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Dear Educator:

The newly updated curriculum guide, The Holocaust and Genocide: The Betrayal of Humanity, Grade
9-12, is the culmination of a process that began three decades ago and involved educators, the New
Jersey Commission on Holocaust Education, and many others. Those educators who contributed to this
update of the original curriculum guide that was developed and disseminated by the Commission in
1995 are listed in the acknowledgment page. Primary direction for the guide’s development was
provided by the Commission, its past Chairs, and Chairperson of the Commission’s Curriculum and
Education Committee, Richard F. Flaim, under the direction of Executive Director, Dr. Paul B. Winkler.

The Commission’s first Chair, Gerry Flanzbaum, established a firm interest and commitment to the
teaching of the Holocaust and genocides and helped to make the Commission a viable entity. His
guidance established the foundation for the future, including the development of the curriculum and
related materials designed to guide educators in their design of effective instruction for students.

Murray Laulicht, Esq., guided the Commission as it became a permanent body and through the legislative
process that mandated the inclusion of instruction on the Holocaust and genocides at the elementary
and secondary levels in all New Jersey schools. Based on his own personal interest and guidance, in
1995 along with present and past members, in particular Sister Rose Thering and Rabbi Bernhard
Rosenberg, the first curriculum was developed. Laulicht also provided invaluable editing assistance in
the development of the new guide.

Steven Some, the Commission’s next Chair, extended the Commission’s activities into the international
arena, with the introduction of such topics as Hate Speech, Hate Crimes and Hate on the Internet.
Through his encouragement, Richard F. Flaim and Commission member Harry Furman, developed a new
curriculum guide, The Hitler Legacy: A Dilemma of Hate Speech and Hate Crime in a Post-Holocaust
World, published and disseminated by the Commission in 2002 and designed for use in upper middle
and high schools. This guide is available from the Commission.

Hela Young, who served from June 2001 until her untimely death in early 2002, provided inspiration
to the Commission and to school districts throughout New Jersey, as reflected in what she wrote
following the tragic events of September 11, 2001. She wrote: “I know you will agree that educating
our students on the range of issues related to prejudice, discrimination, bigotry and hatred are
increasingly important, particularly at a time when our country has endured the hate-motivated
terror attack on our people...It is our hope that, together, we can help our students learn the benefits
of living in a democratic society and the responsibility we share to respond in meaningful ways to
counter acts that threaten the human rights of all people.”

As the current Chair of the Commission, | strongly believe this newly updated curriculum guide will
serve your students well. It will facilitate the teaching of tolerance, an appreciation for diversity and an
aversion to bigotry and hatred. Please utilize it in your curriculum.

The State of New Jersey Commission on Holocaust Education stands ready to assist you in any way.
Please do not hesitate to contact the Commission.

Sincerely,

Philip Kirschner, Esq.

Chairperson

New Jersey Commission on Holocaust Education

Remembrance is Continuing the Resistance



Introduction

TO THE TEACHER

INTRODUCTION

]:[n April of 1994, New Jersey Governor Christine Todd Whitman signed legislation that mandated
the inclusion of instruction on the Holocaust and genocides in the curriculum of all elementary
and secondary school students in the State. This legislation supported the pioneering role that New
Jersey educators had played in the development of curricula designed to facilitate effective teaching
and learning of the history of the Holocaust and genocides.

In anticipation of the mandate, the New Jersey Commission on Holocaust Education published
comprehensive curriculum guides for use at the elementary and secondary levels. These guides, The
Holocaust and Genocide: Caring Makes a Difference (Grades K-8), and The Holocaust and
Genocide: The Betrayal of Mankind (Grades 7-12), were disseminated to all school districts in New
Jersey in 1995. In 1998, a survey of school districts was conducted by the Commission to determine,
in part, the degree to which these curriculum guides were useful to teachers in their effort to design
and implement curricula on the Holocaust and genocides. The results overwhelmingly revealed that
the guides were perceived to have been useful to teachers. As a consequence of the positive response,
in September of 1999, the Commission created two committees and charged them with the
responsibility to enhance and update the elementary and secondary curriculum guides. Both
committees were made up of New Jersey educators who have had extensive classroom experience with
the content and pedagogy associated with the Holocaust and genocides.

The current curriculum guide, re-titled The Holocaust and Genocide: The Betrayal of Humanity
(Grades 9-12), is the result of an extensive two-year review process. The changes reflect the latest
scholarship, learning activities and resources available in the field of Holocaust and genocide
education. It is not intended to be implemented in its entirety, but as a resource from which educators
can select those goals and objectives that will form the basis for their curricula, and then identify and
select from the many recommended learning activities and resources those that best meet the needs
of their students. Thus, this document is not intended to be, nor could it be, effectively taught in
its entirety within the structure of a school’s curriculum.

One of the challenges that confronted the committee was the nature of the legislative mandate, which
requires the inclusion of the subject “in an appropriate place in the curriculum of all elementary and
secondary school pupils.” Thus, schools have the latitude to include the teaching of the subject in any
course, combination of courses and at any grade level, which at the secondary level, is grades 9-12.
Schools have responded by incorporating lessons, units or full courses on the Holocaust and genocides
into art, music, literature, world history, United States history, European history, psychology,
sociology, science, law and other courses in the curriculum. While the flexibility enables local school
districts to tailor their curricula on the Holocaust and genocides to the needs of their students and
communities, it required the committee to assure that the curriculum guide contains a sufficient
variety of activities and resources that could be useful to the broadest range of local needs and
decisions. This has resulted in a document that is larger than would have been necessary with a more
narrowly targeted mandate.
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WHAT DOES THE MANDATE REQUIRE?

The Holocaust and genocide education mandate, signed into law in 1994, specifies the following
requirement of every board of education in New Jersey:

e Every board of education shall include instruction on the Holocaust and genocides in an
appropriate place in the curriculum of all elementary and secondary school pupils.
(See Section 2.a. in the legislation in Appendix A.)

e The instruction shall enable pupils to identify and analyze applicable theories concerning
human nature and behavior; to understand that genocide is a consequence of prejudice
and discrimination; and to understand that issues of moral dilemma and conscience have
a profound impact on life. The instruction shall further emphasize the personal
responsibility that each citizen bears to fight racism and hatred whenever and wherever it
happens. (See Section 2. b. in the legislation in Appendix A.)

This legislation also defines the mission of the New Jersey Commission on Holocaust Education
“to study and recommend curricular material on a wide range of genocides. The Holocaust
Commission is an ideal agency to recommend curricular materials to local districts.” (See Section 1.e.
in Appendix A)

Thus, while the current curriculum guide itself is not mandated, it is recommended by the Commission
to local school districts as a rich resource in their efforts to design and implement curricula that
satisfy the mandate.

WHY TEACH ABOUT THE HOLOCAUST AND GENOCIDES?:
A RATIONALE

Efforts to design and implement successful curricula must begin with an examination of the most
compelling reasons for teaching a given subject. These reasons constitute the rationale that forms the
basis for the development of goals, objectives, activities, and the selection or development of content
and instructional resources. A well-designed rationale also enables educators to develop effective
strategies and methods of assessment.

The New Jersey Commission on Holocaust Education offers the following rationale that supports the
development of its curriculum guide The Holocaust and Genocide: The Betrayal of Humanity. This
rationale draws from New Jersey’s legislation that mandates the teaching of the subject in its schools,
the United States Holocaust Memorial Museum’s “Guidelines for Teaching About the Holocaust,” as
well as the ideas of the New Jersey educators who assisted in the development of this curriculum
guide. This section is also informed by “The Significance of Rationale Statements in Developing a
Sound Holocaust Education Program,” by Samuel Totten, Stephen Feinberg and William Fernekes,
Teaching and Studying the Holocaust, Needham Heights, MA: Allyn & Bacon, 2001.

New Jersey Commission on Holocaust Education
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Teachers are encouraged to consider the rationale statements carefully and to shape and further
refine them to better reflect their own visions and perspectives on the teaching of the Holocaust and
genocides. The rationale statements that are developed will ultimately guide the curriculum
development and implementation processes.

10.

New Jersey Commission on Holocaust Education’s Rationale
for Holocaust and Genocide Education

The teaching of tolerance must be made a priority if New Jersey’s cultural diversity is to remain
one of the State’s strengths. (State of New Jersey legislation, April 4, 1994) Study of the Holocaust
assists students in developing understanding of the ramifications of prejudice, racism, and
stereotyping in any society. It helps students develop an awareness of the value of pluralism, and
encourages tolerance of diversity in a pluralistic society. (U.S. Holocaust Memorial Museum)

National studies indicate that fewer than 25% of students have an understanding of organized
attempts throughout history to eliminate various ethnic groups through a systematic program of
mass killing or genocide. (State of New Jersey legislation, April 4, 1994)

Instruction shall enable students to identify and analyze applicable theories of human nature and
behavior. (State of New Jersey legislation, April 4, 1994)

Students need to understand that genocide is a possible consequence of prejudice and
discrimination. (State of New Jersey legislation, April 4, 1994)

A study of the Holocaust and genocides can help students understand that issues of moral
dilemma and conscience have a profound impact on life. (State of New Jersey legislation, April 4,
1994)

Students need to learn that each citizen bears personal responsibility to fight racism and hatred
wherever and whenever it happens (State of New Jersey legislation, April 4, 1994).

The Holocaust was a watershed event, not only in the 20th century but in the entire history of
humanity. (Parsons and Totten, 1993, p.1. U.S. Holocaust Memorial Museum)

It is important for students to understand those factors that contributed to the gradual and
systematic process that led to what the Nazis termed The Final Solution of the Jewish Problem,
and that the Holocaust was preventable.

The Holocaust provides a context for exploring the dangers of remaining silent, apathetic, and
indifferent in the face of others’ oppression (U.S. Holocaust Memorial Museum).

Holocaust history demonstrates how a modern nation can utilize its technological expertise and
bureaucratic infrastructure to implement destructive policies ranging from social engineering to
genocide. (U.S. Holocaust Memorial Museum)
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11. A study of the Holocaust and genocides helps students think about the use and abuse of power,
and the role and responsibilities of individuals, organizations and nations when confronted with
civil rights violations and/or policies of genocide.

12. As students gain insight into the many historical, social, religious, political and economic
factors that cumulatively resulted in the Holocaust, they gain a perspective on how history
happens and how a convergence of factors can contribute to the disintegration of civilized
values. Part of one’s responsibility as a citizen of a democracy is to learn to identify the danger
signals and to know when to react.

