 

population throughout the early twentieth 

century due to its concentration of 

manufacturing giants such as RCA Victor, 

the New York Shipbuilding Corporation, 
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and Campbellôs Soup.1 With the outbreak of 

war in Europe in 1939ðand especially 

following the United Statesô entry into 

World War II after Pearl Harborðindustrial 

production in Camden surged. The city soon 

emerged as a vital hub of wartime 

manufacturing and domestic production, 

cementing its status as a key center of 

American industrial might. 

As a direct result of its industrial 

growth and expanding wartime economy, 

Camden continued to attract both Black 

Americans and new immigrant populations, 

many of whom were of Latino descent. 

Among these groups were large numbers of 

Stateside Puerto Ricans, continuing a trend 

of immigration dating back to the 1917 

extension of U.S. citizenship to Puerto 

Ricans.2 Motivated by many of the same 

factors as Black migrantsðchiefly the 

pursuit of steady employment and improved 

living conditionsðthese communities 

helped shape Camden into a diverse and 

vibrant urban center. The cityôs population 

of color expanded rapidly during this period, 

its growth driven by wartime prosperity and 

the allure of industrial opportunity.  

Following American victory in the 

Pacific and the end of World War II, 

Camden continued to experience rapid 

economic growth, although tensions arose 

                                                 
1 Howard Gillette, Camden after the Fall: Decline 
and Renewal in a Post-Industrial City (Philadelphia: 

University of Pennsylvania Press, 2005), 12ï15. 

2 David Howard Bain, ñCamden Bound,ò Prairie 

Schooner 72, no. 3 (1998): 104ï44. 

3 Chris Rasmussen,. ñCreating Segregation in the Era 
of Integration: School Consolidation and Local 

between the cityôs residents during this 

period along racial-ethnic lines. With the 

common American enemy of Japan and the 

Nazis firmly removed from the picture, 

hostilities began to turn inwards, and racial 

tensions skyrocketed, especially in the dawn 

of the Civil Rights Movement. As historian 

Chriss Rasmussen writes in ñCreating 

Segregation in the Era of Integration: School 

Consolidation and Local Control in New 

Brunswick, New Jersey, 1965-1976ò, 

ñWhile Brown and the ensuing civil rights 

movement pointed toward racial integration, 

suburbanization forestalled racial equality 

by creating and reinforcing de facto 

segregation. As many whites moved to the 

suburbs, blacks and Latinos remained 

concentrated in New Jerseyôs cities.ò3 Thus, 

as Black Americans increasingly emerged 

victorious in the fight against racial injustice 

and began to accumulate more and more 

rights and legal protections, city-dwelling 

white Americans grew increasingly fearful 

and resentful, spurring a mass exodus from 

urban population centers ï including 

Camden. Drawn by federally backed 

mortgages, the expansion of highways, and 

racially exclusive housing policies,4 white 

residents moved to neighboring suburbs 

such as Cherry Hill, Haddonfield, and 

Pennsauken, while structural barriers 

effectively excluded Black and Latino 

residents from the same opportunities. 

Control in New Brunswick, New Jersey, 1965ï
1976.ò History of Education Quarterly 57, no. 4 

(2017): p.487 

4 Richard Rothstein, The Color of Law: A Forgotten 
History of How Our Government Segregated 
America (New York: Liveright, 2017), 70ï75; 

Gillette, Camden after the Fall, 52ï54. 
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Leaving for the suburbs in droves, white 

residents fled from Camden, taking 

significant wealth and capital, as well as 

major business with them, thus weakening 

the cityôs financial base and leaving 

workersðparticularly people of colorð

vulnerable to unemployment.1  

Public and private institutions 

increasingly withdrew resources from 

neighborhoods perceived as declining or 

racially changing and banks engaged in 

redlining, denying mortgages and loans to 

residents in nonwhite neighborhoods, while 

city budgets prioritized the needs of more 

affluent suburban constituencies over 

struggling urban areas.2 Businesses and 

developers often chose to invest in suburban 

communities where white families were 

relocating, rather than in Camden itself, 

creating a feedback loop of declining 

property values, eroding tax revenue, and 

worsening public services. As historian 

Robert Beauregard writes in Voices of 

Decline: The Postwar Fate of U.S. Cities, 

ñéwhile white middle-class and young 

working-class households had resettled in 

suburban areas, elderly and minority and 

other low-income households remained in 

the central cities. This increased the demand 

for basic public services (e.g. education) 

while leaving city governments with 

                                                 
1 Gillette, Camden after the Fall, 45ï50; Bain, 

ñCamden Bound,ò 110ï12.  

2 Thomas J. Sugrue, The Origins of the Urban Crisis: 
Race and Inequality in Postwar Detroit (Princeton, 

NJ: Princeton University Press, 1996), 35ï40. 

3 Beauregard, Robert A. Voices of Decline : The 
Postwar Fate of U.S. Cities. Second edition. New 

York: Routledge, 2003, 91 

taxpayers having lower earnings and less 

property to tax.ò3 Thus, Camden residents 

left behind within the confines of the city 

became increasingly dependent on social 

welfare programs, which local and state 

governments began to fund less and less. 

This combination of economic 

retrenchment, racialized perceptions of 

neighborhood ñdesirability,ò and policy-

driven neglect fueled a cycle of 

disinvestment that disproportionately 

affected communities of color, leaving the 

city structurally disadvantaged.4 

Concerns about racial integration in 

neighborhoods and schools also motivated 

many families to leave, as they sought 

communities aligned with their social and 

economic preferences. Such demographic 

change was rapid, and by 1950 

approximately 23.8 percent of Camden 

Cityôs population was nonwhite.5 While that 

figure may not seem extreme to the modern 

American, an individual likely familiar with 

diverse communities and perspectives, it is 

particularly shocking when placed in the 

context of Camdenôs surrounding suburbs: 

by 1950, the nonwhite population of 

Pennsauken was a mere 4.5 percent,  2.1 

percent in Haddonfield, and an even lower 

1.9 percent in Cherry Hill.6 These figures in 

particular serve as an exemplary 

4 Gillette, Camden after the Fall, 50ï55; Bain, 

ñCamden Bound,ò 120. 

5Albert P. Blaustein, Civil Rights U.S.A.: Camden 
and Environs, report to the U.S. Civil Rights 

Commission, 1963, 22. 

6 Blaustein, Civil Rights U.S.A., 23ï24. 
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demonstration as to the cyclical nature of 

segregation in the educational sector within 

the state of New Jersey, contextualizing 

twentieth century segregation not as a 

unique occurrence, but rather a continuation 

of historical patterns. In the nineteenth 

century, the majority of the stateôs schools 

were segregated along racial lines, and in 

1863, New Jerseyôs state government 

directly sanctioned the segregation of public 

school districts statewide. While such 

decisions would ultimately be reversed in 

1881, active opposition to integration 

remained into the twentieth century, 

particularly within elementary and middle 

school education. For example, a 1954 study 

found that New Jersey schools, both 

historically and actively, ñ...had more in 

common with states below than aboveéò 

the Mason-Dixon line. Most notably 

however, by 1940, the state had more 

segregated schools than at any period prior 

to the passing of explicit anti-segregation 

legislation in 1881.1 Thus, it is evident that 

the state of Camdenôs schools in the mid-

twentieth century is not an isolated incident, 

but rather indicative of the cyclical nature of 

racial separation and disenfranchisement 

throughout the state of New Jersey in an 

educational context. 

These demographic and economic 

shifts had profound implications for 

Camdenôs schools, which now served 

largely Black and Latino student 

populations. In particular, Blausteinôs work 

proves particularly valuable in 

demonstrating the catastrophic impacts of 

                                                 
1Davison M. Douglas, ñThe Limits of Law in 
Accomplishing Racial Change: School Segregation in 

white flight on Camdenôs schools, as well as 

the irreversible harm inflicted on students of 

color as a result of institutional failures in 

education. Writing in a 1963 report to then-

President John F. Kennedyôs ï a cautious 

supporter of the Civil Rights Movement 

ï Civil Rights Commission, notable civil 

rights lawyer Albert P. Blaustein establishes 

a clear portrait of the declining state of 

Camdenôs public schooling system, as well 

as the everyday issues facing students and 

educators alike in the classroom. In 

delivering a scathing report on 

neighborhood segregation within the city in 

Camden, as demonstrated by demographic 

data regarding the race/ethnicity of students 

enrolled in public education across the 

Camden metropolitan area, Blaustein writes:  

Northeast of Cooper River is the area 

known as East Camden, an area with 

a very small Negro population. For 

the river has served as a barrier 

against intracity populationéTwo of 

the four junior high schools are 

located here: Davis, which is 4.0 

percent Negro and Veterans 

Memorial which is 0.2 percent 

Negro. Also located in East Camden 

are six elementary schools, four of 

which are all-white and the other two 

of which have Negro percentages of 

1.3 percent and 19.7 

percentéCentral Camden, on the 

other hand, is largely Negro. Thus, 

the high percentage of Negroes in 

Powell (100.0 percent), Sumner 

(99.8 percent), Fetters (91.6 percent), 

the Pre-Brown North.ò UCLA Law Review 44, no. 3 

(1997) 
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Liberty (91.2 percent), and Whittier 

(99.1 percent), etc.1 

Based on the data provided here by 

Blaustein, it is simply impossible to argue 

that racial segregation did not occur in 

Camden. Additionally, it becomes quite 

clear that while much discussion regarding 

Camden public schools and wide 

demographic changes in the city as a whole 

focuses on the movement of white residents 

to suburban areas, racial segregation and 

stratification absolutely did occur within the 

city, thus worsening educational 

opportunities and learning outcomes for 

Camdenôs students of color even more.  

 However, Blaustein does not end his 

discussion with segregation amongst student 

bodies, but rather extends his research even 

further to a close examination of 

racial/ethnic compositions of school 

leadership, including teachers, 

administrators, and school board members, 

yielding similar results. For example, 

according to his work, the Fetters School, 

possessing a student body of 91.6 percent 

Black students employed nine white 

teachers and nine Black teachers in 1960, 

but two white teachers and sixteen Black 

teachers in 1963. Even more shockingly, 

Central School, composed of 72.9 percent 

Black students, employed only white 

teachers in 1955. By 1963, just nine years 

later, this number had completely reversed 

and the school employed all Black 

educators.2 Thus, Blausteinôs investigation 

of variances in Camden public schoolsô 

                                                 
1 Blaustein, Civil Rights U.S.A., 18. 

racial composition reveal that this issue was 

not simply limited to education nor 

exclusionary zoning practices, but was 

rather an insidious demographic trend which 

had infested all areas of life in Camden, both 

within education and outside of classrooms. 

In ensuring that Black students were only 

taught by Black teachers and white students 

by white teachers, education in Camden was 

incredibly nondiverse, eliminating 

opportunities for cross-racial understanding 

nor exposure to alternative perspectives, 

thereby working to keep Black and white 

communities completely separate not just in 

the facets of residence and education, but 

also in interaction and socialization. 