STRUCTURE OF THE CURRICULUM GUIDE

The Holocaust and Genocide: The Betrayal of Humanity (Grades 9-12) is structured into seven
units:

An Introduction to a Study of the Holocaust and Genocides: The Nature of Human Behavior

An Introduction to a Study of the Holocaust and Genocides: Views of Prejudice and Genocide
The Rise of Nazism: Prelude to the Holocaust

From Persecution to Mass Murder: The Holocaust

Resistance, Intervention and Rescue

Genocide

Issues of Conscience and Moral Responsibility

No ok~ owdE

Each of the above units contains the following components:
* Introduction
* Unit Goal
* Performance Objectives
» Teaching/Learning Strategies and Activities
 Instructional Materials and Resources (List)
» Copies of Select Recommended Readings

At the conclusion of the curriculum guide, Appendices include support materials that may be useful
to educators in the curriculum development process. The appendices include the following items:

» New Jersey Legislation Mandating Holocaust Education

* Holocaust Memorial Address by N.J. Governor James E. McGreevey

* Holocaust Timeline

e Glossary

» Holocaust Statistics

* The Holocaust: A Web Site Directory / Internet Sites

» New Jersey Holocaust Resource Centers and Demonstration Sites

« Resource Organizations, Museums and Memorials

* Oral History Interview Guidelines (Excerpts). (U.S. Holocaust Memorial Museum)

e Child Survivors: Suggested Questions

» List of Vendors

New Jersey Commission on Holocaust Education
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HOW TO USE THIS CURRICULUM GUIDE: SUGGESTIONS

The following suggestions are offered in an effort to assist educators in their design or redesign of
curricula on the Holocaust and genocides using this curriculum resource guide.

1.

Design of Rationale Statements for Teaching the Holocaust and Genocides

It is recommended that the design of curricula on the Holocaust and genocides begin with a
discussion and eventual development of a series of statements that define the most compelling
reasons for including this subject in the curriculum. This process should involve a cross-section
of stakeholders, ideally including teachers, administrators, supervisors of instruction, parents,
members of the general community and high school students.

To facilitate this process, it may be helpful to review the various rationales that are currently
available, including, but not limited to, the New Jersey Commission on Holocaust Education’s
rationale above and the rationale developed by the United States Holocaust Memorial Museum in
its “Guidelines for Teaching About The Holocaust.” It is also recommended that educators consult
“The Significance of Rationale Statements in Developing a Sound Holocaust Education Program,”
by Samuel Totten, Stephen Feinberg and William Fernekes, in Teaching and Studying the
Holocaust, Samuel Totten and Stephen Feinberg, Eds., New York: Allyn and Bacon, 2001. While
such sources can be useful guides in this process, ultimately the rationale for teaching this subject
must reflect the beliefs and commitments of those at the local level. The rationale statements form
the foundation that will guide the design or selection of unit goals, performance objectives,
teaching and learning activities and materials/resources.

The rationale statements should (1) enable educators, students and the community to understand
why this subject is being taught; (2) assist teachers in prioritizing the time allotted to various
topics and issues; (3) assist in defining intended cognitive and affective student outcomes; (4)
facilitate the difficult task of choosing which among the vast volume of available resources and
materials to use with students; and (5) guide the development of appropriate student
assessments.

Identifying the Placement of the Subject in the Curriculum

The Holocaust and genocides mandate provides districts with the flexibility to include these
subjects in any appropriate place in the secondary curriculum. Thus, after the rationale
statements are agreed upon, it is recommended that the local committee identify the placement
of the subject in the curriculum. The following questions could serve as a guide to this process:

 Should the subject be a part of existing courses? If so, identify them.

 Should the subject also be offered as a half or full-year elective?

* What experiences have students had with this subject in previous grades?

e Should an interdisciplinary approach be used with teams of teachers collaborating in the
implementation of the subject?

* Given the amount of content currently included in mandated United States and world history
courses, how can these courses be effectively restructured to allot a reasonable amount of time
to this subject in those courses?
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3. Selection of Unit Goals and Performance Objectives

After determining the placement and time allotments available for the inclusion of Holocaust and
genocide curriculum and using the adopted rationale statements as a guide, review the unit goals
and performance objectives in the curriculum guide. The unit goals represent the broad
understandings that students will be expected to acquire as a result of their study, while the
performance objectives form the basis for more specific student outcomes as a consequence of
instruction.

Select or adapt those unit goals and performance objectives that relate most directly to your
rationale and prioritization of topics.

4. Selection of Teaching/Learning Strategies and Activities

After selecting the unit goals and performance objectives, consult the center column of the
curriculum guide, Teaching/Learning Strategies and Activities. This column contains an
extensive list of choices for teachers from which they may select those strategies and/or activities
that they believe are most appropriate for their students. It is not intended that teachers use all
the recommended strategies and activities.

5. Selection of Instructional Materials/Resources

When specific learning strategies and activities are selected, teachers may refer to the third
column in the guide entitled Instructional Materials/Resources. This column contains multiple
materials and resources that are directly related to the selected strategies and activities. In some
cases, copies of recommended materials and resources are provided in the curriculum guide.
These are identified in the Instructional Materials/Resources column as (Reading #16), for
example. That source may be found by consulting the table of Readings Included in Unit at the
beginning of the respective unit. Other resources are listed but copies are not included in the
guide.

In selecting materials and resources, teachers should be aware that no attempt has been made to
categorize them regarding level of difficulty for students. All recommended materials, unless
specified otherwise, are deemed appropriate for use at the high school level. However, given the
range of student interest and reading abilities that is represented in typical high schools, teachers
must determine whether specific materials and resources are appropriate for their students. Thus,
teachers are urged to review the recommendations carefully prior to their use with students.

Teachers should exercise special care in the selection of recommended sites on the Internet. This
medium has enabled teachers and students to have instant access to information of all kinds that
relates to the Holocaust and genocides. While this access has the potential for positive learning
and should be used, teachers must be aware that students will require guidance in becoming
critical consumers of the information that is provided. For example, there are sites on the Internet
that present the views of deniers of the Holocaust and numerous groups that promote hatred and

New Jersey Commission on Holocaust Education
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bigotry. Also, even sites that offer legitimate and accurate information sometimes contain links
to sites that are promoting hatred. Thus, it is recommended that teachers themselves become
familiar with the sites they recommend and provide clear guidance to students so they can
become critical consumers of Internet sites and information.

It is also suggested that teachers preview, in advance of their use with students, all films, videos
and reading materials that are selected. Because of the nature of the issues and subject matter,
some materials may contain graphic images or language that may be offensive to some students.
Thus, teachers must use discretion in the selection of materials and consider the age-
appropriateness and maturity of students during the materials/resources selection process. When
selecting materials that may be offensive to some students, it is also recommended that students
be advised of this in advance, allowing them the option of using alternative resources related to
the performance objective. While it is not always feasible to notify parents of all materials that
may be offensive or upsetting to some students, the establishment and dissemination of a policy
regarding the use of potentially controversial materials in the classroom, and the options
described above, could serve to properly inform parents and students, and avert
misunderstandings. Such a policy can respect the academic freedom required by teachers as well
as the values and sensitivities of students and their families.

. Assessment of Student Progress

The New Jersey State Department of Education has included content on the Holocaust and
genocides and related topics in the New Jersey Core Curriculum Content Standards. This content
will also be assessed in the Statewide Assessment Program that will test students in the various
content areas on the HSPA in grade 11. It is recommended that teachers review the Standards
and the related Pupil Progress Indicators and ensure that these are included in the curriculum
and instruction.

While some of the content on the Holocaust and genocides will be assessed in the State
assessment, the Commission recognizes that assessment is an essential part of effective
instruction on a daily basis in our classrooms. Thus, it is recommended that in planning for daily
instruction, teachers “begin with the end in mind.” In other words, ask What kinds of evidence
will be required to determine that students have achieved the performance objectives? The
evidence could include performance tasks of all kinds, including artistic creations, musical
performances, volunteer work, individual and group projects, as well as traditional pencil and
paper tests, quizzes and exercises. This “evidence” becomes the assessment, a combination of
multiple sources of information. No final assessment should be based upon the results of any
single test or piece of evidence.

In addition, the Commission has published under separate cover, a document that is designed to
assist teachers in the creation of test items related to the Holocaust and genocide. Teachers may
use the items in this publication as a resource in the creation of pencil and paper tests or quizzes
on the subject. As stated above, however, such items should be only a part of an effective system
of assessment.

11
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Finally, much of the intended student learning as a result of Holocaust and genocide education
relates to the development of individual students’ attitudes and behaviors. Teachers must assess
these affective areas, which are not assessed on the Statewide Assessment Program, on
standardized tests or on many traditional teacher-made tests, as a part of instruction. Some
strategies may include student self-assessments, journals or learning logs, reflective essays, and
teacher observation of specific behaviors related to the affective goals of the curriculum. In
addition, Unit | concludes with an objective that asks students to develop a generalization that
reflects their views of human nature. Students are asked to reassess their initial generalizations
at the conclusion of each succeeding unit. These generalizations may be one source of evidence
of student change in the affective areas.

New Jersey Commission on Holocaust Education



Goals and Objectives

THE HOLOCAUST AND GENOCIDE:

THE BETRAYAL OF HUMANITY
SECOND EDITION
2003

GOALS AND OBJECTIVES

UNIT 1
AN INTRODUCTION TO A STUDY OF THE HOLOCAUST
AND GENOCIDES:
THE NATURE OF HUMAN BEHAVIOR

13

Students will develop an understanding of various theories

of human nature and behavior.

Performance Objectives:

1
2.
3.

4

Students will discuss general theories of human nature and relate these to personal experiences.
Students will examine aggression and cruelty as parts of human nature.

Students will examine the positive and negative behaviors associated with obedience, conformity
and silence.

Students will recognize the positive behavior associated with acts of courage, integrity and
empathy.

Students will compare and contrast the behavior of the perpetrator, victim, collaborator,
bystander, resister and rescuer.

Students will develop generalizations that reflect their individual views of human nature.
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UNIT II
AN INTRODUCTION TO A STUDY OF THE HOLOCAUST AND
GENOCIDES: VIEWS OF PREJUDICE AND GENOCIDE

Students will understand that genocide is a possible consequence of

prejudice and discrimination.

Performance Objectives:

1
2.

14

Students will define and explain the nature of prejudice as a universal human phenomenon.
Students will define and examine contemporary examples of prejudice, scapegoating, bigotry,
discrimination and genocide.

Students will define and examine the history of anti-Semitism from ancient times to 1933.
Students will investigate current extremist groups and examine whether advanced education and
culture reduce the potential for genocide.

Students will reassess their previous generalizations about human nature in light of their study
of prejudice and genocide.

UNIT III
THE RISE OF NAZISM: PRELUDE TO THE HOLOCAUST
Students will understand the global

and domestic conditions that led to the rise

of Nazi Germany.

Performance Objectives:

1.

Students will analyze and form conclusions about the late 19th and early 20" century German
politics that provided the seedbed for the rise of Nazism.

Students will demonstrate a factual knowledge of the life of Adolf Hitler with an emphasis on his
personality traits.

Students will form a generalization about Jewish life in Europe prior to the Holocaust.

Students will assess and form conclusions about events that affected the collapse of the Weimar
Republic and contributed to the rise of Nazism in Germany.

Students will determine why Nazi philosophy, ideology and government policies appealed to
certain aspects of human nature and behavior.

Students will examine the role of the media and propaganda in promoting Nazi ideology.
Students will reassess their views of human nature in light of new knowledge they acquired about
Hitler’s life and the Nazi Party in Germany.