Manifestations of Failure in Camden Public 

Schools 

 With the existence of racial 

segregation both within Camden as well as 

the cityôs surrounding area clearly 

established, we can now move to an 

exploration of inequalities in public 

education within the city. Perhaps one of the 

most visible and apparent markers of 

inequalities in public education in Camden 

can be found in school facilities and 

buildings. The physical conditions in which 

children of color were schooled were grossly 

and completely outdated, especially in 

comparison to the facilities provided to 

white children, both inside and outside of 

the city of Camden. For example, as of 

1963, there were six specific public schools 

that had been cited as in dire need of 

replacement and/or renovation by Camdenôs 

2 Blaustein, Civil Rights U.S.A., 18. 
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local legislative board, the vast majority of 

which were located in segregated 

communities: Liberty School (1856, 91.2% 

Black student population), Cooper School 

(1874, 30.7% Black student population), 

Fetters School (1875, 91.6% Black student 

population), Central School (1877, 72.9% 

Black student population), Read School 

(1887, 32.0% Black student population), and 

finally, Bergen School (1891, 45.6% Black 

student population).1 Of the schools cited 

above, approximately half of the buildings 

that had been deemed by the city of Camden 

as unfit for usage and nonconducive to 

education were occupied by majority-Black 

student populations (Liberty, Fetters, and 

Central), whereas Bergen School was split 

just short of evenly between Black and 

white low-income students.  

Additionally, it is important to 

acknowledge that these figures only account 

for the absolute worst of Camdenôs schools, 

such trends in inadequate school buildings 

and facilities occurred throughout the city, 

in accordance with the general quality of 

infrastructure and housing present in each 

neighborhood they were located. In other 

words, while the data above only references 

a very small sample size of Camdenôs 

schools, the trends reflected here 

(specifically, in the intentional zoning of 

Black students to old, run-down schooling 

facilities) serve as a microcosm of Camdenôs 

public schools, wherein students of color 

                                                 
1 Blaustein, Civil Rights U.S.A.,  

2 Kozol, Jonathan. Savage Inequalities : Children in 

Americaôs Schools. New York: Broadway Books, an 

were intentionally confined to older schools 

and run-down facilities. 

 Education researcher Jonathan 

Kozol expands on the condition of school 

facilities in Camdenôs disenfranchised 

communities in his widely-influential book, 

Savage Inequalities. Written in 1991, 

Kozolôs work serves as a continuation of 

Blausteinôs discussion on the failing 

infrastructure of public education in 

Camden, providing an updated portrait into 

the classrooms serving the cityôs poorest 

communities. Kozol pulls no punches in a 

truly visceral recollection of his visit to Pyne 

Point Middle School, writing:  

éinside, in battered, broken-down, 

crowded rooms, teem the youth of 

Camden, with dysfunctional fire 

alarms, outmoded books and 

equipment, no sports supplies, 

demoralized teachers, and the 

everpresent worry that a child is 

going to enter the school building 

armed.2 

Ultimately, it is inarguable that the 

physical quality of public schools and 

educational facilities in Camden was 

incredibly unequal, reflecting broader 

residential trends. Where poor, minority-

majority neighborhoods experienced a 

degradation of property values and lived in 

dilapidated areas of the cities as a direct 

result of redlining and other racist housing 

policies, so too were children of color in 

imprint of the Crown Publishing Group, a division of 

Random House, Inc., 1991. 
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Camden zoned into old, crumbling school 

buildings that by this time, barely remained 

standing, effectively stripping them of the 

same educational resources and physical 

comforts provided to white students both in 

the city and its neighboring suburbs.  

 Such inequalities were also present 

in records of student achievement and 

morale. Educated in barely-standing school 

buildings overseen by cash-strapped school 

districts, students of color in Camdenôs poor 

communities were not afforded nearly the 

same learning opportunities nor educational 

resources as white students in the area. In 

Camden and Environs, Blaustein cites 

Camden superintendent Dr. Anthony R. 

Catramboneôs perspective on inequalities in 

education, writing, ñépupils from Sumner 

Elementary School (99.8 percent Negro) 

who transfer to Bonsall Elementary School 

(50.3 percent Negro) ófeel unwanted, and 

that they are having educational problems 

not experienced by the Negroes who have 

all their elementary training at Bonsallô 

[Catramboneôs words].ò1  

 Thus, it is evident that inequalities in 

schooling facilities and instruction not only 

resulted in a considerable achievement gap 

between students in segregated and 

integrated communities, but also that such 

inequalities were clear and demonstrable, 

even to students themselves at the 

elementary level. Catramboneôs observation 

that students from Sumner felt ñunwantedò 

and viewed themselves as struggling, 

suggests that students in Camdenôs 

                                                 
1 Blaustein, Civil Rights U.S.A., 22. 

segregated neighborhoods internalized the 

cityôs structural inequality, viewing 

themselves as lesser than their 

white/integrated peers both in intellectual 

capacity and personal character. Such 

perspectives, reinforced by the constant 

presence of systemic discrimination along 

racial lines as well as crumbling school 

facilities and housing units, became deeply 

entrenched in minds and hearts of Camdenôs 

youth, thereby creating trends of educational 

failure that were cyclical in nature, 

reinforced both externally by social 

structures and institutions as well as 

internally within segregated communities of 

color.  

 Similarly, dysfunction soon became 

synonymous with segregated schools and 

low-income communities of color at the 

institutional level. School administrators and 

Boards of Education began to expect failure 

of students of color, stripping away any 

opportunity for such schools to prove 

otherwise. For example, Camdenôs school 

leadership often designated rigorous 

curriculums and college-preparatory courses 

to majority-white schools, neglecting to 

extend the same opportunities to minority-

majority districts. For example, in reporting 

on administrative conversations on the 

potential integration of Camden High 

School in 1963, Blaustein observes: 

The maintenance of comprehensive 

academic tracks was recognized by 

administration as dependent on white 

students, implying students of color alone 
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were not expected to sustain them: óif these 

pupils [white college preparatory students 

from the Cramer area] were transferred to 

Woodrow Wilson [a majority-Black high 

school located in the Stockton 

neighborhood], Camden High would be 

almost entirely a school for business 

instruction and training in industrial arts.1  

It is vital to first provide context as 

to Blausteinôs usage of the terms ñbusiness 

instructionò and ñindustrial arts.ò In utilizing 

these terms, Blaustein refers primarily to 

what is referred to as ñvocational educationò 

in modern-day America. With this crucial 

context firmly established, it becomes 

evident that public educators in early-1960s 

Camden viewed college education as a 

racially-exclusive opportunity, to be 

extended only to white students.  

Such attitudes were reflected in the 

curricular rigor present in Camdenôs 

minority-majority schools which were, to 

say the least, held to an extremely low 

standard. The lessons designed for children 

of color were incredibly simple and non-

complex, as schools were treated less as 

institutions of learning and self-

improvement, but rather as detention centers 

for the cityôs disenfranchised youth. As 

Camden native and historian David Bain 

writes in the piece Camden Bound, ñHistory 

surrounds the children of Camden, but they 

do learn a lot of it in schooléWhitman is 

not read by students in the basic skills 

curriculum. Few students that I met in 

Camden High, indeed, had never heard of 

                                                 
1 Blaustein, Civil Rights U.S.A.,  

him.ò2 As such, Black and Hispanic students 

were effectively set up for failure as 

compared to white students, viewed as 

predestined to either not graduate from their 

primary schooling or to enter lower-paying 

careers and vocational fields rather than 

pursue higher education, and opportunities 

that college afforded students, particularly 

during this period where college degrees 

were significantly rarer and highly-valued 

than in the modern day. 

 Thus, it is evident that throughout 

the mid-twentieth century Camdenôs public 

school system routinely failed Black and 

Hispanic students. From inequalities in 

school facilities and curriculum, Camdenôs 

public school system repeatedly 

communicated to students in segregated 

areas that they simply were not worth the 

time and resources afforded to white 

students, nor possessed the same intellectual 

capacity as suburban children. Denied 

quality schools and viewed as predestined 

high school drop-outs, Camdenôs public 

schools never truly invested in their 

children, creating an atmosphere of 

perpetual administrative negligence in 

improving schools and learning outcomes 

for the cityôs disadvantaged youth. As 

Blaustein so aptly writes, ñó...the school 

authorities are against changing the status 

2 Bain, David Haward. ñCamden Bound.ò Prairie 

Schooner 72, no. 3 (1998): 120-121. 
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quo. They want to avoid headaches. They 

act only when pressures are appliedôò.1 

The Narrative of Inevitability: Camden as a 

ñLost Causeò 

It is clear that such drastic disparities 

in learning outcomes arose not only out of 

administrative negligence, but also as a 

direct result of segregation within the city. 

While no law affirming segregation was 

ever passed in New Jersey, it is clear that 

schools in Camden were completely and 

unequivocally segregated, and that a 

hierarchical structure clearly existed in 

regards to determining which schools and 

student populations were most supported 

and prepared for success. Time and time 

again, educators favored white students and 

white schools, kicking students of color and 

their schooling communities to the curb. It is 

against this backdrop of negligence and 

resignation that wider narratives around the 

city of Camden and its youth as ñlost 

causesò beyond any and all help began to 

emerge.  

By the late twentieth century 

(specifically the 1980s and 1990s), 

narratives around Camden as a drug and 

crime-infested urban wasteland began to 

propagate, rising to a national scale in the 

wake of increasing gang activity and 

rapidly-rising crime rates in the area. While 

public focus centered on the cityôs criminal 

justice department and woefully-inept 

political system, reporting on the state of 

Camdenôs public schools served to reinforce 

                                                 
1 Blaustein, Civil Rights U.S.A.,  

perceptions of the city as destined for failure 

and beyond saving, chiefly through local 

pressô demonization of Camdenôs youth. For 

example, the Courier Post article ñBattle 

being waged to keep youths from crimeò, 

reads, ñóGirls are being raped in schools, 

drugs are proliferating, alcohol is 

proliferating, and instead of dealing with it, 

some parents and administrators are in 

denialéthey insist itôs not happening in 

their backyardôò.2 The manner in this author 

speaks of public schooling in Camden reads 

as though the cityôs schools and places of 

education were not learning communities, 

but rather prisons ï the students inhabiting 

these spaces not children, but prisoners, 

destined to be nothing more than a ñthugò. 

 Ignoring the cityôs long history with 

racial segregation and redlining, which as 

established earlier in this paper, clearly 

resulted not only in disparities in learning 

outcomes but also caused a deep 

internalization of institutional failure within 

many students of color and their learning 

communities, articles such as this neglect 

the willingness to truly explore the roots of 

crime and poverty in Camden, focusing 

instead on the result of decades of 

institutional neglect of communities of 

color, rather than the root cause of these 

issues. In doing so, media coverage of such 

failures in Camden removed the burden of 

responsibility from the city lawmakers and 

school administrators responsible for abject 

poverty and educational disparities, instead 

putting the onus on the communities which 

2 ñBattle being waged to keep youths from crime,ò 

Courier Post, June 8, 1998 
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were intentionally and perpetually 

disenfranchised at the institutional level 

across all aspects of Camdenôs sociopolitical 

network.  

Additionally, this articleôs veiled 

assertion of Camden parents as disinterested 

and uninvested in their childrenôs success is 

especially gross and inaccurate. The fact of 

the matter is that parents and local 

communities within even the most 

impoverished and crime-ridden 

neighborhoods of Camden had long-lobbied 

for improvements to public schooling and 

their communities, concerned chiefly with 

their childrenôs futures and opportunities. 

For example, by the late 1990s, Camden 

Cityôs charter network had experienced 

significant growth, much of its early success 

owed directly to parents and grassroots 

organizations devoted to improving the post-

schooling opportunities of disadvantaged 

children. In 1997, over seventeen new 

charters were approved by the city of 

Camden, the first opening in September of 

that year. The LEAP Academy University 

Charter School was the result of years of 

political lobbying and relentless advocacy, 

of which the loudest voices came from 

parents and community activist groups. 