New Jersey Commission on Holocaust Education



Goals and Objectives

UNIT IV
FROM PERSECUTION TO MASS MURDER: THE HOLOCAUST

Students will understand that the Holocaust was an

evolutionary process of Nazi state policy

from persecution to mass murder.

Performance Objectives:

1.

10.

11.
12.
13.

Students will examine policies, laws and teachings in the years immediately following the Nazi
assumption of power that led to the Holocaust.

Students will describe the changes that took place in Germany after the Nazis came to power and
interpret the impact of the Nuremberg Laws on Jews living in Germany.

Students will investigate the escalation of Nazi policies of persecution which include the
following: Kristallnacht; Eugenics Program; Euthanasia Program; Isolation and Deportation of
Jews; Einsatzgruppen; Wannsee Conference; and The Final Solution.

Student will examine the origins, establishment, conditions and operations of the Nazi
concentration camps and death camps.

Students will examine the effects of the living conditions in the ghettos, concentration camps and
death camps on the victims as reflected in literature, art and music.

Students will investigate the roles of the business, industrial, legal, scientific and medical
communities, as well as the role of the Church in the Holocaust.

Students will analyze the involvement with and responses to Nazi persecution policies by
Germans and collaborators from other nations.

Students will evaluate the continuing role of mass media and propaganda in Nazi Germany
including the use of the “Big Lie” and the corruption of language.

Students will research the reasons why specific groups were victimized by the Nazis.

Students will analyze the response to the Holocaust by the United States and the Allies, the world
media and the American Jewish community when knowledge of the Holocaust was revealed to the
world.

Students will identify the importance of eyewitness testimony in the study of the Holocaust.
Students will develop a chronology of the Holocaust from 1933 to 1945.

Students will reassess their previous generalizations about human nature in light of the events
of the Holocaust.
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UNIT V
RESISTANCE, INTERVENTION AND RESCUE
Students will understand the various forms of

resistance, intervention and rescue that occurred

during the Holocaust.

Performance Objectives:

1

2.
3.
4

o o

Students will define resistance.

Students will examine the major obstacles to defying and resisting Nazi authority.

Students will analyze various forms of spiritual and religious resistance.

Students will identify and analyze the various forms of Jewish and non-Jewish unarmed
resistance.

Students will analyze Jewish armed resistance during the Holocaust.

Students will demonstrate insight into the reasons why non-Jewish rescuers risked their lives to
save Jews,

Students will investigate countries that responded to the plight of the Holocaust victims and
offered refuge.

Students will reassess their previous generalizations about human nature in light of their
understanding of resistance, intervention and rescue.

UNIT VI
GENOCIDE

Students will understand the nature of

genocide and the causes, manifestations

and efforts at prevention.

Performance Objectives:

1
2.
3.

Students will develop and articulate a definition of genocide.

Students will explain the political difficulties involved in labeling an occurrence genocide.
Students will analyze the root causes of events other than the Holocaust that have been identified
as genocides.

Students will analyze the work of non-governmental agencies and the creation of a permanent
international criminal court in relation to the establishment of an early warning system for the
prevention of genocide.

Students will reassess their generalizations about human nature in light of their study of
genocide.
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Goals and Objectives

UNIT VII
ISSUES OF CONSCIENCE AND MORAL RESPONSIBILITY

Students will analyze society’s moral codes

and assess issues of conscience and moral responsibility

and their effect.

Performance Objectives:

1
2.
3.

9.

10.

11.

12.

Students will analyze the concepts of responsibility, values and morality.

Students will be able to differentiate between a crime and a war crime.

Students will examine the organization and set up of the Nuremberg War Crimes Tribunal, and
compare and contrast the sentences given to the 22 original Nazi defendants.

Students will study and analyze the wider issues of conscience beyond the scope of the first set
of Nuremberg Trials.

Students will assess the relationship between the Holocaust and the establishment of the State of
Israel.

Students will discuss individual and collective responsibility for the Holocaust.

Students will evaluate the uniqueness and universality of the Holocaust.

Students will assess the reality of attempts at Holocaust denial and formulate appropriate
responses to such attempts within the principles of a democratic society.

Students will examine post-Holocaust persecution of Jews in Eastern Europe.

Students will examine the impact of the Holocaust upon post-Holocaust life of survivors, their
children and their grandchildren.

Students will reflect upon and demonstrate the meaning of their study of the Holocaust and
genocides for their future and that of society.

Students will reevaluate their previous generalizations about human nature.

Affective Objectives:
Effectively taught curricula on the Holocaust and genocides should result in student attainment of the
following affective objectives:

Students will demonstrate behaviors that are respectful of individuals regardless of differences
based upon factors related to race, ethnicity, religious affiliation, gender, disability, economic
status, or sexual orientation.

Students will demonstrate awareness of the principles of a democratic society and the personal
and collective responsibility necessary to preserve them.

Students will demonstrate a sense of empathy with those who have suffered violations of their
human rights, such as victims and survivors of the Holocaust and other historic and
contemporary genocides.

Students will demonstrate a willingness to take appropriate action when observing or becoming
aware of a violation of human rights.

Students will be aware of and sensitive to the personal and universal consequences of
indifference to the preservation of human rights.

Students will demonstrate an awareness of how government can preserve or violate human rights.
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10.

11.

12.

Students will take appropriate action when confronted with information intended to distort or
deny history, such as that presented by deniers of the Holocaust and the Armenian Genocide.
Students will become critical consumers of information from the various sources available to
them in our technological world, including the Internet.

Students will demonstrate an appreciation for the courageous and heroic behaviors demonstrated
by many whose human rights were violated in modern history, including victims and survivors
of the Holocaust and other genocides.

Students will make a commitment to continue their learning about the Holocaust and genocides
as a means of furthering their understanding and helping them to work toward the creation of a
more humane and more just world.

Students will increase their voluntary involvement in causes designed to fight bigotry and hatred,
and promote and preserve human rights.

Students will continue to reassess their understanding of human nature and apply their newly
acquired understandings to the way they lead their lives

New Jersey Commission on Holocaust Education
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Unit I

UNTT I
AN INTRODUCTION TO A STUDY
OF THE HOLOCAUST AND
GENOCIDES:
THE NATURE OF HUMAN
PEHAVIOR

The Holocaust refers to the period of history, from 1933-1945, during which approximately six
million Jews became victims of Nazi Germany and its collaborators throughout Europe. In their
attempt to annihilate all Jews in Europe, the Nazis, under the leadership of Adolf Hitler, developed a
systematic plan that they called the “Final Solution to the Jewish Problem.” During the Holocaust,
millions lost their lives through starvation, shooting, torture and gassing in camps built for the
purpose of killing people. As Nazi control of various parts of Europe progressed during this time
period, millions of other innocent people became targets of their wrath, with approximately five
million deaths among them.

A study of the Holocaust and genocides is complex and requires students to examine a range of factors
in an attempt to improve their understanding of the fundamental causes and vast implications
involved. The units in this curriculum deal with these factors with progressively increasing scope and
depth. Following the current unit, the study will include views of prejudice and genocide; the rise of
Nazism; the progression from persecution to mass murder; resistance, intervention and rescue;
genocide; and issues of conscience.

This study begins by focusing the student’s attention, not on the Holocaust per se, but on a more
generic analysis of human behavior. In Unit 1, students will be asked to examine (1) various theories
about human nature and behavior, and to grapple with issues concerning the human potential for
good and evil. They will examine the degree to which people are independent beings acting primarily
on their intentions, or, at the other end of the spectrum, mere reflections of their environments.

Students will examine (2) aggression and cruelty, (3) the positive and negative behaviors associated
with obedience, conformity and silence; (4) the positive behavior associated with acts of courage,
integrity and empathy, and (5) the behavior of the perpetrator, victim, collaborator, bystander,
resister and rescuer in various circumstances, both historic and contemporary. They will be
encouraged to relate these concepts and topics to their existing knowledge and life experiences.

21



22

THE HOLOCAUST AND GENOCIDE: The Betrayal of Humanity

At the conclusion of this unit, (6) each student will write a generalization that reflects his or her view
of human nature. This generalization will be revisited at the end of each succeeding unit and, where
deemed necessary, revised by the student to reflect possible changes in view as a result of newly
acquired knowledge.

It must be noted that Unit | and any of its activities, in and of themselves, do not constitute “Holocaust
and Genocide Education,” but are designed to help students begin to think about some of the key
concepts and issues they will explore in greater depth as their study progresses. The development of
a greater understanding of the Holocaust and genocides requires an in-depth study of the topics found
in the remaining units of this curriculum guide.
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Unit I

UNIT I: AN INTRODUCTION TO A STUDY OF THE HOLOCAUST AND
GENOCIDES: THE NATURE OF HUMAN BEHAVIOR

UNIT GOAL:  Students will develop an understanding of various theories of human nature and
behavior.

PERFORMANCE TEACHING/LEARNING INSTRUCTIONAL
OBJECTIVES STRATEGIES AND ACTIVITIES MATERIALS/RESOURCES

Note: The notation (READING #)
in this column indicates that a copy
of the article is included in this
curriculum guide.

1. Students will A. Resources for Section A:

discuss general
theories of human
nature and relate
these to personal
experiences.

A. Prior to your study of the
Holocaust, reflect upon and
discuss your view of human
nature.

1. Read and discuss the article My 1. Bruce, Lenny. “My Name Is Adolf

Name is Adolf Eichmann. Eichmann.” The Holocaust and
Genocide: A Search for
Conscience—An Anthology for
Students. Harry Furman, ed.
New York: Anti-Defamation
League, 1983.
(READING #1)

2. Read article, Man’s Search for 2. Frankl, Victor. “Man’s Search for
Meaning, by Viktor Frankl. Use Meaning.” The Holocaust and
the questions at the end of the Genocide: A Search for
article as a catalyst for writing Conscience—An Anthology for
your reflections in a journal; or Students. Harry Furman, ed.
conduct a discussion in a small New York: Anti-Defamation
group, reporting and discussing League, 1983.
your group’s findings. (READING #2)

3. Administer and discuss results of 3. Furman, Harry ed. “The Human

The Human Nature Survey.

Nature Survey.” The Holocaust
and Genocide: A Search for
Conscience—An Anthology for
Students. New York: Anti-
Defamation League, 1983.
(READING #3)
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PERFORMANCE
OBJECTIVES

TEACHING/LEARNING
STRATEGIES AND ACTIVITIES

Compare and contrast various
theories of human nature
reflected in the articles and
excerpts that follow.

The Prince, Niccolo Machiavelli
Man is Rational, John Locke
Man is Evil, Thomas Hobbes

Man is the Product of His
Environment, B.F. Skinner

View the video or select
excerpts from To Kill a
Mockingbird, and discuss the
impact of prejudice in the 1930’s
in the United States.

What do the character traits of
the main characters reveal about
human behavior?

Read the book or excerpts
from Profiles in Courage,
which relates to modern men
and women of courage.

Analyze the issues confronted by
these people, their attitudes and
actions taken, and determine why
they acted as they did.  Present
your findings in a panel
discussion, an essay or in a class
discussion.

Find theories and expressions
reflected in the lyrics of
modern music that relate to
human nature.

Share the lyrics and/or play the

INSTRUCTIONAL
MATERIALS/RESOURCES

B. Resources for Section B:

1. Chartock, Roselle, and Jack
Spencer, Eds. The Holocaust
Years: Society on Trial. New
York: Bantam Books, 1978. 47-55.
(READING #4)

C. Resources for Section C:
1. Harper, Lee. To Kill a Mocking-

bird. New York: Warner, 1982.
Or, the video of the same title.

D. Resources for Section D:
Kennedy, John F. Profiles in

Courage. New York: Harper
Perennial Library, 2000.

E. Resources for Section E:
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PERFORMANCE
OBJECTIVES

2. Students will
examine
aggression and
cruelty as parts of
human nature.

TEACHING/LEARNING
STRATEGIES AND ACTIVITIES

music for the class, and lead a
discussion on what the lyrics
seem to reveal about the views of
human nature that are depicted.
In addition to the following
examples, you may identify your
own.

Pressure, by Billy Joel

Pieces of You, by Jewel

Doctor My Eyes, by Jackson
Browne

Willing to Fight, by Ani De
Franco

Define aggressive behavior
and provide examples to
illustrate this definition,
using the resources listed
below. Express your view on
whether aggressive behavior is a
natural part of human behavior.

View the video or read the book
Lord of the Flies, a popular novel
of the 1950's, in which English
school children are air-wrecked
on an island and become
involved in aggressive behavior.

View and discuss the video Set
Straight on Bullies. Relate the
damaging effects of bullies on all

=

Unit I

INSTRUCTIONAL
MATERIALS/RESOURCES

Joel, Billy. The Stranger. Audio
CD. Sony/Columbia.1998
(READING #5)

Jewel. Pieces of You. CD. Atlantic
Recording Corp. 1996
(READING #6)

Browne, Jackson, Doctor My Eyes.
CD. Elektra Entertainment Group:
Division of Warner Brothers,1997.
(READING #7)

Di Franco, Ani. “Willing to Fight.”
Living In Clip. Live Concert
Album. Righteous Babe Records.
1997

Resources for Section A:

Golding, William. “Beast from
Water.” Lord of the Flies.
New York: Penguin USA, 1999.

Set Straight on Bullies.
Videocassette. New York:
Anti-Defamation League.
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PERFORMANCE
OBJECTIVES

TEACHING/LEARNING
STRATEGIES AND ACTIVITIES

concerned and share personal
experiences you may have had
with bullies.

3. Read Sources of Aggression and
summarize the theories of
aggression that are described and
discuss which of these theories
may be supported by your own
observations.

4. Discuss the dilemmas inherent in
the following:

a. The Mayor’s Choice

b. The Milgram “Shock” Experiment

¢. Project X (the video)

d. Auschwitz: If You Cried You
Died (Documentary video on the
journey of two Holocaust
survivors who revisit Auschwitz.)

INSTRUCTIONAL
MATERIALS/RESOURCES

4a.

4.

4c.

4d.

Watson, David, Gail Tregerthan,
and Joyce Frank. “Sources of
Aggression.” Social Psychology.
New York: Scott, Foresman and
Co., 1984.

(READING #8)

Furman, Harry, ed. The Holocaust
and Genocide: A Search for
Conscience—An Anthology for
Students. New York: Anti-
Defamation League, 1983.
(READING #9)

Milgram, Stanley. “The Milgram
‘Shock’ Experiment” The Holo-
caust and Genocide: A Search for
Conscience—An Anthology for
Students. Harry Furman, ed. New
York: Anti-Defamation League,
1983 9-10

(READING #10)

Milgram Experiment. Dir. Dr.
Stanley Milgram. Film. Penn State
Audio-Visuals. 800-826-0132,
1962.

Project X. Dir. Jonathan Kaplan.
Perf. Matthew Broderick, et. al.
Videocassette. 1987. Rating: PG

Auschwitz: If You Cried, You
Died. Perf. David Mandel and
Mike Vogel. Videocassette.
Moore Foundation, 1991.
(1-317-848-5134).
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PERFORMANCE
OBJECTIVES

TEACHING/LEARNING
STRATEGIES AND ACTIVITIES

Read the article Columbine Teens
Found Validation In
Reprogrammed Hi Tech Games
and the poem written by an
anonymous student from
Columbine High School.

Follow-up activities could include:

Discuss with the class what the
article suggests.

Write reactions to the poem and
share these in small groups.

From the poem, write a
resolution to inform and assist
classmates in need.

Discuss whether computer games
can contribute to the
development of aggression and
cruelty in young people.

View the film Blue Eyed, and use
the following questions as a guide
for analysis, writing activities
and/or discussion.

What is being done to the people
with the collar? Why?

How do you feel about what is
happening to them?

At what personal cost has Jane
Elliot done her work?

What effect did it have on her
3rd grade class in their adult life?

What does she say is the only
thing that makes people change?

What insights did you gain from
watching the tape?

Unit I

INSTRUCTIONAL
MATERIALS/RESOURCES

5a. “Columbine Teens Found
Validation in Reprogrammed Hi
Tech Games.” Response: Simon
Wiesenthal Center World Report.
Summer/Fall 1999,
(READING #11)

5h. “Anonymous Poem by Columbine
High School Student,” placed on
the Internet
(READING #12)

6. Blue Eyed. Videocassette. San
Francisco, CA: California
Newsreel. (149 8th Street, Suite
420, San Francisco, CA 94103,
415-621-6196)
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PERFORMANCE
OBJECTIVES

TEACHING/LEARNING
STRATEGIES AND ACTIVITIES

e What can you do to help end
prejudice?

(NOTE: Jane Elliot became concerned
about how people are treated in the
United States after the assassinations
of Robert Kennedy and Dr. Martin
Luther King, Jr. She had been heavily
influenced by a book about Nazi
doctors during the Holocaust and
could not understand how highly
cultured people could act so
inhumanely. She taught in a white
community in lowa and decided to
conduct a two-day experiment with
her third grade class to have them
better understand what prejudice does
both to the victim and to the
perpetrator. This led to the film The
Eye of the Storm and to national
attention for her blue eyed/ brown
eyed classroom exercise. It resulted in
her lifelong work to help people feel
and understand prejudice, and to help
stop it in their own lives.)

INSTRUCTIONAL
MATERIALS/RESOURCES
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PERFORMANCE
OBJECTIVES

3. Students will
examine the
positive and
negative behaviors
associated with
obedience,
conformity and
silence.

TEACHING/LEARNING
STRATEGIES AND ACTIVITIES

Read and interpret experts’
views on aggression, using the
following resources as a basis:

Man Is Innately Aggressive, by
Robert Ardrey

The Drowned and the Saved, by
Primo Levi

Conformist Aggression, by Eric
Fromm

Memory of the Camps
(Recommended for mature high
school seniors, only.)

Examine the concepts of
obedience, silence and
conformity, using the
following activities:

In small groups, identify
examples in your lives when
obedience, silence and conformity
have been beneficial to the
individual, and when they have
been beneficial to society. Group
conclusions should be shared
with the class followed by a
teacher-led discussion.

Unit I

INSTRUCTIONAL
MATERIALS/RESOURCES

Resources for Section B:

Ardrey, Robert. “Man Is Innately
Aggressive.” Holocaust Years:
Society on Trial. Roselle Chartock
and Jack Spencer, eds. New York:
Bantam Books, 1978. 53.
(READING # 13 )

Levi, Primo. “The Drowned and the
Saved.” Survival in Auschwitz.
New York: Macmillan, 1996.
(READING # 14 )

Fromm, Eric. “Conformist
Aggression.” The Anatomy of
Human Destructiveness. New
York: Henry Holt, 1992.
(READING # 15 )

Memory of the Camps. Frontline.
WGBH Educational Foundation,

PBS, Boston, The Documentary
Consortium, 1993.

Resources for Section A:

Student-generated resources.
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PERFORMANCE
OBJECTIVES

TEACHING/LEARNING
STRATEGIES AND ACTIVITIES

Read the lyrics, and/or listen to
the song, The Sounds of Silence,
by Paul Simon.

Write your interpretation of the
lines: “People talking without
speaking, people hearing without
listening.” Discuss your
interpretation with the class.

What is the “neon god to which
people pray?”

Are the lyrics as relevant today as
they were when Simon
introduced this song in the
1960's?

Martin Niemoller was a Lutheran
pastor in Germany during the
Nazi era who was imprisoned for
speaking out against Nazi racial
policies. Read the Quotation from
Pastor Niemoller and discuss its
meaning for society.

Research current world events to
determine whether the quotation
is relevant to today.

What are the implications for the
individual? for society?

Read the poem, The Hangman,
by Maurice Ogden.

Describe who the Hangman is
and what is symbolized.

Does this poem have relevance to
our lives today? Explain, using
specific examples.

INSTRUCTIONAL
MATERIALS/RESOURCES

2.

Simon, Paul. The Sounds of
Silence. Warner Bros., 1968.
(Lyrics found in Furman, Harry, ed.
The Holocaust and Genocide: A
Search for Conscience- An
Anthology for Students. New York:
Anti-Defamation League, 1983.
(READING #16)

Locke, Hubert and Marcia Sachs
Littell, eds. “Quotation from Pastor
Niemoller,” Remembrance and
Recollection. Lanham, MD:
University Press of America, 1990.
(READING #17)

Ogden, Maurice. “The Hangman.”
Margot Stern Strom and William
Parsons, eds. Facing History and
Ourselves. Brookline, MA: FHO,
1984. (READING #18); and
The Hangman. Videocassette
(12 min.). Carlshad, CA: CRM
Films (1-800-421-0833).
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PERFORMANCE
OBJECTIVES

TEACHING/LEARNING
STRATEGIES AND ACTIVITIES

Read This Way for the Gas, Ladies
and Gentlemen, by Tadeusz
Borowski, and discuss how people
can rationalize and “cover” their
participation in horror in order to
survive. Write an essay in which
you explain how this author
effectively uses words to explain
the unexplainable. Use quotations
from the story to illustrate your
points. An alternative essay topic:
Analyze the strong will of human
beings to survive, using examples
from current events.

Discuss the consequences of
silence as reflected in the
following readings:

The Dying Girl That No One
Helped, by Loudon Wainwright.
This is the classic story of Kitty
Genovese who was assaulted and
eventually murdered outside a
New York apartment complex
while neighbors took no action.
Use the questions at the end of
the reading as a guide.

An Olympic Athlete’s Dilemma:
What Would You Do? (This
dilemma story focuses on a
decision by an American
Olympics athlete to participate in,
or withdraw from, the 1936
Olympics held in Munich,
Germany. Excellent discussion
questions accompany the reading,
which can be used for class
discussion, small group discus-
sions, or writing assignments.)

INSTRUCTIONAL
MATERIALS/RESOURCES

5.