Spearheaded by Rutgers University-Camden 

professor and city native, Gloria Bonilla-

Santiago, the LEAP Academy included 

specific parent action committees, 

community outreach boards, and sponsored 

numerous community service events.1 Thus, 

this inclusion of virtually one of the only 

                                                 
1 Sarah Tantillo, ñThe case for charter schools,ò 

Courier Post, March 02, 1997 

groups truly invested in children of colorôs 

success in Camden alongside the group 

which repeatedly conspired to confine them 

to crumbling schools and prepare them only 

for low-paying occupations is wildly 

inaccurate and offensive in a historical 

context, thereby demonstrating how media 

narratives around Camden and its school 

system repeatedly disregarded factually-

correct reporting, in favor of sensationalized 

reports on Camdenôs struggles, framing 

schools and city youth as ground zero and 

progenitors of the wider issues facing the 

city as a whole. 

While community activism was 

absolutely present across Camden, it is also 

important to highlight the damaging impact 

of such negative narratives surrounding the 

city on its residents. In his book Camden 

Bound, a literary exploration of the history 

of Camden and its community, Camden-

born historian David Bain highlights the 

internalization of damaging, sensationalized 

descriptions of Camden. He writes: 

For most of my life, my birthplace, 

the city of Camden, has been a point 

of irony, worth a wince and often 

hasty explanation that though I was 

born in Camden, we didnôt actually 

ever live in Camden, but in a 

succession of pleasant South Jersey 

suburban townséAs I moved 

through lifeéI would write out the 

name Camden (Iôm ashamed to name 

my shame now) with a shudder.2 

2 Bain, Camden Bound, 108-109. 
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While Bainôs Camden Bound does relate 

specifically to his own individual experience 

and struggle with the acknowledgement of 

his birthplace in the wake of national 

infamy, he spends perhaps even more time 

exploring the current state of the city, as 

well as the perspectives of current Camden 

residents. In recounts his most recent visit to 

Camden, Bain describes nothing short of 

absolute devastation and complete social 

blight and urban decay, writing: 

Too many newspaper headlines 

crowd my brain - "Camden Hopes 

for Release From Its Pain"; "In 

Struggles of the City, Children Are 

Casualties"; "Camden Forces Its 

Suburbs To Ask, What If a City 

Dies?"; "A Once Vital, Cohesive 

Community is Slowly, but Not 

Inevitably, Dying." And that 

devastating question from Time: 

"Who Could Live Here?"...It has 

been called the poorest city in New 

Jersey, and some have wondered if it 

is the poorest in the nation. Adult 

men and women stand or sit in front 

of their shabby two- story brick 

houses, stunned by purposelessness. 

In abandoned buildings, drug dealers 

and their customers congregate. On 

littered sidewalks, children negotiate 

through broken glass, condoms, and 

spent hypodermics.1 

 

Judging from Bainôs simple description of 

the sights that he witnessed while driving 

                                                 
1 Bain, Camden Bound, 111. 

through Camden, it is evident that Camdenôs 

residents have been burned out by the 

widely-circulating narratives of the city and 

its national infamy. The vast majority of 

residents poverty-stricken and lacking the 

financial or social capital to create 

meaningful change for their communities 

themselves, such headlines and narratives of 

the city were nothing short of absolutely 

devastating. Such soul-crushing portrayals 

signal yet another air of perpetual 

negligence and resignation by powerful 

voices, within the media, local politics, and 

even national government, thus 

demonstrating a national perception of 

Camden as ñfailedò, and were thus 

internalized by Camdenôs residents.  

For example, in interviewing Rene 

Huggins, a community activist and director 

of the Camden Cultural Center, Bain chiefly 

relays her frustration with recent state 

legislation upon the assumption of office by 

Republican governor Christine Todd 

Whitman and recent rollbacks of welfare 

programs, occupational training, and 

educational funding that had been promised 

to the city. Speaking on the increasing 

hopelessness of many city residents, 

Huggins states, ñAnd on top of all thatéwe 

get that headline in Time magazine ï ôWho 

Could Live Here?ô Why not just give us a 

lot of shovels and bury the place?ôò.2 Such 

statements, alongside Bainôs experiences of 

Camden, thus demonstrate that as a direct 

result of national resignation to the state of 

Camden and a lack of willingness nor 

initiative to improve the city (and even more 

2 Bain, Camden Bound, 119. 
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damaging, a removal of resources and social 

initiatives designed specifically to improve 

the state of the city), many Camden 

residents adopted a similar mentality of 

resignation and shame toward their 

community, choosing to simply exist with 

the cityôs misery as opposed to creating any 

real, meaningful change, having been 

spurned and failed by various powerful 

sociopolitical institutions and organizations 

across generations, thereby reinforcing the 

harmful narratives that had played such a 

crucial role in the development of such 

behaviors. 

The very article mentioned in ire by 

Ren Huggins, Kevin Fedarkoôs ñWho Could 

Live Here?ò, also offers insight into public 

perceptions of Camden and more 

specifically, its youth, during the late 

twentieth-century. Written in 1992, Fedarko 

postures the city of Camden as a barren 

wasteland and its inhabitants 

ï predominantly young people and children 

ï as akin to nothing more than prisoners and 

criminals. For example, Fedarko writes: 

The story of Camden is the story of 

boys who blind stray dogs after 

school, who come to Sunday Mass 

looking for cookies because they are 

hungry, who arm themselves with 

guns, knives and -- this winter's fad 

at $400 each -- hand grenades. It is 

the story of girls who dream of 

becoming hairdressers but wind up 

                                                 
1 Kevin Fedarko, ñThe Other America,ò Time, 

January 20, 1992 

as whores, who get pregnant at 14 

only to bury their infants.1 

Fedarkoôs description of Camdenôs children 

is extraordinarily problematic, in that it not 

only treats the cityôs youth as a monolithic 

group, but then proceeds to demonize them 

en masse. In describing the cityôs young 

people as baselessly sadistic and violent, 

while neglecting to position rising youth 

crime rates in the context of historical 

disenfranchisement nor take a moment and 

pause to acknowledge that this is not the 

case for all of the cityôs young people, 

Fedarkoôs work only furthers narratives of 

Camden and its young people as lawless and 

destined for jail cells rather than degrees. In 

particular, Fedarkoôs description of 

Camdenôs young women as ñwhoresò is 

especially gross, considering the fact that the 

people of whom Fedarko speaks are 

children, thereby applying unnecessary 

derogatory labels to young women (largely 

women of color), while failing to 

acknowledge the true tragedy of Camden 

and the conditions to which young people 

are subjected to. In describing the situation 

of a teenager involved in gang activity, 

Fedarko also employs similarly disrespectful 

and dehumanizing language, writing:  

édrug posses éuse children to keep 

an eye out for vice- squad police and 

to ferry drugs across town. Says 

"Minute Mouse," a 15- year-old 

dealer: "I love my boys more than 

my own family." Little wonder. With 

a father in jail and a mother who 
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abandoned him, the Mouse survived 

for a time by eating trash and dog 

food before turning to the drug 

business.1 

Ultimately, it is evident that during the late 

twentieth century, specifically the eighties 

and nineties, narratives surrounding Camden 

portrayed the city as nothing more than an 

urban wasteland and lost cause, a sad excuse 

for urban existence that eschewed its history 

as a sprawling manufacturing juggernaut. 

More damaging however, were narratives 

surrounding the people of Camden 

(especially youth), who became 

synonymous with violence and criminal 

activity, rather than opportunity or potential. 

In short, media coverage of Camden was 

concerned chiefly with the concept of an 

urban space and people in chaos and thus, 

prioritized the spectacle of Camdenôs 

failures over the historical tragedy of the 

city, neglecting to situation the former in the 

context of self-imposed de facto segregation 

and racialized disenfranchisement. 

Conclusion 

Ultimately, it cannot be denied that 

perceptions of Camdenôs public education 

system as failing and its youth as morally 

debased were absolutely essential to the 

formulation of ñlost causeò narratives 

regarding the city. In the popular 

imagination, Camden became synonymous 

with decay and dysfunctionða city 

transformed from a thriving industrial hub 

into what national headlines would later call 

                                                 
1 Ibid. 

ñMurder City, U.S.A.ò However, these 

narratives of inevitability in truth emerged 

from the cityôs long history with racial 

segregation, economic turmoil, and 

administrative educational neglect. 

Camdenôs schools were central to this 

development, acting as both products and 

producers of inequity, serving as clear 

symbols of the failures in public policy, 

which were later recast as moral 

shortcomings of disenfranchised 

communities themselves. 

As demonstrated throughout this 

study, the structural roots of Camdenôs 

failures in public education were grounded 

in segregation, manufactured by the same 

redlining maps and exclusionary residency 

policies that confined families of color to the 

cityôs most desolate neighborhoods, which 

would also determine the boundaries of their 

childrenôs schools. White flight and 

suburban migration drained Camden of its 

capital and tax base, instead concentrating 

such resources in suburban communities 

whose already-existing affluence was only 

reinforced by federal mortgage programs 

and social support. Historical inquiry into 

urban decline and the state of urban 

communities in the postwar period have 

long since emphasized the importance of 

understanding urban segregation not as a 

natural social phenomenon, but rather an 

architectural inequity, extending into every 

aspect of civic life and education. Camdenôs 

experience confirms this: segregation 

functioned not only as a physical division of 

space but as a moral and ideological one, 
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creating the conditions for policymakers and 

the media to portray the cityôs public 

schools as evidence of cultural pathology 

rather than systemic betrayal. 

By the late twentieth century, these 

narratives had become fatalistic. Newspaper 

headlines depicted Camdenôs classrooms as 

sites of chaos and its youth as violent, 

transforming real inequities into spectacle. 

The children who bore the weight of these 

conditionsðstudents of color educated in 

crumbling buildings and underfunded 

programsðwere cast as perpetrators of their 

cityôs demise rather than its victims. The 

label ñMurder Capitalò distilled these 

complexities into a single, dehumanizing 

phrase, erasing the structural roots of decline 

in favor of a narrative that made Camdenôs 

suffering appear inevitable. In doing so, 

public discourse not only misrepresented the 

cityôs reality but also justified further 

disinvestment, as policymakers treated 

Camdenôs collapse as a moral failure rather 

than a product of policy.  

However, despite such immense 

challenges and incredibly damaging 

narratives that had become so deeply 

entrenched in the American national psyche 

regarding the city, Camden and its 

inhabitants persisted. Refusing to give up on 

their communities, Camdenôs residents, 

many of whom lacking the influence and 

capital to create change alone, chose to band 

together and weather the storm of national 

infamy. From community activism to 

political lobbying, Camdenôs communities 

of color demonstrated consistent self-

advocacy. Viewing outside aid as 

perpetually-promised yet never provided, 

Camdenôs communities pooled their 

resources and invested in their own 

communities and children, establishing vast 

charter networks as well as advocating for 

criminal justice reform and community 

policing efforts.  

While change was slow and 

seemingly unattainable, Camden has 

experienced a significant resurgence in the 

past decade or so. From investment by major 

corporations and sports organizations (for 

example, the Philadelphia 76ersô relocation 

of their practice facilities and front offices to 

the Camden Waterfront in 2016) as well as a 

revitalization of educational access and 

recruitment of teaching professionals by the 

Camden Education Fund, the city has slowly 

begun to reverse trends of decay and 

decline, pushing back against narratives that 

had deemed its failure as inevitable and 

inescapable. Celebrating its first homicide-

free summer this year, Camdenôs story is 

tragic, yet far from over. Rather than adhere 

to the story of persistent institutional failure 

and disenfranchisement, Camdenôs residents 

have chosen to take charge of the narrative 

of their home and communities for 

themselves, changing it to one of 

perseverance, determination, and strength. 