Unit I

Borowski, Tadeusz. This Way for
the Gas, Ladies and Gentlemen.
New York: Penguin USA, 1992.

or
Brown, Jean E., Elaine C.
Stephens and Janet E. Rubin, eds.,
Images from the Holocaust:
A Literature Anthology.
Lincolnwood, Ill.: National
Textbook Company, 1997.

Resources for Section B:

Wainwright, Loudon. “The Dying
Girl That No One Helped.”

The Holocaust and Genocide:
A Search for Conscience—An
Anthology for Students. Harry
Furman, ed. New York: Anti-
Defamation League, 1983.
(READING # 19)

Furman, Harry, ed. “An Olympic
Athlete’s Dilemma: What Would
You Do?” The Holocaust and
Genocide: A Search for
Conscience. New York: Anti-
Defamation League, 1983.
(READING # 20 )
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PERFORMANCE
OBJECTIVES

TEACHING/LEARNING
STRATEGIES AND ACTIVITIES

Discuss The Bad Samaritan, a 60
Minutes piece about David Cash,
who saw a young girl being
assaulted and murdered by a
friend in May of 1997 and did
nothing.

What options were open to Cash?
What were the probable
consequences of each available
choice?

How do you feel about his
explanation of what he chose to
do?

What is our responsibility in
situations like this?

Contrast Cash’s action with that
of David Kaczynski, who led the
FBI to his brother, Ted (the
“Unabomber”), whom he
suspected of being the infamous
terrorist.

Examine the dangers of
conformity and obedience
practiced by cults through the
following activities:

View the video, The Wave,
and/or read the book: Playlet:
The Wave.

Explain why students in the
experiment complied with the
directions.

In small groups, grapple with the
question, “Might we have
responded any differently? Why
or why not?”

INSTRUCTIONAL
MATERIALS/RESOURCES

C.

3b.

la.

1b.

3a. “The Bad Samaritan.” 60 Minutes.

28 Sept 1998

Pitts, Leonard. “Of man and
beast: Two men, two Killers, one
conscience.” The Press. Atlantic
City. 13 Sept 1998 E5
(READING #21)

Resources for Section C:

The Wave. Videocassette. Films
Incorporated (312-878-2600)

Playlet: The Wave. Scholastic
Magazine, 7 Oct 1981.
(READING #22)
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PERFORMANCE
OBJECTIVES

TEACHING/LEARNING
STRATEGIES AND ACTIVITIES

A follow-up discussion of the
groups’ findings may conclude
this activity.

Read and discuss The Ashes of
Waco about David Koresh and
the Branch Davidians. Why has
there been much questioning of
the government’s actions in this
tragedy?

Locate articles on the Bob Jones
People’s Temple, a cult that
encouraged 1000 people to take
their lives on November 18,
1978.

Write a short report comparing
this cult with either the Branch
Davidians or Heaven’s Gate
(below).

How do you account for the
suicide of those in the People’s
Temple?

Read the two New York Times
articles on cults, using the
following questions as guides for
analysis and discussion:

What did Heaven’s Gate demand
of its members that a mainstream
religion would not?

How did Heaven’s Gate practice
mind control?

Account for the secrecy of the
cult’s activities.

INSTRUCTIONAL
MATERIALS/RESOURCES

2.

Unit I

“Children of the Cult.” Newsweek.
17 May 1993; 48-54.

and
Reaves, Dick. The Ashes of Waco:
An Investigation. Syracuse, NY:
Syracuse University Press, 1988.

Consult The New York Times
Index; Infotract Index to
Magazines; or the Internet, using
Keyword: cults.

Bruni, Frank. “Odyssey of
Regimentation Carried Cult Over
Decades.” The New York Times.
29 March 1997, and “The
Overview: Families Are Learning
of 39 Cultists Who Died
Willingly.” The New York Times.
29 March 1997.

(READING #23)
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INSTRUCTIONAL
MATERIALS/RESOURCES

PERFORMANCE
OBJECTIVES

TEACHING/LEARNING
STRATEGIES AND ACTIVITIES

Why do you think anyone would
join such a group?

Read The Power and the Glory,
about Alfons Heck, a bright,
promising and enthusiastic six-
year old German boy who lived
on a Rhineland farm when the
Nazis took power in 1933. The
selections in this reading trace
Alfons’ journey in the Hitler
Youth. Determine what seduced
Alfons to join this militaristic
organization at age 10. Write
your conclusions and share them
in class discussion.

View the video Heil Hitler-
Confessions of a Hitler Youth.
Identify and discuss the major
factors that attracted young
people to Hitler Youth and the
feelings that are reflected in this
video.

View the video Swing Kids,
about youthful resistance and the
consequences of choices in Nazi
Germany. Discuss and/or write
your reactions to the choices
made and the consequences.

Read and discuss | Was a Violent
Skinhead, about Frank Meeink, a
former neo-Nazi skinhead, who
regrets his violent past and is
trying to make up for it.

Who do you think is responsible
for Frank becoming a skinhead?

Ayer, Eleanor H., Alfons Heck and
Helen Waterford. “The Power and
the Glory.” Parallel Journeys.
New York: Atheneum. 1995.
(READING #24)

Heil Hitler: Confessions of a
Hitler Youth. Videocassette. HBO,
1991. (30 minutes) Ambrose
Video Publishing, 1290 Avenue of
the Americas, Suite 2245, N.Y., NY
10019

Swing Kids. Dir. Thomas Carter.
Perf. Robert Sean Leonard, et. al.
Videocassette. 1992. (Rated PG-13.)

Meeink, Frank, as told to Laura
D’Angelo. “I Was A Violent
Skinhead.” Scholastic Scope,

4 Oct 1999. 18-20.
(READING #25)
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PERFORMANCE
OBJECTIVES

4. Students will
recognize the
positive behavior
associated with
acts of courage,
integrity and
empathy.

TEACHING/LEARNING
STRATEGIES AND ACTIVITIES

If Frank’s cousin had been a
baseball star instead of a
skinhead, do you think Frank
would still have become a
skinhead?

Evaluate Frank’s attempt to make
up for his violent past. Is there
anything else he could or should
do?

Drawing from the following
sources, interpret the
meaning of courage, integrity
and empathy. Express your
interpretation through a
visual medium (poster, chart,
PowerPoint, for example.)

Bystander’s Dilemma Series:

Era of McCarthyism

Era of slavery

Youth gangs

Heidi’s dilemma (See Reading #26)

Conversion or Emigration: What
Would You Do?

INSTRUCTIONAL
MATERIALS/RESOURCES

A. Resources for Section A:

1.

Unit I

The Bystander’s Dilemma—
Thinking Skills and Values
Exploration in the Social
Studies. Zenger.

(READING #26)

[Six (6) reproducible case studies,
available from Social Studies
School Service.]

Furman, Harry ed. “Conversion or
Emigration: What Would You Do?”
The Holocaust and Genocide: A
Search for Conscience—An
Anthology for Students. New York:
Anti-Defamation League, 1983
(READING #27)
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PERFORMANCE
OBJECTIVES

3.

TEACHING/LEARNING
STRATEGIES AND ACTIVITIES

His Name Was Jackie Robinson
(One-act play)

Complete a project in which you
depict community examples of
people caring for others:
examples may include soup
kitchens, clothing drives,
homeless, senior citizens, etc.
Sample projects include the
following:

Keep a journal to record
examples of community caring
activities.

Develop a scrapbook of articles
and photographs depicting
examples of people caring for
others.

With a partner, videotape various
aspects of several community
service projects or activities.
Include interviews with the
service providers and those who
benefit from the service. Edit and
present the final videotape to the
class.

Invite several people who are
involved in community service
projects (those who volunteer
their services, as well as those
who receive the service) to class
to discuss the meaning derived
from the projects.

Study the lyrics to, and listen to
the songs, We Are the World, and
Imagine and write responses to
the following questions in your
journal:

INSTRUCTIONAL
MATERIALS/RESOURCES

3. “His Name Was Jackie Robinson.”
Creative Classroom. Jan./Feb.
1993. (READING # 28)

4. Teacher and student created
resources.

5. We Are the World (Lyrics). USA
for Africa. Family of God. Audio
CD. 1991. (READING # 29)
Imagine (Lyrics). John Lennon.
Bag Productions Inc., 1971.
(READING # 30)
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PERFORMANCE
OBJECTIVES

TEACHING/LEARNING
STRATEGIES AND ACTIVITIES

What kind of world is envisioned?

What would people have to do to
achieve this vision?

Will this be difficult to achieve?

What do you believe is needed
for real change to occur in the
world? Do you believe this is
possible?

See questions on Imagine at the
end of the reading.

Note: You may choose to perform
or play these songs for the class
prior to a class discussion of the
lyrics.

If you have read or viewed one
or more of the following sources,
discuss or write about the role
model behavior exhibited by the
real people and/or fictional
characters portrayed:

Inherit the Wind

To Kill a Mockingbird

Red Badge of Courage

Profiles in Courage

The Scarlet Letter

Of Mice and Men

Read “Marion Pritchard,” from
The Courage to Care, using the
questions provided at the end of

the reading to guide a class
discussion.

INSTRUCTIONAL
MATERIALS/RESOURCES

6.

Unit I

Consult the books you have read.

Rittner, Carol, and Sondra Myers,
eds. “Marion Pritchard.” The
Courage To Care: Rescuers of
Jews During the Holocaust. New
York: New York University Press,
1995, 28-33. (READING # 31)
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INSTRUCTIONAL
MATERIALS/RESOURCES

PERFORMANCE
OBJECTIVES

5. Students will
compare and
contrast the
behavior of
perpetrator,
victim,
collaborator,
bystander, resister
and rescuer.

TEACHING/LEARNING
STRATEGIES AND ACTIVITIES

Identify three personalities of the
present, or historical figures, who
you admire and consider to be
positive role models. Discuss
reasons why you selected these
examples.

Select and report on three
current events and issues within
the last three months that reflect
positive behavior of courage,
integrity or caring.

Brainstorm and reach
consensus on the meaning of
the following terms using one
or more of the sub-topics and
resources listed:

Perpetrator

Star Wars Trilogy (video)

Child Abuse

The death in 1998 of Matthew
Shepard, a Wyoming college
student. (Note: The article by
Wypijewski is a provocative
analysis of the brutal death of
Shepard, and the prejudice,
bigotry and homophobia reflected
in the perpetrators.)

Teacher and student-identified
resources.

Teacher and student-identified
resources.

Resources for Section A:

Perpetrator:

Star Wars Trilogy: Star Wars;
The Empire Strikes Back; and
Return of the Jedi. Written and
directed by George Lucas. Fox
Video, 1983. (Rated PG)

Mickey Mouse Goes to Haiti.
Videocassette. Crowing Rooster
Arts, 1996. (National Labor
Committee, 275 7th Avenue, New
York 10001. 212-242-0986)

Roebuck, Karen. “The Why in
Wyoming.” U.S. News and World
Report. 29 March 1999. 40.
(READING # 32)

Wypijewski, JoAnn. “A Boy’s Life:
For Matthew Shepard’s Killers,
What Does it Take to Pass as a
Man?” Harper’s Magazine
September 1999.
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PERFORMANCE
OBJECTIVES

d.

TEACHING/LEARNING
STRATEGIES AND ACTIVITIES

Murder of James Byrd, Jr.: Jasper,
Texas Case June 7, 1998

Victim

Same examples as above in #1
may be used.

Examples from the Holocaust
years.

Collaborator

“The Human Lives Behind the
Labels” (A teacher describes his
efforts to help students examine
the issues regarding the use of
“global sweatshops.”)

See Mickey Mouse Goes to Haiti.

Bystander

“Miami Man Dies at Hands of
Gunman”

Unit I

INSTRUCTIONAL
MATERIALS/RESOURCES

Streisand, Betsy. “Death in the
Prairie.” U.S. News and World
Report. 26 October 1998. 23-25.
(READING # 33)

Victim

Same as in #1 above.

Friedman, Ina R. “The Reichstag
is Burning.” Escape or Die: True
Stories of Teens Who Survived
the Holocaust. New York: Yellow
Moon, 1991. (READING # 34)
and

Friedman, Ana R. and Ina R.
Friedman. The Other Victims:
First-Person Stories of Non-Jews
Persecuted by the Nazis. New
York: Houghton Mifflin, 1995.

Collaborator

Bigelow, Bill. “The Human Lives
Behind the Labels: The Gobal
Sweatshop, Nike and the Race to
the Bottom.” Rethinking Schools:
An Urban Educational Journal.
Vol. 11, No. 4, Summer 1997.
(http://www.rethinkingschool
s.org/Archives/11_04/swetm.h
tm)

See reference above, 5 Alb
Bystander

Pitts, Leonard, Jr. “Miami Man
Dies At Hands of a Gunman—But
Hands of Passershy Are Bloody,
As Well.” The Philadelphia
Inquirer. 17 April 1997
(READING # 35)
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INSTRUCTIONAL
MATERIALS/RESOURCES

PERFORMANCE
OBJECTIVES

TEACHING/LEARNING
STRATEGIES AND ACTIVITIES

“The Dying Girl That No One
Helped” (referenced above)

“The Indifferent Ones”

“Anna’s Dilemma”

Bystanders’ Dilemma Series

Use current school-based
examples.

Outside of a Small Circle of

Friends (Phil Ochs)

Lyrics:

O look outside the window

There’s a woman being grabbed

They've dragged her to the
bushes

And now she’s being stabbed

Maybe we should call the cops
and try to stop the pain

But Monopoly is so much fun

I'd hate to blow the game

And I'm sure it wouldn't interest
anybody

Outside of a small circle of
friends

Resister

Anti-Vietnam War Protestors.
“The Unknown Nonsoldier”
should have particular interest to
students in New Jersey because it
is about New Jerseyan, John F.
Khanlian, who, as a student at
Columbia University in the late

Furman, Harry, ed. The Holocaust
and Genocide: A Search for
Conscience—An Anthology for
Students. New York: Anti-
Defamation League, 1983.

(SEE READING #19
REFERENCED ABOVE.)

Furman. Ibid. “The Indifferent
Ones.”(READING # 36)

Furman. Ibid. “Anna’s Dilemma.
(READING # 37)

Referenced above, 4. A. 1.
Teacher and student-identified
Ochs, Phil. “Outside of a Small

Circle of Friends.” There and
Now. Rhino Records, Inc., 1990.

Resister

Davis, Peter. “The Unknown
Nonsoldier.” Esquire. December
1983.
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PERFORMANCE
OBJECTIVES

TEACHING/LEARNING
STRATEGIES AND ACTIVITIES

1960’s, chose to resist our
government’s Vietnam War
policies through peaceful protest.
In the year 2002, educator
Khanlian is employed by the N.J.
State Department of Education.
The reading provides an excellent
overview of the turmoil of the
times and Khanlian’s life and role
in the protest movement as a
person of conscience. (Note: This
extensive article may be the focus
of an assignment for several
students.)

“Rosa Parks.”

“Letter from Birmingham Jail,”
Dr. Martin Luther King, Jr. (See
Questions for Analysis and
Discussion at the end of the
reading.)

b.

Unit I

INSTRUCTIONAL
MATERIALS/RESOURCES

Levy, Peter B., ed. “Rosa L. Parks:

Recollections,” Let Freedom Ring:

A Documentary History of the
Modern Civil Rights Movement.
New York: Praeger, 1992.
(READING #38)

and

Ferguson, Cynthia, Melissa J.
Greenwald and Randall M. Miller,
eds. “Brown, Buses and Bombs.”
Is There A Dream for Today? A
Civil Rights Curriculum
Resource. Dubuque, lowa:
Kendall/Hunt Publishing
Company, 1998.

(READING # 39)

Levy, Peter B., ed. “Letter from
Birmingham Jail.” Let Freedom
Ring: A Documentary History of
the Modern Civil Rights Move-
ment. New York: Praeger, 1992.
(READING # 40)
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INSTRUCTIONAL
MATERIALS/RESOURCES

PERFORMANCE
OBJECTIVES

6.

TEACHING/LEARNING
STRATEGIES AND ACTIVITIES

Rescuers

Assignment: Rescue-The Story of
Varian Fry and the Emergency
Rescue Committee. (Available in
paperback and videocassette.) Fry
was an American who volunteered
to go to Marseilles in 1940,
following the fall of France, for the
Emergency Rescue Committee.
Originally sent to rescue only the
most famous European intellectuals
from possible surrender to the
Gestapo, Fry saved over 2000
refugees, despite opposition by the
Vichy France and U.S. authorities.
He was expelled from France in
1941 “for helping Jews and anti-
Nazis”. His story illustrates what
one person can do to help others
in need even under adverse
conditions.

Doctors Without Borders is an
organization of 2000 men and
women who volunteer to put
their lives on hold to help victims
of war and other disasters, and
are making a real difference in
numerous hot-spots in the world,
from Kosovo to Afghanistan to
Sudan, where they are saving
lives as volunteers.

After reviewing “Introduction to
1999 Activity, and 1999: Year In
Review,” on their web site, write
your reflections regarding why
you believe these volunteers
become involved. Your reflections
may be in the form of a reflective
essay, a poem, or expressed
through a medium such as art.

Rescuers

Fry, Varian.

Assignment: Rescue: An
Autobiography by Varian Fry.
New York: Scholastic, Inc.,
published in conjunction with the
United States Holocaust Memorial
Museum. 1999.

Assignment: Rescue—The Story
of Varian Fry and the
Emergency Rescue Committee.
Narrated by Meryl Streep. A
Richard Kaplan Film. Varian Fry
Foundation Project/IRC.
Videocassette. 1999.

Assignment; Rescue—Study Guide
and Resource Guide. Fourth
Edition. Varian Fry Foundation
Project/IRC. Menlo Park, CA,
1999. (Lesson plans for middle
and high schools can be found on
the website:
http://www.holocaust-trc.org).

Kindermans, Jean-Marie.
“Introduction to 1999 Activity
Report” Webplaced: Doctors
Without Borders. 14 December
1999, and “1999: Year in
Review.” Web site:
http://www.doctorswithoutbor
ders.org
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PERFORMANCE
OBJECTIVES

6. Students will
develop general-
izations that
reflect their
individual views

of human nature.

TEACHING/LEARNING
STRATEGIES AND ACTIVITIES

Choose one of the following to
illustrate your understanding
of perpetrator, victim,
bystander, resister and
rescuer.

Individual essay
Discussion

Group work

Collage, play or poem
Original art work
Original lyrics/song

Photographic essay (print, video
or computer)

The above works can be displayed
prominently in the school’s
auditorium, cafeteria, web site,
all-purpose room, library, etc.

As a culminating activity to
Unit I:

Discuss your views about human
nature. Do you believe that
human beings are basically good
or bhasically evil?

In your journal or notebook,
write a generalization that
reflects your view of human
nature. Throughout your study of
the Holocaust and genocides, you
will encounter additional

Unit I

INSTRUCTIONAL
MATERIALS/RESOURCES

B. Resources for Section B:
Student-identified sources.

A. Resources for Section A:
Student-developed
generalizations.
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PERFORMANCE TEACHING/LEARNING
OBJECTIVES STRATEGIES AND ACTIVITIES

information that may either
reinforce your initial view of
human nature or cause you to
revise your generalization. Keep
your generalization handy for
future reference.

INSTRUCTIONAL
MATERIALS/RESOURCES
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Unit I

READINGS INCLUDED TN UNIT I

Reading# Title/Reference

1

10.

11.

12.

13.

Bruce, Lenny. “My Name Is Adolf Eichmann.” The Holocaust and Genocide: A Search for
Conscience—An Anthology for Students. Harry Furman, ed. New York: Anti-Defamation
League, 1983.

Frankl, Victor. “Man’s Search for Meaning.” The Holocaust and Genocide: A Search for
Conscience—An Anthology for Students. Harry Furman, ed. New York: Anti-Defamation League,
1983.

Furman, Harry, ed. “Human Nature: Opinion Survey.” The Holocaust and Genocide: A Search
for Conscience—An Anthology for Students. New York: Anti-Defamation League, 1983.

“The Prince” by Niccolo Machiavelli; “Man Is Rational” by John Locke; “Man Is Evil” by Thomas
Hobbes; and “Man is the Product of His Environment” by B.F. Skinner; in Chartock, Roselle, and
Jack Spencer, eds. The Holocaust Years: Society on Trial. New York: Bantam Books, 1978. 47-55.
Joel, Billy. “The Stranger.” Audio CD. Sony/Columbia.1998.

Jewel. “Pieces of You.” CD. Atlantic Recording Corp. 1996.

Browne Jackson, “Doctor My Eyes.” CD. Elektra Entertainment Group: Division of Warner
Brothers, 1997.

Watson, David, Gail Tregerthan, and Joyce Frank. “Sources of Aggression.” Social Psychology.
New York: Scott, Foresman and Co., 1984.

Furman, Harry, ed. “The Mayor’s Choice: What Would You Do?” The Holocaust and Genocide:
A Search for Conscience—An Anthology for Students. New York: Anti-Defamation League,
1983.

Milgram, Stanley. “The Milgram ‘Shock’ Experiment.” The Holocaust and Genocide: A Search
for Conscience—An Anthology for Students. Harry Furman, ed. New York: Anti-Defamation

League, 1983.

“Columbine Teens Found Validation in Reprogrammed Hi Tech Games.” Response: Simon
Wiesenthal Center World Report. Summer/Fall 1999.

“Anonymous Poem by Columbine High School Student,” placed on the Internet.

Ardrey, Robert. “Man Is Innately Aggressive.” Holocaust Years: Society on Trial. Roselle
Chartock and Jack Spencer, eds. New York: Bantam Books, 1978. 53.
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14.

15.

16.

17.

18.

19.

20.

21.

22.

23.

24.

25.

26.

27.

28.

Levi, Primo. “The Drowned and the Saved.” Survival in Auschwitz. New York: Macmillan, 1996.

Fromm, Eric. “Conformist Aggression.” The Anatomy of Human Destructiveness. New York:
Henry Holt, 1992,

Simon, Paul. “The Sounds of Silence.” Warner Bros., 1968. The Holocaust and Genocide: A
Search for Conscience—An Anthology for Students. Harry Furman, ed. New York: Anti-
Defamation League, 1983.