In defiance of decades of segregation, 

disinvestment, and stigma, Camden stands 

not as Americaôs ñMurder City,ò but as its 

mirrorða testament to how injustice is built, 

and how, through resilience, effort, and 

advocacy, it can be torn down. 
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Unseen Fences: How Chicago Built Barriers Inside its Schools 

 

Emily Nicholson 

 

Northern public schools are rarely 

ever centered in national narratives of 

segregation. Yet as Thomas Sugrue 

observes, ñeven in the absence of officially 

separate schools, northern public schools 

were nearly as segregated as those in the 

south.ò1 Chicago Illustrates this, despite the 

Jim Crow laws, the city developed a racially 

organized educational system that produced 

outcome identical to those segregated in 

southern districts.  The cityôs officials 

celebrated equality while focusing on 

practices that isolated black students in 

overcrowded schools. The north was legally 

desegregated and was not pervasive but put 

into policies and structures of urban 

governance.  

This paper argues that Chicago 

school segregation was intentional. It 

resulted from a coordinated system that 

connected housing discrimination, political 

resistance to integration, and targeted 

policies crafted to preserve racial separation 

in public schools. While Brown v. Board of 

Education outlawed segregation by law, 

Chicago political leaders, school 

administration, and networks maintained it 

through zoning, redlining, and 

administrative manipulation. Using both 

                                                 
1 Thomas J. Sugrue, Sweet Land of Liberty: The 

Forgotten Struggle for Civil Rights in the North (New 
York: Random House, 2008),  

primary source, newspapers NAACP 

records, and a great use of historical 

scholarship, this paper shows how 

segregation in Chicago was enforced, 

defended, challenged, and exposed by the 

communities that it harmed.  

Historiography  

The historical context outlined above 

leads to several central research questions 

that guide this paper. First, how did local 

governments and school boards respond to 

the Brown v. Board of Education decision, 

and how did their policies influence the 

persistence of segregation in Chicago? 

Second, how did housing patterns and 

redlining contribute to the continued 

segregation of schools? Third, how did the 

racial dynamics of Chicago compare to 

those in other northern cities during the 

same period? 

These questions have been explored 

by a range of scholars. Thomas Surgueôs 

Sweet Land of Liberty provides the 

framework for understanding northern 

segregation as a system put in the local 

government rather than state law. Sugrue 

argues that racism in the north was 
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ñstructural, institutional, and spatial rather 

than legal, shaped through housing markets, 

zoning decisions, and administrative policy. 

His work shows that northern cities 

constructed segregation through networks of 

bureaucratic authority that were hard to 

challenge. Sugrueôs analysis supports the 

papers argument by demonstrating that 

segregation in Chicago was not accidental 

but maintained through everyday decisions.  

Philip T.K. Daniel's scholarship 

deepens this analysis of Chicago by showing 

how school officials resisted desegregation 

both before and after Brown v. Board. In his 

work A History of the Segregation-

Discrimination Dilemma: The Chicago 

Experience, Daniel shows that Chicago 

public school leaders manipulated 

attendance boundaries, ignored 

overcrowding schools, and defended 

ñneighborhood schoolsò as the way to 

preserve racial separation. Daniel highlights 

that ñin the years since 1954 Brown v. Board 

of Education decision, research have 

repeatedly noted that all black schools are 

regarded inferior.ò1 Underscoring the 

continuing of inequality despite federal 

mandates. Danielôs findings reinforce these 

papers claim that Chicagoôs system was 

made intentional, and the local officials 

played a high role in maintaining 

segregation.  

Dionne Danns offers a different 

perspective by examining how students, 

parents, and community activists responded 

                                                 
1 tƘƛƭƛǇ ¢Φ YΦ 5ŀƴƛŜƭΣ ά! IƛǎǘƻǊȅ ƻŦ ǘƘŜ {ŜƎǊŜƎŀǝƻƴπ
5ƛǎŎǊƛƳƛƴŀǝƻƴ 5ƛƭŜƳƳŀΥ ¢ƘŜ /ƘƛŎŀƎƻ 9ȄǇŜǊƛŜƴŎŜΣέ 
tƘȅƭƻƴ пмΣ ƴƻΦ н όмфулύΥ мнсςосΦ 

to the Chicago public schoolôs 

discriminatory practices. In Crossing 

Segregated Boundaries, her study of 

Chicagoôs High School Students Movement, 

Danns argues that local activism was 

essential to expose segregation that officials 

tied to hide. She shows that black youth did 

not just fix inequalities of their schools but 

also developed campaigns, boycotts, sit-ins, 

which challenged Chicago Public School 

officials and reshaped the politics of 

education. Dannsô work supports the middle 

portion of this paper, it analyzes how 

community resistance forced Chicagoôs 

segregation practices in a public view.  

Paul Dimondôs Beyond Busing 

highlights how the court system struggled to 

confront segregation in northern cities 

because it did not connect with the law. 

Dimond argues that Chicago officials used 

zoning, optional areas, intact busing, and 

boundaries to maintain separation while 

avoiding the law. He highlights that, ñthe 

constant thread in the boards school 

operation was segregation, not 

neighborhood,ò2 showing that geographic 

justification was often a barrier for racial 

intent. Dimondôs analysis strengthens the 

argument that Chicagoôs system was 

coordinated and on purpose, built through 

ñnormalò administrative decisions.  

Jim Carl expands the scholarship into the 

time of Harold Washington, showing how 

political leadership shaped the educational 

reform. Carl argues that Washington 

2tŀǳƭ wΦ 5ƛƳƻƴŘΣ .ŜȅƻƴŘ .ǳǎƛƴƎΥ wŜƅŜŎǝƻƴǎ ƻƴ 
¦Ǌōŀƴ {ŜƎǊŜƎŀǝƻƴΣ ǘƘŜ /ƻǳǊǘǎΣ ŀƴŘ 9ǉǳŀƭ 
hǇǇƻǊǘǳƴƛǘȅ ό!ƴƴ !ǊōƻǊΥ ¦ƴƛǾŜǊǎƛǘȅ ƻŦ aƛŎƘƛƎŀƴ 
tǊŜǎǎΣ нллрύ 
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believed in improving black schools not 

through desegregation but through resource 

equity and economic opportunities for black 

students. This perspective highlights how 

entrenched the early segregation policies 

were, reformers like Washington built a 

system that was made to disadvantage black 

communities. While Carl's focus is later in 

the Papers period, his work provides the 

importance of how political structure 

preserved segregation for decades.  

Regional and National Context 

Chicagoôs experience with 

segregation was both typical and different 

among the northern cities. Cities like 

Detroit, Philadelphia, and New York faced 

similar challenges. Chicagoôs politi cal 

machine created these challenges. As Danns 

explains in ñNorthern Desegregation: A Tale 

of Two Citiesò, ñChicago was the earliest 

northern city to face Title VI complaint. 

Handling the complaint, and the political 

fallout that followed, left the HEW in a 

precarious situation. The Chicago debacle 

both showed HEW enforcement in the North 

and West and the HEW investigating 

smaller northern districts.ò1  This shows 

how much political interest molded the 

cities' approach to desegregation, and how 

federal authorities had a hard time holding 

the local systems responsible. The issue 

between the local power and federal power 

highlighted a broader national struggle for 

civil rights in the north, and a reminder that 

racial inequality was not only in one region 

but in the entire country. Chicagoôs 

                                                 
12. 15ƛƻƴƴŜ 5ŀƴƴǎΣ /ǊƻǎǎƛƴƎ {ŜƎǊŜƎŀǘŜŘ 
.ƻǳƴŘŀǊƛŜǎΥ wŜƳŜƳōŜǊƛƴƎ /ƘƛŎŀƎƻ {ŎƘƻƻƭ 
5ŜǎŜƎǊŜƎŀǝƻƴ όbŜǿ .ǊǳƴǎǿƛŎƪΣ bWΥ wǳǘƎŜǊǎ 

challenge highlights the issues of producing 

desegregation in areas where segregation 

was less by the law, and more by policies 

and politics.  

Local policy and zoning decisions 

made segregation rise even more. In Beyond 

Busing, Paul R. Dimond says, ñTo relieve 

overcrowding in a recently annexed area 

with a racially mixed school to the northeast, 

the Board first built a school in a white part 

and then rejected the superintendentôs 

integrated zoning proposal to open new 

schoolsé. the constant thread in the Boardôs 

school operations was segregation, not 

neighborhood.ò3 These decisions show 

policy manipulation, rather than the illegal 

measures that maintained separation. 

Dimond further emphasizes the 

pattern: ñthroughout the entire history of the 

school system, the proof revealed numerous 

manipulations and deviations from ónormalô 

geographic zoning criteria in residential 

ófringesô and ópockets,ô including optional 

zones, discontinuous attendance areas, intact 

busing, other gerrymandering and school 

capacity targeted to house only one race; 

this proof raised the inference that the board 

chose ónormalô geographic zoning criteria in 

the large one-race areas of the city to reach 

the same segregated result.ò3  These 

adjustments were hard but effective in 

strengthening segregation by making sure 

even when schools were open, the location, 

and resource issuing meant that black 

students and white students would have 

¦ƴƛǾŜǊǎƛǘȅ tǊŜǎǎΣ нлнлύ 
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different education environments. The 

school boardôs actions show a bigger 

strategy for protecting the status quo under 

the ñneighborhoodò schools and making it 

understandable that segregation was not an 

accident but a policy.  

On the other hand, Carl highlights 

the policy solutions that are considered for 

promoting integration, other programs 

which attract a multiracial, mixed-income 

student body. Redraw district lines and place 

new schools to maximize integrationé 

busing does not seem to be an issue in 

Chicagoéit should be obviously metro 

wide, because the school system is 75 

percent minority.ò 1. This approach shows 

the importance of system solutions that go 

beyond busing, and integration requires 

addressing the issue of racial segregation in 

schools. Carlôs argument suggests that 

busing itself created a lasting change. By 

changing district lines, it is not just about 

moving the children around, but to change 

the issues that reinforce segregation. 

Understanding Chicagoôs 

segregation requires comparing northern and 

southern practices. Unlike the south, where 

segregation was organized in law, northern 

segregation was de facto maintained through 

residential patterns, local policies, and 

bureaucratic practices. Sugrue explains, ñin 

the south, racial segregation before Brown 

was not fundamentally intertwined with 

residential segregation.ò1. This shows how 

urban geography and housing discrimination 

                                                 
1 WƛƳ /ŀǊƭΣ άIŀǊƻƭŘ ²ŀǎƘƛƴƎǘƻƴ ŀƴŘ /ƘƛŎŀƎƻΩǎ {ŎƘƻƻƭǎ 
ōŜǘǿŜŜƴ /ƛǾƛƭ wƛƎƘǘǎ ŀƴŘ ǘƘŜ 5ŜŎƭƛƴŜ ƻŦ ǘƘŜ bŜǿ 5Ŝŀƭ 
/ƻƴǎŜƴǎǳǎΣ мфррςмфутΣέ IƛǎǘƻǊȅ ƻŦ 9ŘǳŎŀǝƻƴ 

shaped educational inequality in northern 

cities. In Chicago, racial restrictive, 

reddling, confined black families to specific 

neighborhoods, and that decided which 

school the children could attend. This 

allowed northern officials to say that 

segregation was needed more than as a 

policy. 