Locke, Hubert and Marcia Sachs Littell, eds. "Quotation from Pastor Niemoller," Remembrance
and Recollection. Lanham, MD: University Press of America, 1996.

Ogden, Maurice. “The Hangman.” Margot Stern Strom and William Parsons, eds. Facing History
and Ourselves. Brookline, MA: FHO, 1984.

Wainwright, Louden. “The Dying Girl That No One Helped.” The Holocaust and Genocide: A
Search for Conscience—An Anthology for Students. Harry Furman, ed. New York: Anti-
Defamation League, 1983.

Furman, Harry, ed. “An Olympic Athlete’s Dilemma: What Would You Do?” The Holocaust and
Genocide: A Search for Conscience—An Anthology for Students. New York: Anti-Defamation
League, 1983.

Pitts, Leonard. "Of man and beast: Two men, two Killers, one conscience." The Press. Atlantic
City. 13 Sept 1998. E5.

Playlet: “The Wave.” Scholastic Magazine, 7 Oct 1981.

Bruni, Frank. "Odyssey of Regimentation Carried Cult Over Decades." The New York Times. 29
March 1997, and "The Overview: Families Are Learning of 39 Cultists Who Died Willingly." The
New York Times. 29 March 1997.

Ayer, Eleanor H., Alfons Heck and Helen Waterford. “The Power and the Glory.” Parallel
Journeys. New York: Atheneum. 1995.

Meeink, Frank, as told to Laura D'Angelo. "I Was A Violent Skinhead." Scholastic Scope, 4 Oct
1999. 18-20.

“Heidi’s Dilemma.” The Bystander's Dilemma—Thinking Skills and Values Exploration in the
Social Studies. Zenger.

Furman, Harry, ed. "Conversion or Emigration: What Would You Do?"" The Holocaust and
Genocide: A Search for Conscience—An Anthology for Students. New York: Anti-Defamation
League, 1983.

“His Name Was Jackie Robinson.” Creative Classroom. Jan./Feb. 1993.
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30.

31

32.

33.

34.

35.

36.

37.

38.

39.

40.

Unit I

We Are the World (Lyrics). USA for Africa. Family of God. Audio CD. 1991.
Imagine (Lyrics). John Lennon. Bag Productions Inc., 1971.

Rittner, Carol, and Sondra Myers, eds. “Marion Pritchard.” The Courage To Care: Rescuers of
Jews During the Holocaust. New York: New York University Press, 1995. 28-33.

Roebuck, Karen. "The Why in Wyoming." U.S. News and World Report. 29 March 1999. 40.
Streisand, Betsy. "Death in the Prairie." U.S. News and World Report. 26 October 1998. 23-25.

Friedman, Ina R. "The Reichstag is Burning." Escape or Die: True Stories of Teens Who
Survived the Holocaust. New York: Yellow Moon, 1991.

Pitts, Leonard, Jr. "Miami Man Dies At Hands of a Gunman- But Hands of Passersby Are Bloody,
As Well." The Philadelphia Inquirer. 17 April 1997.

Furman, Harry, ed. "The Indifferent Ones: In Germany” (by Ellen Switzer) and in Hungary (by
Elie Wiesel). The Holocaust and Genocide: A Search for Conscience—An Anthology for
Students. New York: Anti-Defamation League, 1983.

Furman, Harry, ed. "Anna's Dilemma: What Would You Do?" The Holocaust and Genocide: A
Search for Conscience—An Anthology for Students. New York: Anti-Defamation League, 1983.

Levy, Peter B., ed. "Rosa L. Parks: Recollections," Let Freedom Ring: A Documentary History of
the Modern Civil Rights Movement. New York: Praeger, 1992.

Ferguson, Cynthia, Melissa J. Greenwald and Randall M. Miller, eds. "Brown, Buses and Bombs."
Is There A Dream for Today? A Civil Rights Curriculum Resource. Dubuque, lowa:
Kendall/Hunt Publishing Company, 1998.

Levy, Peter B., ed. "Letter from Birmingham Jail." Let Freedom Ring: A Documentary History
of the Modern Civil Rights Movement. New York: Praeger, 1992.
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Unit I: READING #1

MY NAME IS ADOLF EICHMANN

Lenny Bruce

In this selection by satirist Lenny Bruce, which he adapted from a poem by Catholic theologian Thomas

Merton, Adolf Eichmann defends his role in the Holocaust. Eichmann was a “Jewish expert” in the Nazi

SS who was responsible for the administration of the murder of the Jews of Europe. His argument raises

disturbing questions about the nature of human evil and our own possible participation in such events.

My name is Adolf Eichmann
The Jews came every day

to vat they thought vould be
fun in the showers.
The mothers were quite ingenious
They vould take the children
and hide them in bundles of clothing.
Ve found the children, scrubbed them,
put them in chambers, and sealed them in.
| vatched through the portholes
as they vould daven and chant

“Hey, mein Liebe, Heyyyy.”
Ve took off their clean Jewish love-rings, removed
their teeth and hair—
for strategic defense.
I made soap out of them,
I made soap out of all of them,;
and they hung me,
in full view of the prison yard.
People say,

“Adolf Eichmann should have been hung”
Nein.
Nein, if you recognize the whoredom

QUESTIONS FOR DISCUSSION

1. What is Adolf Eichmann’s defense for his actions?

in all of you,
that you vould have done the same,
if you dared know yourselves.
My defense?
| vas a soldier.
People laugh
“Ha ha! This is no defense
that you are a soldier.”
This is trite.
| vas a soldier,
a good soldier.
| saw the end of a conscientious day’s efforts.
| saw all the work that | did.
I, Adolf Eichmann,
vatched through the portholes.
| saw every Jew burned
und turned into soap.
Do you think yourselves better
because you burned your enemies
at long distances with missiles?
Without ever seeing what you'd done to them?
Hiroshima...Auf Wiedersehen...

2. Does Eichmann’s description of himself as a soldier make any difference to you?2 Explain.
3. How do you react to Eichmann’s comparison of his actions with the dropping of the atomic bomb on

Hiroshima by the United States in World War 112

4. s a man like Eichmann “evil”2 Do you believe that there are certain human acts that are absolutely
“good” or “evil” under any circumstances? What, then, is your definition of “good” and “evil”2

DEFINITIONS
Holocaust:

from the Hebrew word “olah” which means “burnt offering.” The term is used to describe

the murder of six million Jews by the Nazis.

liebe: German word meaning love.

daven: Yiddish word meaning to chant or pray.

auf wiedersehen:

German word meaning goodbye.

SS: Nazi elite corps that was involved in the mass murder process.

Source: Bruce, Lenny. “My Name Is Adolf Eichmann.” The Holocaust and Genocide: A Search for Conscience—An Anthology for Students.

Harry Furman, ed. New York: Anti-Defamation League, 1983.
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Unit I: READING #2

MAN’S SEARCH FOR MEANING

Viktor Frankl

The story of daily life in the concentration camps has been recorded in many books of testimony. Camp
inmates were subjected to long days of arduous work while surviving on a diet of thin soup and moldy
bread. Always subjected to continual humiliation from the SS guards, inmates had to learn to withstand
an environment created to dehumanize them before they were killed.

This selection by Dr. Viktor Frankl, a survivor of Auschwitz, begins to answer the question of how the
inmate adjusted fo life in the concentration camp. Frankl argues that the inmates had to find meaning
in their suffering as a reason to go on living. Those who lost faith in the future were those most likely to
die. Yet Frankl’s testimony goes far beyond the issue of survival in camps to the larger question of how

humans deal with life itself.

The prisoner who had lost faith in the future —
his future—was doomed. With his loss of belief
in the future, he also lost his spiritual hold; he let
himself decline and became subject to mental and
physical decay. Usually this happened quite suddenly,
in the form of a crisis, the symptoms of which were
familiar to the experienced camp inmate. We all
feared this moment — not for ourselves, which would
have been pointless, but for our friends. Usually it
began with the prisoner refusing one morning to get
dressed and wash or to go out on the parade
grounds...No blows. no threats had any effect. He just
lay there, hardly moving. If this crisis was brought
about by an illness, he refused to be taken to the sick-
bay or to do anything to help himself. He simply gave
up. There he remained, lying in his own excreta. and
nothing bothered him any more.

| once had a dramatic demonstration of the close
link between the loss of faith in the future and this
dangerous giving up. My senior block warden, a fairly
well-known composer and librettist, confided in me
one day: “l would like to tell you something. Doctor.
| have had a strange dream. A voice told me that |
could wish for something, that | should only say what
I wanted to know, and all my questions would be
answered. What do you think | asked? That | would
like to know when the war would be over for me...|
wanted to know when we, when our camp, would be
liberated and our sufferings come to an end.”

“And when did you have this dream?” | asked.

“In February, 1945, he answered. It was then
the beginning of March.

“What did your dream voice answer?”

Furtively he whispered to me. “March thirtieth.

When F— told me about his dream, he was still
full of hope and convinced that the voice of his
dream would be right. But as the promised day drew

nearer, the war news which reached our camp made
it appear very unlikely that we would be free on the
promised date. On March twenty ninth, F— suddenly
became ill and ran a high temperature. On March
thirtieth, the day his prophecy had told him that the
war and suffering would be over for him, he became
delirious and lost consciousness. On March thirty-
first, he was dead. To all outward appearances, he
had died of typhus.

The ultimate cause of my friend’s death was that
the expected liberation did not come and he was
severely disappointed. This suddenly lowered his
body’s resistance against the latent typhus infection.
His faith in the future and his will to live had become
paralyzed and his body fell victim to illness—and
thus the voice of his dream was right after all.

Any attempt to restore a man’s inner strength in
the camp had first to succeed in showing him some
future goal. Nietzsche’s words, “He who has a why to
live for can bear with almost any how,” could be the
guiding motto for all..efforts regarding prisoners.
Woe to him who saw no more sense in his life. no
aim, no purpose, and therefore no point in carrying
on. He was soon lost...

What was really needed was a fundamental
change in our attitude toward life. We had to learn
ourselves and, furthermore, we had to teach the
despairing men, that it did not really matter what we
expected from life, but rather what life expected from
us..Sometimes the situation in which a man finds
himself may require him to shape his own fate by
action. At other times it is more advantageous for
him to make use of an opportunity for contemplation
and to realize assets in this way. Sometimes man may
be required simply to accept fate, to bear his cross...

When a man finds that it is his destiny to suffer,
he will have to accept his suffering as his task; his

Source: Frankl, Victor. “Man’s Search for Meaning.” The Holocaust and Genocide: A Search for Conscience—An Anthology for Students.

Harry Furman, ed. New York: Anti-Defamation League, 1983.
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single and unique task. He will have to acknowledge
the fact that even in suffering he is unique and alone
in the universe. No one can relieve him of his
suffering or suffer in his place.

His unique opportunity lies in the way in which
he bears his burden.