Southern districts did not rely on 

geographic attendance zones to enforce 

separation; ñsouthern districts did not use 

geographic attendance zones to separate 

black and whites.ò1. In contrast, northern 

cities like Chicago used zones and local 

governance to achieve smaller results. 

Danns notes, ñwhile legal restrictions in the 

south led to complete segregation of races in 

schools, in many instances the north 

represented de facto segregation, which was 

carried out as a result of practice often 

leading to similar resultsò4. This highlights 

the different methods by segregation across 

regions, even after the legal mandates for 

integration. In the south, segregation was 

enforced by the law, making the racial 

boundaries clear and intentional.  

Still, advocacy groups were aware of 

the nationwide nature of this struggle. In a 

newspaper called ñKey West Citizenò it 

says, ña stepped-up drive for greater racial 

integration in public schools, North and 

South is being prepared by ñnegroò groups 

in cities throughout the country.ò  

Resistance for integration could take 

extreme measures, including black children 

vǳŀǊǘŜǊƭȅ пмΣ ƴƻΦ о όнллмύΥ оммςпоΦ 
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to travel long distances to go to segregated 

schools, while allowing white children to 

avoid those schools. In the newspaper 

ñRobin Eagleò it notes, ñcolored children 

forced from the school they had previously 

attended and required to travel two miles to 

a segregated schooléwhite children 

permitted to avoid attendance at the colored 

school on the premise that they have never 

been enrolled there.ò 1 These examples show 

how resistance to integration represents a 

national pattern of inequality. Even though 

activist and civil rights groups fought for the 

educational justice, the local officials and 

white communities found ways to keep 

racial segregation. For black families, this 

meant their children were affected by 

physical and emotional burdens of 

segregation like, long commutes, bad 

facilities, and reminder of discrimination. 

On the other hand, white students received 

help from more funding and better-found 

schools. These differences show how racial 

inequality was within American education, 

as both northern and southern cities and 

their systems worked in several ways.  

Understanding Chicagoôs 

segregation requires comparing northern and 

southern practices. Unlike the south, where 

segregation was organized in law, northern 

segregation was de facto maintained through 

residential patterns, local policies, and 

bureaucratic practices. Sugrue explains, ñin 

the South, racial segregation before Brown 

was not fundamentally intertwined with 

residential segregation.ò1. This shows how 

urban geography and housing discrimination 

                                                 
1 ¢ƘŜ wƻōōƛƴǎ 9ŀƎƭŜ όwƻōōƛƴǎΣ L[ύΣ {ŜǇǘŜƳōŜǊ млΣ 
мфслΣ 

shaped educational inequality in northern 

cities. In Chicago, racial restrictive, 

reddling, confined black families to specific 

neighborhoods, and that decided which 

school the children could attend. This 

allowed northern officials to say that 

segregation was needed more than as a 

policy. 

Southern districts did not rely on 

geographic attendance zones to enforce 

separation; ñsouthern districts did not use 

geographic attendance zones to separate 

black and whites.ò1 In contrast, northern cities 

like Chicago used zone and local 

governance to achieve smaller results. 

Danns notes, ñwhile legal restrictions in the 

south led to complete segregation of races in 

schools, in many instances the north 

represented de facto segregation, which was 

carries out as a result of practice often 

leading to similar resultsò.4 This highlights 

the different methods by segregation across 

regions, even after the legal mandates for 

integration. In the South, segregation was 

enforced by the law, making the racial 

boundaries clear and intentional. 

Yet the advocacy groups were aware 

of the nationwide nature of this struggle. In 

a newspaper called ñKey West Citizenò it 

says, ña stepped-up drive for greater racial 

integration in public schools, North and 

South is being prepared by ñnegroò groups 

in cities throughout the country.ò Resistance 

for integration could take extreme measure, 

including black children to travel long 

distances to go to segregated schools, while 
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allowing white children to avoid those 

schools. These examples show how 

resistance to integration represents a 

national pattern of inequality. Even though 

activist and civil rights groups fought for 

educational justice, the local officials and 

white communities found ways to keep 

racial segregation. For black families, this 

meant their children were affected by 

physical and emotion burdens of segregation 

like, long commutes, bad facilities, and 

reminder of discrimination. On the other 

hand, white students received help from 

more funding and better-found schools. 

These differences show how racial 

inequality was within American education, 

as both northern and southern cities and 

their systems worked in several ways.  

The policies that shaped Chicago 

schools in the 1950ôs and 1960ôs cannot be 

understood without looking at key figures 

such as Benjamin Willis and Harold 

Washington. Benjamin Willis, who was a 

superintendent of Chicago Public Schools 

from 1953 to 1966 and became known for 

his resistance to integration efforts. Willisô 

administration relied on the construction of 

mobile classrooms, also known as ñWillis 

wagons,ò to deal with the overcrowding of 

Black schools. Other than reassigning 

students to nearby under-enrolled schools, 

Willis placed these classrooms in the yards 

of segregated schools. As Danns explains, 

Willis was seen by Chicagoans as the 

symbol of segregation as he gerrymandered 

school boundaries and used mobile 

classrooms (labeled Willis Wagons) to avoid 

desegregation.ò4  . His refusal to implement 

desegregation measures made him a target 

of protest, including boycotts led by families 

and students. 

On the other hand, Harold 

Washington, who would become Chicagoôs 

first black mayor, represented a shift 

towards community-based reform and 

equality-based policies. Washington 

believed that equality in education required 

more than racial integration, but it needed 

structural investment in Black schools and 

economic opportunities for Black students. 

Jim Carl writes, Washingtonôs approach, 

ñWashington would develop over the next 

thirty-three years, one that insisted on 

adequate resources for Black schools and 

economic opportunities for Black students 

rather than viewing school desegregation as 

the primary vehicle for educational 

improvement.ò5 His leadership came from 

the earlier civil rights struggles of the 1950ôs 

and 1960ôs with the justice movements that 

came in the post-civil rights era.  

How Chicago Built Segregation 

Chicagoôs experience in the mid-

twentieth century provides an example of 

how racial segregation was maintained 

through policy then law.  In the postwar era, 

there was an increase in Chicagoôs 

population. Daniel writes, ñthis increased 

the black school population in that period by 

196 percent.ò4. By the 1950ôs, the Second 

Great Migration influenced these trends, 

with thousands of Black families arriving 

from the south every year. As Sugrue notes, 

ñBlacks who migrated Northern held high 

expectations about education.ò 1.   There was 

hope the northern schools would offer 

opportunities unavailable in the South. 
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Chicagoôs public schools soon became the 

site of racial conflict as overcrowding; 

limited resources, and administrative 

discrimination showed the limits of those 

expectations. 

One of the features of Chicagoôs 

educational system is the era of the 

ñneighborhood schoolsò policy. On paper, 

this policy allowed students to attend 

schools near their homes, influencing the 

community. In practice, it was a powerful 

policy for preserving racial segregation. 

Sugrue explains, ñin densely populated 

cities, schools often within a few blocks of 

one another, meaning that several schools 

might serve as ñneighborhoodò.ò1. Because 

housing in Chicago was strictly segregated 

through redlining, racially restrictive areas, 

and de facto residential exclusion, 

neighborhood-based zoning meant that 

Black and white students were put into 

separate schools. This system allowed city 

officials to claim that segregation reflected 

residential patterns rather than intentional 

and avoiding the violation of Brown. A 1960 

New York Times article called, ñFight on 

Floor now ruled outò by Anthony Lewis, 

revealed how Chicago officials publicly 

dismissed accusations of segregation while 

internally sustaining the practice. The article 

reported that school leaders insisted that 

racial imbalance merely reflected 

ñneighborhood conditionsò and that CPS 

policies were ñnot designed to separate the 

races,ò even as Black schools operated far 

beyond capacity.ò1 This federal-level 

                                                 
1   ¢ƘŜ bŜǿ ¸ƻǊƪ ¢ƛƳŜǎΣ άCƛƎƘǘ ƻƴ ǘƘŜ CƭƻƻǊ wǳƭŜŘ 
ƻǳǘΣέ Wǳƭȅ нтΣ мфслΣ мΦ 
 

visibility shows that Chicagoôs segregation 

was deliberate: officials framed their 

decisions as demographic realities, even 

though they consistently rejected integration 

measures that would have eased 

overcrowding in Black schools. 

The consequences of these policies 

became visible by the 1960ôs. Schools in 

Black neighorhoods were overcrowded, 

operating on double shifts or in temporary 

facilities. As Dionne Danns describes in 

Northern Desegregation: A Tale of Two 

Cities, she says, ñbefore school 

desegregation, residential segregation, along 

with Chicago Public School (CPS) leadersô 

administrative decisions to maintain 

neighbor-hood schools and avoid 

desegregation, led to segregated schools. 

Many Black segregated schools were 

historically under-resourced and 

overcrowded and had higher teacher 

turnover rates.ò2 The nearby white schools 

had empty classrooms and more modern 

faciliti es. This inequality sparked 

widespread community outrage, setting up 

the part for the educational protest that 

would define Chicagoôs civil rights 

movement.  

The roots of Chicagoôs school 

segregation related to its housing policies. 

Redlining, the practice by which federal 

agencies and banks denied loans to Black 

homebuyers and systematically combined 

Black families to certain areas of the cityôs 

south and west sides. These neighborhoods 

2 5ƛƻƴƴŜ 5ŀƴƴǎΣ άbƻǊǘƘŜǊƴ 5ŜǎŜƎǊŜƎŀǝƻƴΥ ! ¢ŀƭŜ ƻŦ 
¢ǿƻ /ƛǝŜǎΣέ IƛǎǘƻǊȅ ƻŦ 9ŘǳŎŀǝƻƴ vǳŀǊǘŜǊƭȅ рмΣ ƴƻΦ м 
όнлммύΥ ттςмлпΦ 
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were often shown by housing stock, limited 

public investment, and overcrowding. Due 

to this policy, school attendance zones were 

aligned with neighborhood boundaries, these 

patterns of residential segregation were 

mirrored with the cityôs schools. As 

historian Matthew Delmont explains in his 

book, Why Busing Failed, this dynamic 

drew the attention of federal authorities: ñOn 

July 4, 1965, after months of school protest 

and boycotts,  civil rights groups advocated 

in Chicago by filing a complaint with the 

U.S. Office of Education charging that 

Chicago's Board of Education violated Title 

VI of the Civil Rights Act of 1964.ò1 This 

reflected how much intertwined housing and 

education policies were factors of racial 

segregation. The connection between where 

families could live and where their children 

could attend school showed how racial 

inequality was brought through everyday 

administrative decisions, and molding 

opportunities for generations of black 

Chicagoans.  

These systems, housing, zoning, and 

education helped maintain a racial hierarchy 

under local control. Even after federal courts 

and civil rights organizations pushed for 

compliance with Brown, Chicagoôs officials 

argued that their schools reflect 

demographic reality rather than 

discriminatory intent. This argument shows 

how city planners, developers, and school 

administrators collaborated. School 

segregation was not a shift from southern 

                                                 
1 aŀǧƘŜǿ CΦ 5ŜƭƳƻƴǘΣ ²Ƙȅ .ǳǎƛƴƎ CŀƛƭŜŘΥ wŀŎŜΣ 
aŜŘƛŀΣ ŀƴŘ ǘƘŜ bŀǝƻƴŀƭ wŜǎƛǎǘŀƴŎŜ ǘƻ {ŎƘƻƻƭ 
5ŜǎŜƎǊŜƎŀǝƻƴ ό/ŀƳōǊƛŘƎŜΣ a!Υ IŀǊǾŀǊŘ ¦ƴƛǾŜǊǎƛǘȅ 

style Jim Crow, but a defining feature of 

North governance. 

Resistance and Exposure 

Chicagoôs struggle with school 

segregation was not submissive. Legal 

challenges and community activism were 

tools in confronting inequalities. The 

NAACP Legal Defense Fund filed many 

lawsuits to challenge these policies and 

targeted the districts that violated the stateôs 

education law. Parents and students 

organized boycotts and protests and wanted 

to draw attention to the injustices. Sugrue 

notes, ñthe stories of northern school 

boycotts are largely forgotten. Grassroots 

boycotts, led largely by mothers, inspired 

activists around the country to demand equal 

educationò1.  The boycotts were not 

symbolic but strategic; community driven 

actions targeted at the system's resistance to 

change. These movements represented an 

assertion of power from communities that 

had to be quiet by discriminatory policies. 

Parents, especially black mothers, soon 

became figures in these campaigns, using 

their voices, and organizing ways to demand 

responsibility from school boards and city 

officials. Their actions represented the 

change that would not come straight from 

the courtrooms, but from the people affected 

by injustice. The boycotts interrupted the 

normal school system and forced officials to 

listen to the demands for equal education.   

Danns emphasizes the range of 

activism during this period, writing in 

tǊŜǎǎΣ нлмсύΦ 
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Chicago High School Studentsô Movement 

for Quality Public Education: ñin the early 

1960ôs, local and prominent civil rights 

organizations led a series of protests for 

school desegregation. These efforts included 

failed court cases, school boycotts, and sit-

ins during superintendent Benjamin Willis 

administration, all which led to negligible 

school desegregationò1. Despite the limited 

success of these efforts, the activism of the 

1960ôs was important for exposing the 

morals of northern liberalism, and the 

continuing of racial inequalities outside the 

South. Student-led protests and communities 

organizing, not only challenged the policies 

of the Chicago Board of Education but also 

influenced the new generation for young 

people to see education as a main factor in 

the struggle for civil rights. 

Legal tactics were critical in 

enforcing agreements. An article from the 

NAACP Evening Star writes, ñon the basis 

of an Illinois statute which states that state-

aid funds may be withheld from any school 

district that segregated based on race or 

color.ò 2The withholding of state funds 

applied pressure on resistant boards, 

showing that legal leverage could have 

consequences. When the board attempted to 

deny black studentsô admission, the NAACP 

intervened.  In the newspaper ñEvening 

Starò, They reported, ñAlthough the board 

verbally refused to admit negro students and 

actually refused to do so when Illinois 

students applied for admission, when the 

                                                 
1 5ƛƻƴƴŜ 5ŀƴƴǎΣ ά/ƘƛŎŀƎƻ IƛƎƘ {ŎƘƻƻƭ {ǘǳŘŜƴǘǎΩ 
aƻǾŜƳŜƴǘ ŦƻǊ vǳŀƭƛǘȅ tǳōƭƛŎ 9ŘǳŎŀǝƻƴΣ мфссςмфтмΣέ 
WƻǳǊƴŀƭ ƻŦ !ŦǊƛŎŀƴ !ƳŜǊƛŎŀƴ IƛǎǘƻǊȅ ууΣ ƴƻΦ н όнллоύΥ 
моуςрлΦ 
 

board realized that the NAACP was going to 

file suit to withhold state-aid funds, word 

was sent to each student who had applied 

that they should report to morning classes.ò 
3This shows how legal and financial 

pressure became one of the effective ways 

for enforcing desegregation. The threat of 

losing funds forced the school boards to 

work with the integration orders, 

highlighting the appeals were inadequate to 

undo the system of discrimination. The 

NAACPôs strategy displayed the importance 

of defense with legal enforcement, using the 

courts and statesô statutes to hold them 

accountable. This illustrated that the fight 

for educational equality required not only 

the protest, but also the legal base to secure 

that justice was to happen. This 

collaboration of legal action and grassroots 

mobilization reflects the strategy that raised 

both formal institutions and community 

power, showing the northern resistance to 

desegregation was far from being 

unchanged. 

Long-Term Consequences 

Chicagoôs segregated schools had 

long-lasting effects on Black students, 

particularly through inequalities in the 

education system. Schools in Black 

neighborhoods were often overcrowded, 

underfunded, and provided fewer academic 

resources than their white counterparts. 

These disparities limited educational 

opportunities and shaped studentsô futures. 

2 b!!/t [ŜƎŀƭ 5ŜŦŜƴǎŜ ŀƴŘ 9ŘǳŎŀǝƻƴŀƭ CǳƴŘΣ 
{ǳōƧŜŎǘ CƛƭŜΥ {ŎƘƻƻƭǎΤ {ǘŀǘŜǎΤ LƭƭƛƴƻƛǎΤ {ŎƘƻƻƭ 
5ŜǎŜƎǊŜƎŀǝƻƴ wŜǇƻǊǘǎΣ мфрнςмфрсΣ aŀƴǳǎŎǊƛǇǘ 
5ƛǾƛǎƛƻƴΣ [ƛōǊŀǊȅ ƻŦ /ƻƴƎǊŜǎǎΣ 
3 9ǾŜƴƛƴƎ {ǘŀǊ ό²ŀǎƘƛƴƎǘƻƴΣ 5/ύΣ {ŜǇǘŜƳōŜǊ уΣ мфснΣ 
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The lack of funding meant that schools 

could no longer afford placement courses, 

extracurricular programs, or even resources 

for classrooms, this shaped a gap in the 

quality of education between and black and 

white students. Black students in these kinds 

of environments were faced with 

educational disadvantages, but also less 

hope on their future.  

Desegregation advocates sought to 

address both inequality and social 

integration. Danns explains, ñAdvocates of 

school desegregation looked to create 

integration by putting students of different 

races into the same schools. The larger goal 

was an end to inequality, but a by-product 

was that students would overcome their 

stereotypical ideas of one another, learn to 

see each other beyond race, and even create 

interracial friendshipsò4. While the ideal of 

desegregation included fostering social 

understanding, the reality of segregated 

neighborhoods and schools often hindered 

these outcomes. Even when legal policies 

aimed to desegregate schools, social and 

economic blockades continued to bring 

separation. Many white families moved to 

suburban districts to avoid integration. This 

created more classrooms to be racially 

diverse and left many of the urban schools 

attended by students of color.  

The larger society influenced 

studentsô experiences inside schools, despite 

efforts to create inclusive educational 

spaces. Danns explains, ñIn many ways, 

these schools were affected by the larger 

society; and tried as they might. Students 

often found it difficult to leave their 

individual, parental, or community views 

outside the school doorsò9 Even when 

students developed friendships across racial 

and ethnic lines, segregated boundaries 

persisted: ñSegregated boundaries remained 

in place even if individuals had made friends 

with people of other racial and ethnic 

groupsò4. The ongoing influence of social 

norms and expectations meant that schools 

were not blinded by the racial tensions that 

existed outside their walls. While the 

teachers and administration may have tried 

to bring a more integrated environment, the 

racial hierarchies and prejudices in the 

community often influenced the studentsô 

interactions. These hurdles were not always 

visible, but they shaped the actions within 

the school in fine ways. Despite the efforts 

at inclusion, the societal context of 

segregation remained challenging, and 

limited the integration and equality of 

education. 

Beyond the social barriers, the 

practical issue of overcrowding continued to 

affect education. Carl highlights this 

concern, quoting Washington: ñIn interest, 

Washington stated that the issue óis not 

ñbusing,ò it is freedom of choice. Parents 

must be allowed to move their children from 

overcrowded classrooms. The real issue is 

quality education for allô5. The focus on 

ñfreedom of choiceò underscores that 

structural inequities, rather than simple 

policy failures, were central to the ongoing 

disparities in Chicagoôs schools. 

Overcrowding in urban schools was 

a deeper root to inequality. Black 

neighborhoods were often left with 

underfunded and overcrowded schools, 

while the white schools had smaller classes, 
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and more resources. The expression of 

ñfreedom of choiceò was meant to show that 

parents in marginalized communities should 

all have the same educational opportunity as 

the wealthier neighborhoods. However, this 

freedom was limited by residential 

segregation, unequal funding, and barriers 

that restricted many within the public school 

system.  

The long-term impact of segregation 

extended beyond academics into the social 

and psychological lives of Black students. 

Segregation reinforced systemic racism and 

social divisions, contributing to limited 

upward mobility, economic inequality, and 

mistrust of institutions. Beyond the 

classroom, these affects shaped how the 

black students viewed themselves and where 

they stand in society. Psychologically, this 

often resulted in lower self-esteem and no 

academic motivation. Socially, segregation 

limited interactions between the different 

racial groups, and formed stereotypes. 

Overtime, these experiences came from a 

cycle in the issue of educational and 

government institutions, as black 

communities struggled with inequalities 

continuously.  

 Black students were unprepared for 

the realities beyond their segregated 

neighborhoods, ñSome Black participants 

faced a rude awakening about the world 

outside their high schools. Their false sense 

of security was quickly disrupted in the 

isolated college towns they moved to, where 

they met students who had never had access 

to the diversity they took for grantedò9. This 

contrast between the relative diversity 

within segregated urban schools and the 

other environments illustrates how deeply 

segregation shaped expectations, 

socialization, and identity formation. 

Even after desegregation policies 

were implemented, disparities persisted in 

access to quality education. Danns observes 

that, decades later, access to elite schools 

remained unequal: ñAfter desegregation 

ended, the media paid attention to the 

decreasing spots available at the cityôs top 

schools for Black and Latino students. In 

2018, though Whites were only 10 percent 

of the Chicago Public Schools population, 

they had acquired 23 percent of the premium 

spots at the top city schoolsò7. This statistic 

underscores the enduring structural and 

systemic inequalities in the educational 

system. These inequalities show how racial 

privilege and access to resources favored by 

certain groups and disadvantaged others. 

Segregation has taken new ways, through 

economic and residential patterns rather than 

laws. This highlights the policy limitations, 

and brings out the need for more social, 

economic, and institutional change to 

achieve the goal of educational equality. 

Segregation not only restricted 

access to academic resources but also had 

broader psychological consequences. By 

systematically limiting opportunities and 

reinforcing racial hierarchies, segregated 

schooling contributed to feelings of 

marginalization and diminished trust in 

public institutions. The experience of 

navigating a segregated school system often 

left Black students negotiating between a 

sense of pride in their communities and the 

constraints imposed by discriminatory 

policies. The lasting effects of these 



Teaching Social Studies, vol. 26, no. 1 (Winter/Spring 2026) 

242 

 

psychological scars were there long after 

segregation ended. The pain from decades of 

separation made it hard for many black 

families to believe in change that brought 

equality. Segregation was not an organized 

injustice, but also an emotional one; shaping 

how generations of students understood their 

worth, and connection to a system that let 

them down before.  

The structural and social 

consequences of segregation were deeply 

intertwined. Overcrowded and underfunded 

schools have diminished educational 

outcomes, which in turn limit economic and 

social mobility. Social and psychological 

barriers reinforced these disparities, creating 

a cycle that affected multiple generations. 

Yet the activism, legal challenges, and 

community efforts described earlier 

demonstrate that Black families actively 

resisted these constraints, fighting for 

opportunities and equality. Their fight not 

only challenged the systemôs injustice, but 

also laid a foundation for more civil rights 

reforms, and influencing future movements.  

By examining Chicagoôs segregation 

in the context of broader northern and 

national trends, it becomes clear that local 

policies and governance played an outsized 

role in shaping Black studentsô experiences. 

While southern segregation was often 

codified in law, northern segregation relied 

on policy, zoning, and administrative 

practices to achieve similar results. The 

long-term impact on Chicagoôs Black 

communities reflects the consequences of 

these forms of institutionalized racism, 

emphasizing the importance of both 

historical understanding and ongoing policy 

reform. 

Conclusion 

Chicagoôs school segregation was 

not accidental or demographic, it was a 

product of housing, political and 

administrative decisions designed to 

preserve racial separation. The cityôs leaders 

made a system that mirrored the thinking 

behind Jim Crow Laws and its legal 

framework, making northern segregation 

more challenging to see. Through policies 

made in bureaucratic language, Chicago 

Public Schools and city officials made sure 

that children got unequal education for 

decades. 

The legacy of Chicagoôs segregation 

exposes the character of educational 

inequality. Although activists, parents, and 

students fought to expose the challenges and 

the discrimination they created in the mid-

twentieth century to continue to shape 

educational output today. Understanding the 

intentional design behind Chicagoôs 

segregation is essential to understanding the 

persistence racial inequalities that defines 

American schooling. It is also a call to 

action reformers today to confront the 

historical and structural forces that have 

made these disparities. The fight for 

equitable education is not just about 

addressing the present-day inequalities but 

also dismantling the policies and systems 

that were built with the purpose of 

maintaining racial separation. The struggle 

for equality in education remains unfinished, 

and by acknowledging the choices that lead 

to the situation can be broken down by 



Teaching Social Studies, vol. 26, no. 1 (Winter/Spring 2026) 

243 

 

structures that continue to limit 

opportunities for future generations. 
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Combating and Treating the Black Death 

 

 

Annabell Farr 

 

Imagine a deadly disease ripping 

through your town and the only hope of 

survival is in the hands of health workers 

who rely on established medical knowledge 

and practical methods in desperate attempts 

to save your lives. During the late Medieval 

period between 1347 and 1351, the Black 

Death stirred chaos across Europe including 

cities in France and Italy, killing millions of 

people who were in its deadly path. It 

brought out great fear and uncertainty in 

surviving resulting in the use of a variety of 

treatment methods, blending these practices 

with religious beliefs and supernatural 

beliefs. These different approaches reveal 

just how much medical knowledge at the 

time was shaped by pre-established 

knowledge, traditional theories, and 

practical methods from the past, raising the 

question: How did health workers attempt to 

treat and combat the plague during the 

Medieval period? During the medieval 

period, health workers attempted to combat 

and treat the Black Death by mixing 

established medical knowledge and practical 

methods together. Methods like theriac, 

bloodletting, air purifications and 

experimental treatments from the past like 

imperial powder, put together traditional 

healing treatments with evolving practices. 

This approach will show how past medical 

knowledge and evolving practices were used 

by health workers to treat and combat the 

Black Death. This will also show both the 

intellectual growth and evolution of medical 

treatments and methods.   

These health workers were very 

diverse in their levels of medical knowledge; 

some were volunteers, nuns, inexperienced 

physicians and barber surgeons. Even 

though they had diverse levels of expertise, 

they all played the biggest role in the plague, 

giving treatments to those who fell victim to 

the Black Death. This approach highlights 

the play between practical methods, 

established medical knowledge, adaptation, 

and preventive measures in combating the 

plague.   

Historiography   

Health workers were trying to fight 

back at the Black Death using practical 

methods like bloodletting, which was 

brought up from past medical knowledge 

and public health rules growing at the time. 

As health workers were desperately trying to 

deal with the crisis the Black Death was 
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bringing, the use of practical and hygienic 

measures were used as an attempt to help 

those falling ill. One attempt that was seen 

in treating the plague was the process of 

bloodletting. Neil Murphy's article, ñPlague 

Ordinances and the Management of 

Infectious Diseases in Northern French 

Towns, c.1450-c.1560,ò goes into detail of 

the developments of public health systems 

and the ordinances that shaped the responses 

to the plague.1 Murphy is arguing that these 

ordinances emerged from evolving strategies 

like those in Italy, were connected to cultural 

and intellectual contexts bringing together 

medical theories with practical actions. 

Murphy in this emphasizes the practice of 

bloodletting, which was performed by 

barber surgeons or surgeons. This procedure 

was aimed at removing contaminated blood, 

slowing down the disease in the body.2 This 

method shows the connection between the 

medical theories at the time and practical 

actions taken, which were shaped by the 

intellectual contexts of this time.  

Past strategies were seen greatly in 

these attempts along with bloodletting, 

another we see is attempts in changing 

emotional and medical practices through 

survival stories. From survivorsô stories, we 

can understand attempts made during this 

time to stop the plague, especially through 

health workers trying to help based on past 

                                                 
1 Murphy, Neil. "Plague Ordinances and the 

Management of Infectious Diseases in 

Northern French Towns, c.1450ïc.1560." In 

The Fifteenth Century XII: Society in an Age 

of Plague, edited by Linda Clark and Carole 

Rawcliffe, 139-160. Woodbridge: Boydell & 

Brewer, 2013 2 Murphy, 146.  

medical knowledge and practical treatments 

similarly to past knowledge on bloodletting. 

Nicole Archambeau in ñHealing Options 

during the Plague: Survivor Stories from a 

Fourteenth-Century Canonization Inquestò, 

shows great emphasis in the intellectual 

context of medicines and its ñmiraclesò on 

those it healed, showing how beliefs and 

medical practices intersected to shape the 

responses to the plague.2 At this time, some 

people wanted healing methods combining 

religious and practical approaches, including 

methods of emotional changes. Archambeau 

argued that ñWitnesses had healing 

optionsôé their testimonies reveal a 

willingness to try many different methods of 

healing, often all at onceò3 This shows how 

survivors were relying on any type of 

resources from family, friends and health 

workers connecting their beliefs and 

intellectual medical practices at this time. 

Health workers adapted their methods of 

helping based on the resources that were 

available as well as on the patients' wants 

and needs. This highlights the adaptability 

and flexibility these health workers had for 

their patients and their commitment to help 

treat those suffering during this time of 

horror and devastation.  

Similarly, through the past medical 

knowledge, health workers relied on giving 

treatments that blended intellectual medical 

2 Archambeau, Nicole. ñHealing Options during 

the Plague: Survivor Stories from a Fourteenth 

Century Canonization Inquest.ò Bulletin of the 

History of Medicine 85, no. 4 (2011): 531ï59. 

http://www.jstor.org/stable/44452234.  

3 Archambeau, 537.  
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knowledge with practical methods to 

attempt treating the plague. Another piece to 

these treatments we see is a compound 

called theriac. Christiane Nockels Fabbriôs 

article ñTreating Medieval Plague: The 

Wonderful Virtues of Theriac,ò shows the 

use of Theriac, a compound that has been 

used as an antidote since ancient times, 

being a crucial treatment during the Black 

Death. Fabbri argues that the use of Theriac 

in these treatments demonstrates how health 

workers applied this traditional remedy to 

this new disease showing conservatism of 

these medical practices. Fabbri states how 

ñIn plague medicine, theriac was used as 

both a preventive and therapeutic drug and 

was most likely beneficial for a variety of 

disease complaints.ò1 This shows how health 

workers relied on this because of its 

practical efficiency and its intellectual and 

cultural significance in the past.  

From these three sources, it is clear 

to see how they all were similar in how 

health workers tended to link past medical 

knowledge with their practical methods to 

help suffering, showing how they attempted 

to go about treating the plague. Treatments 

like bloodletting, personal wanted miracle 

methods and theriac were just a few of the 

ways they attempted to help those who got 

sick. My analysis highlights how these 

treatments were based on public health 

measures that were put into cities to help 

maintain and stop the spreading of the 

                                                 
1 Fabbri, Christiane Nockels. ñTreating Medieval 

Plague: The Wonderful Virtues of Theriac.ò 

Early Science and Medicine 12, no. 3 (2007): 

247ï83. http://www.jstor.org/stable/20617676.   

plague. Ordinances aimed to help isolate the 

disease and keep calm over the chaos that 

the plague was bringing into town. These 

helped to create a framework that helped 

health workers approach how they would 

attempt to treat those who fell sick.  

 

Practical Methods  

One of the main and well-known 

treatments given by health workers during 

this time was a drug called theriac. This type 

of medicine was extremely popular in its 

effectiveness and was wanted by victims 

once they fell ill or were scared that they 

would fall ill. In ñThe real Theriac ï 

panacea, poisonous drug or quackery?ò by 

Raj, Danuta, Katarzyna Pňkacka-Falkowska, 

Maciej Wğodarczyk and Jakub Wňglorz, 

talks about this compound and its ability to 

remove diseases and poison from the body 

and how it was a well-known and used drug 

during the medieval period; ñConsequently, 

Theriac was being prepared during 

epidemics, especially the plague  (Black 

Death), in large quantities as a form of 

emergency medicine (Griffin, 2004).ò2 

Relying on theriac as a direct treatment, 

health workers showed their commitment to 

using this accessible great drug that was 

well known, to make people confident that 

this treatment would work during a time of 

uncertainty and devastation.  

2 Raj, Danuta, Katarzyna Pňkacka-Falkowska, 

Maciej Wğodarczyk, and Jakub Wňglorz. 2021. 

ñThe Real Theriac ï Panacea, Poisonous Drug 

or Quackery?ò Journal of Ethnopharmacology 

281 (December): N.PAG.  

http://www.jstor.org/stable/20617676
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Correspondingly, we see another 

direct form of treatment that health workers 

used to treat those who had the plague, 

bloodletting. Health workers would prick 

veins to do this.  This was a way of 

extracting bad blood from the body to 

restore its balance. We see this in document 

62 ñThe Treatise of John of Burgundy, 

1365ò written by John Burgundy. It projects 

the practical medical knowledge at the time 

that health workers were applying to treat 

those who have been hit with the Black 

Death. Burgundy continues to talk about the 

use of bloodletting, informing that ñIf, 

however, the patient feels prickings in the 

region of the liver, blood should be let 

immediately from the basilic vein of the 

right arm (that is the vein belonging to the 

liver, which is immediately below the vein 

belonging to the heart)ò1. He is giving a 

specific technique to address this issue, 

giving us a practical method of treatment 

that shows how health workers used these 

hands-on treatments to combat the plague  

These two methods were greatly 

known during the medieval period. They 

both offered hope to those who were 

desperate and wanting treatment so they 

would not die. These treatments at this time 

offered the feeling of control to the scary 

situation for its victims and gave a sense of 

hope to get better. Knowing theriac and 

bloodletting were used as treatment for 

victims, it helped to feel less overwhelmed 

and made it seem like health workers would 

                                                 
1 Burgundy, ñThe Treatise of Burgundy, 1365ò 

in The Black Death, ed. And trans. Rosemary 

Horrox (Manchester: Manchester University 

Press, 1994), 189.  

be the redeeming feature to their deadly 

crisis.  

Established Medical Knowledge  

During the medieval period, health 

workers were able to recognize and 

understand that miasma, contaminated air, 

was the main causing factor of why the 

Black Death was spreading so much and 

killing everyone in its path. Due to this 

understanding, they implemented 

environmental purification strategies to end 

exposure of miasma. ñThe dangers of 

corrupted airò by Bengt Knutsson, shows 

great emphasis on this fear of the 

contaminated air and goes into methods that 

were used and done to cleanse the space and 

environment people were living in. A 

practice that health workers implemented to 

stop the miasma from taking over was to 

ñTherefore let your house be clean and make 

clear fire of wood flaming. Let your house 

be made with fumigation of herbs, that is to 

say with leaves of bay tree, juniper...ò2 while 

also explaining opening windows at certain 

times and remedies if you feel sick.3 These 

techniques reflect how established medical 

knowledge can be used in order to come up 

with ways to treat and combat the plague. 

Including the purification methods into the 

plague's prevention by health workers, they 

were able to adapt with their knowledge on 

air quality and turn that into strategies to 

combat the Black Death.   

2 Knutsson, ñThe dangers of corrupted airò p.176  
3 Knutsson, ñThe dangers of corrupted air,ò 

p.176  



Teaching Social Studies, vol. 26, no. 1 (Winter/Spring 2026)  

      

249 

 

Through the fears of the Black 

Death, health workers were relying on past 

medical knowledge, practices and strategies 

to manage the spread of this disease and to 

treat those who have been infected. The 

ñOrdinances against the spread of plague, 

Pistoia, 1348ò elaborates on how these 

workers used their past medical knowledge 

to reduce the spread and create a safer 

environment to go about treatments. This 

chronicler explains limiting your exposure 

to those who are ill by completely restricting 

people and patients' interactions.1 This will 

provide health  workers with the safest 

opportunity to apply these treatments, like 

bloodletting or giving theriac, in a more 

controlled environment. This approach 

further reflects the combination of 

traditional medical knowledge and practical 

adaptations so then health workers could 

attempt to combat the plague's destruction. 

Health workers relied heavily on past 

medical knowledge and theories during this 

time of uncertainty to combat the Black 

Death, bringing together adaptations with 

established knowledge. The understanding 

of bad air being the cause helped them 

greatly in purification techniques like 

burning the herbs to mask the miasma. The 

ordinances stressing the need for isolation 

and restriction for interactions to give a safer 

environment for the health workers showed 

their adaptability to meet the demands of the 

plague as well as their preservation of 

historical medical theories of those in the 

                                                 
1 Chiappelli, άOrdinances against the spread of 

plague, Pistoia, 1348," p. 195   

  

past doing it. This shows the continuity and 

innovation that came during this period 

when trying to understand and combat the 

plague.   

Adaptation and Preventative Measures  

One way that health workers 

attempted to treat and combat the plague 

was through the development of treatments 

that were adapted from past medical 

knowledge. An example of this was imperial 

powder, in John Burgundy's ñThe Treatise of 

Burgundy, 1365ò being known as a 

ñpowerful preventativeò that was thought of 

to be stronger than theriac. Burgundy 

explains how ñgentile emperors used it 

against epidemic illness, poison and venom, 

and against the bite of serpents and other 

poisonous animalsò2 This powder was made 

from some herbs like St Johnôs wort, 

medicinal earth from Lemnos and dittany 

which shows us the diverse ingredients to 

kill off poison that were believed from the 

past and venoms that were inside the body. 

To use this powder, they would either apply 

it directly to the skin or by mixing it with a 

drink like wine for ingestion purposes. This 

shows the health workers willingness to 

experiment with past medical treatments to 

adapt it to the current plague they were 

going through, to find a better treatment for 

the Black Death.   

Looking past medical treatments, to 

do them, health workers were implementing 

strict isolation strategies in order to combat 

2 Burgundy, ñThe Treatise of Burgundy, 1365ò 

p.190  
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and limit the spread of plague while also 

keeping the environment safe in order to 

treat those who fell ill. ñThe plague in 

Avignonò by Louis Heyligen shows 

emphasis on this isolation of staying away 

from neighboring areas and people so then 

health workers can do what they needed to 

do to help. This was an attempt made to 

manage the spreading of the disease through 

the town.  It states how ñéavoid getting 

cold, and refrain from any excess, and above 

all mix little with people ï unless it be with 

few who have healthy breath; but it is best to 

stay at home until the epidemic has 

passedò1.  Having this advising gives the 

reflection of the public health strategies that 

were employed in the cities being tied to 

medical treatments, because limiting the 

exposure would directly allow more health 

workers to safely treat those who were sick 

and in need of treatments. Trying to 

minimize contact with one another was a 

great strategy in controlling the transmission 

to get the disease to slow down in spreading. 

From the emotions brought on from the 

Black Death, it shows the willingness people 

were taking, to make it safer conditions 

outside for families and health workers.  

Combining both the experimental 

treatments like imperial powder with the 

isolation policies, it opened the view of just 

how much health workers were combining 

the preexisting medical knowledge with 

their preventative measures to successfully 

combat the plague while treating it. Having 

this adaptability further influences medical 

practices and lays a greater foundation for 

                                                 
1 Heyligen, "The Plague in Avignon" p. 45  

future prevention strategies for diseases that 

come.   

Conclusion 

In conclusion, we have explored 

several ways in which health workers 

attempted to treat the plague and combat it 

through pre-stablished medical knowledge 

and practical methods. These health 

workers, being remarkably diverse in who 

they were, applied many strategies and 

methods that were used including enforcing 

strict public health ordinances, the practice 

of bloodletting by barber surgeons, air 

purifications, use of Theriac and 

experimenting with the use of the imperial 

powder to attempt treating the plague. These 

health workers showed great standing 

adaptability to what was going on while 

building off the existing knowledge of 

medical treatments to address the deadliest 

crisis in history. This analysis gives a deeper 

understanding of medical knowledge and 

how they used their past resources to 

understand and try to save those who 

contracted this disease. Also, this shows 

how these attempts were deeply rooted into 

the intellectual history of these times 

through health workers drawing information 

from past medical scholars and past 

knowledge to gain a better understanding in 

how to perform their practices and methods. 

Involving themselves in this intellectual 

history, they were putting a building block 

on top of centuries of their medical 

knowledge through experimenting with it 

and adding new responses to how they 

attempted to treat their new disease. These 
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contributions to the Black Death only 

strengthens our understanding of past 

medical history during the Black Death and 

past centuries.   
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New York State Resource Guide for the 250th Anniversary of the American 

Revolution 

 

Theme 1: Indigenous History is New York 

History  

Ganondagan State Park 

(https://www.iloveny.com/listing/ganondaga

n-state-historic-site/125277/): Ganondagan 

State Historic Site in Victor, NY stands at 

the location of what was one of the largest, 

most vital 17th-century Seneca towns until 

its destruction in 1687.  

New York State Museum 

(https://nysm.nysed.gov/sites/default/files/re

presentguide.pdf): Exhibits on contemporary 

Native American Art appropriate for a 

diversity of ages, correlate.  

New York Archives Junior 

(https://considerthesourceny.org/new-york-

archives-jr/fall-2023): Designed for grades 

4-8, NY Archives JR! The Fall 2023 theme 

issue is on the Haudenosaunee (Iroquois) 

people. Some Haudenosaunee people sided 

with the British. In 1777, colonists attacked 

Haudenosaunee homes.  

Theme 2: Choose Your Side  

PBS Learning Media: 250th 

(https://ny.pbslearningmedia.org/shared/116

5858/6390679/) 

New York Archives Junior 

(https://considerthesource.s3.amazonaws.co

m/8017/2676/6031/NYArchives_Jr_Fall_20

24_final_pagesLR.pdf): Designed for grades 

4-8, NY Archives JR! The Fall 2024 theme 

issue focuses on the betrayal of Benedict 

Arnold and the capture of John Andre. 

Black History 

(https://considerthesourceny.org/featured-

collections/black-history-resources) 

Documents and learning activities related to 

the history, culture, and struggle for equality 

of African Americans in New York and the 

United States.  

Treason of the Blackest Dye 

(https://www.youtube.com/watch?v=b4SGaf

hwyfo) This video was created as a 

companion to the Fall 2024 NY Archives 

JR! and tells the story of the capture of John 

Andre and the area known as the Neutral 

Zone during the Revolution.  

Theme 3: Power of Place  

New York State Museum Fort Orange Guide 

(https://nysm.nysed.gov/fort-orange-

educational-guide) 

Created for teachers of the 4th and 7th 

grades, this educational guide provides five 

lessons that introduce students to Fort 

Orange and the world of New Netherland.  

Path Through History 

(https://www.iloveny.com/things-to-do/path-

through-history/attractions/historic-sites/) 

Links to the I Love NY Path Through 

History featuring numerous historical sites 
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relevant to the six Themes of the 

Revolution.  

Saratoga National Historical Park 

(https://savingplaces.org/places/saratoga-

national-historical-park): The Battle of 

Saratoga was an American victory 

during the Revolutionary War in the fall 

of 1777. 

Fort Ontario State Historic Site 

(https://parks.ny.gov/historic-

sites/fortontario/details.aspx): Visitors to 

Fort Ontario State Historic Site today will 

see the star-shaped fort dating to the early 

1840's with 1863 to 1872 improvements.  

Washington's Headquarters State Historic 

Site (https://parks.ny.gov/historic-

sites/17/details.aspx): In the critical months 

that General George Washington spent at 

Newburgh, he made some of his most 

important contributions to shaping the 

American republic. It was here that 

Washington rejected the idea of an American 

monarchy. 

Theme 4: We the People  

Federal Hall (https://parks.ny.gov/historic-

sites/17/details.aspx): On Wall Street in 

Lower Manhattan, George Washington took 

the oath of office as our first President. The 

building serves as a museum and memorial 

to our first President and the beginnings of 

the United States of America. 

First Steps to Freedom 

(https://nysm.nysed.gov/sites/default/files/ep

_teachers-guide_final_links_a_1.pdf): The 

educational materials in this guide were 

developed around President Abraham 

Lincolnôs Preliminary Emancipation 

Proclamation of 1862, a draft of which is in 

the collections of the New York State 

Library in Albany, New York. 

The Fifteenth Amendment Educator Guide 

(https://nysm.nysed.gov/fifteenth-

amendment): On February 3, 1870, the 

United States ratified the 15th Amendment, 

which allowed all African American men the 

right to vote. The educational materials in 

these activities were developed to explore 

the ratification of the 15th Amendment.  

Theme 5: Unfinished Revolutions  

Stonewall National Monument 

(https://www.iloveny.com/listing/stonewall-

national-monument/31541/): 

The birthplace of the modern gay rights 

movement took place on Christopher Street 

in Greenwich Village in June 1969 at the 

Stonewall Inn.  

Women's Rights National Historic Park 

(https://www.iloveny.com/listing/womens-

rights-national-historical-park/3890/): 

Website for the Seneca Falls 1848 Womenôs 

Rights Convention. 

NYSM Women's Suffrage Centennial 

Educator's Guide 

(https://nysm.nysed.gov/sites/default/files/v

otes-for-women-educator-guide_0.pdf): A 

teaching aid for use with the New York State 

Museumôs exhibition Votes for Women.  
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Theme 6: Changing Interpretations of the 

Revolution  

New York State Library American 

Revolution Primary Sources 

(https://www.nysl.nysed.gov/scandocs/revol

ution) 

Fraunces Tavern Museum 

(https://www.frauncestavernmuseum.org/his

tory): Built by the De Lancey family in 

1719, 54 Pearl Street has been a private 

residence, hotel, and one of the most 

important taverns of the Revolutionary War. 

The Fraunces Tavern Museum website 

featuring educational resources focused on 

the taverns impact during the American 

Revolution and itsô evolving legacy today.  
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