For us, as prisoners, these thoughts were not
speculations far removed from reality. They were the
only thoughts that could be of help to us. They kept
us from despair, even when there seemed to be no
chance of coming out of it alive. There was plenty of
suffering for us to get through. Therefore, it was
necessary to face up to the full amount of suffering,
trying to keep moments of weakness and furtive
tears to a minimum. But there was no need to be
ashamed of tears, for tears bore witness that a man
had the greatest of courage, the courage to suffer.
Only very few realized that...

A very strict camp ruling forbade any efforts to
save a man who attempted suicide. It was forbidden,
for example, to cut down a man who was trying to
hang himself. Therefore, it was all important to
prevent these attempts from occurring.

| remember two cases of would-be suicide. which
bore a striking similarity to each other. Both men
had talked of their intentions to commit suicide. Both
used the typical argument—they had nothing more to
expect from life. In both cases it was a question of
getting them to realize that life was still expecting
something from them; something in the future was
expected of them. We found, in fact, that for the one
it was his child whom he adored and who was
waiting for him in a foreign country. For the other it
was a thing. not a person. This man was a scientist
and had written a series of books which still needed

QUESTIONS FOR DISCUSSION

to be finished. His work could not be done by anyone
else, any more than another person could ever take
the place of the father in his child’s affections.

This uniqueness and singleness which
distinguishes each individual and gives a meaning to
his existence has a bearing on creative work as much
as it does on human love. When the impossibility of
replacing a person is realized, it allows the
responsibility which a man has for his existence and
its continuance to appear in all its magnitude. A man
who becomes conscious of the responsibility he bears
toward a human being who affectionately waits for
him, or to an unfinished work, will never be able to
throw away his life. He knows the “why” for his
existence, and will be able to bear almost any “how.”

1. Why did the senior block warden die on March 31st2

What is meant by Nietzsche's statement. “He who has a why to live for can bear almost any how.”

2
3. What does Frankl say about crying?
4

How can Frankl’s comments about suicide in the camps relate to the issue of increasing suicide today?

DEFINITIONS
furtively: slyly

psychohygiene: the relationship between individual health and state of mind

Source: Frankl, Victor. “Man’s Search for Meaning.” The Holocaust and Genocide: A Search for Conscience—An Anthology for Students.

Harry Furman, ed. New York: Anti-Defamation League, 1983.
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HUMAN NATURE: OPINION SURVEY

What do you think the nature of human beings is? Are we born good or evil—or with a “blank page™ Based on
your reading and on your own thinking, complete the survey below.

Respond to each of the following statements with:

1. Life is a constant struggle. Those not
powerful enough to rise to the top
deserve whatever they get.

2. Most people are more likely to do evil
rather than good.

3. Most people are weak and lazy.
4. Most people cannot handle freedom.

5. Most people would prefer miracles
rather than depend on the fruits of their
own hard labor.

6. Most people need something to worship.

7. We should not hold high expectations
about the capacity of people for
compassion and kindness to each other.

8. Most people would prefer not to make
difficult decisions involving good and
evil and the way in which society
operates.

9. Most people are likely to conform rather
than to maintain their individuality.

10. Most people cannot be trusted.
11. Most people are indifferent and

uninvolved about issues that involve
social responsibility.

(AS) Agree Strongly
(A) Agree

(D) Disagree

(DS) Disagree Strongly

12. Most people would want to avoid truth
because it can cause pain.

13. Since conscience can cause personal
suffering, most people do not act from
conscience.

14. War is the natural outgrowth of human
nature.

15. Most people need an authority to tell
them what to do.

Given your responses, summarize your own feelings
about human nature and behavior.

Source: Furman, Harry, ed. “The Human Nature Survey.” The Holocaust and Genocide: A Search for Conscience—An Anthology for

Students. Harry Furman, ed. New York: Anti-Defamation League, 1983.
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INTRODUCTION

The reading selections contained in this section are submitted in order to enable the student to put the
Holocaust in a more personal context as to the nature of Man and see in himself the potential for evil.
The High School student must decide, or at least grapple with, the question “Is Man basically good or evil?” Only
by discussion of this profound question will the student understand the depth of human depravity that could
produce and still does produce genocide(s). The intended outcome of this intellectual quest is the cessation of
present genocide(s) and the prevention of future ones.

These readings are presented in a variety of disciplines:

1. Political Science The Prince by Niccolo Machiavelli

2. Philosophy Man is Evil and Warlike by Thomas Hobbes

3. Philosophy Man is Rational by John Locke

4. Psychology Man is a Product of His Environment by B.F. Skinner
5. Psychology Man is Innately Aggressive by Robert Ardrey

el
g Y

Source: Chartock, Roselle and Jack Spencer. The Holocaust Years: Society on Trial.
New York: Bantam Books, 1978.

New Jersey Commission on Holocaust Education



Unit I: READING #4

THE NATURE OF MAN
“THE PRINCE”

Niccolo Machiavelli

Niccolo Machiavelli (1469-1527) (“The Prince”) was an ltalian statesman and writer who is regarded
as the first political philosopher of modern times. Among his writings are: The Prince and The Art of
War. He believed In government by the people but felt that the Italians of his day were unfit to rule
themselves. He Is concerned with the use and abuse of power.

This, then, gives rise to the question “whether it
be better to be beloved than feared, or to be
feared than beloved.” It will naturally be answered
that it would be desirable to be both the one and the
other; but as it is difficult to be both at the same
time, it is much more safe to be feared than to be
loved when you have to choose between the two. For
it may be said of men in general that they are
ungrateful and fickle, dissemblers, avoiders of
danger, and greedy of gain. So long as you shower
benefits upon them, they are all yours; they offer you
their blood, their substance, their lives, and their
children, provided the necessity for it is far off; but
when it is near at hand, then they revolt. And -the
prince who relies upon their words, without’ having
otherwise provided for his security, is ruined; for
friendships that are won by rewards, and not by
greatness and nobility of soul, although deserved, yet
are not real, and cannot be depended upon in time
of adversity.

Besides, men have less hesitation in offending
one who makes himself beloved than one who makes
himself feared; for love holds by a bond of obligation
which, as mankind is bad, is broken on every
occasion whenever it is for the interest of the obliged
party to break it. But fear holds by the apprehension

QUESTIONS FOR DISCUSSION

of punishment which never leaves men.

It being necessary then for a prince to know well
how to employ the nature of the beasts, he should he
able to assume both that of the fox and that of the
lion; for while the latter cannot escape the traps laid
for him, the former cannot defend himself against the
wolves.

A prince should be a fox, to know the traps and
snares; and a lion, to be able to frighten the wolves;
for those who simply hold to the nature of the lion
do not understand their business.

A sagacious prince then cannot and should not
fulfill his pledges when their observance is contrary
to his interest, and when the causes that induced him
to pledge his faith no longer exist. If men were all
good, then indeed this precept would be bad; but as
men are naturally bad, and will not observe their
faith toward you, you must, in the same way, not
observe yours to them; and no prince ever yet lacked
legitimate reasons with which to color his want of
good faith. Innumerable modern examples could be
given of this; and It could easily be shown how many
treaties of peace and how many engagements, have
been made null and void by the faithlessness of
princes; and he who has best known how to play the
fox has ever been the most successful.

Investigate some classic approaches in The Holocaust Years to explaining human behavior. Discuss:

Is the human animal intrinsically good or bad?
Do we need to be controlled by authority?

Why do we accept authority?

Under what circumstances is authority necessary?

oA LN -

condition?

What insights can be gained from studying these philosophers and scientists2
How do the thoughts of people writing in the sixteenth and seventeenth centuries apply to our present

Source: Chartock, Roselle and Jack Spencer. The Holocaust Years: Society on Trial.

New York: Bantam Books, 1978.
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THE NATURE OF MAN
“MAN TS EVIL AND WARILIKE”

Thomas Hobbes

Thomas Hobbes (1588-1679) (“Man Is Evil and Warlike”) was an English political philosopher whose
critical and negative perceptions of man were often unpopular. In his famous work Leviathan he was
so critical of his government that this work was condemned by the British House of Commons in 1666
and Behemoth was censored. He also wrote The Elements of Law, Natural and Politic.

From this equality of ability arises equality of
hope in the attaining of our ends. And therefore
if any two men desire the same thing, which
nevertheless they cannot both enjoy, they become
enemies, and in the way to their end, which is
principally their own conservation, and sometimes
their delectation only, endeavor to destroy or subdue
one another. And from hence it comes to pass that
where an invader has no more to fear than another
man’s single power, if one plant, sow, build, or
possess a convenient seat, others may probably be
expected to come prepared with forces united to
dispossess and deprive him, not only of the fruit of
his labor, but also of his life or liberty. And the
invader again is in the like danger of another.

And from this diffidence of one another there is
no way for any man to secure himself so reasonable
as anticipation—that is, by force or wiles to master
the persons of all men he can, so long till he see no
other power great enough to endanger him; and this
is no more than his own conversation requires, and
is generally allowed. Also, because there be some that
take pleasure in contemplating their own power in
the acts of conquest, which they pursue farther than
their security requires, if others that otherwise would
be glad to be at ease within modest bounds should
not by invasion increase their power, they would not
be able, long time, by standing only on their defense,
to subsist. And by consequence, such augmentation of

dominion over men being necessary to a man’s
conservation, it ought to be allowed him.

Again, men have no pleasure, but on the
contrary, a great deal of grief, in keeping company
where there is no power able to overawe them all.
For every man looks that his companion should value
him at the same rate he sets upon himself; and upon
all signs of contempt or undervaluing naturally
endeavors, as far as he dares (which among them
that have no common power to keep them in quiet is
far enough to make them destroy each other), to
extort a greater value from his contemners by
damage and from others by the example.

So that in the nature of man we find three
principal causes of quarrel: first, competition;
secondly, diffidence; thirdly, glory.

The first makes men invade for gain, the second
for safety, and the third for reputation. The first use
violence to make themselves masters of other men’s
persons, wives, children, and cattle; the second, to
defend them; the third, for trifles, as a word, a smile,
a different opinion, and any other sign of
undervalue, either direct in their persons or by
reflection in their kindred, their friends, their nation,
their profession, or their name.

Hereby it is manifest that, during the time men
live without a common power to keep them all in
awe, they are in that condition which is called war,
and such a war as is of every man against every man.

Source: Chartock, Roselle and Jack Spencer. The Holocaust Years: Society on Trial.

New York: Bantam Books, 1978.
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THE NATURE OF MAN
“MAN TS RATTONAL”

John Locke

John Locke (1632-1704) (“Man Is Rational”) was an English philosopher who believed in civil liberty,
religious tolerance, the power of reason, and the value of experience. His works include: Essay
Concerning Human Understanding; Two Treatises on Civil Government and Essays on the Law of
Nature.

The state of nature has a law of nature to govern it, which obliges every one, and reason, which is that law,
teaches all mankind, who will but consult it, that being all equal and independent, no one ought to harm
another in his life, health, liberty or possessions.

Men living together according to reason without a common superior on earth, with authority to judge
between them, are properly in the state of nature.

Source: Chartock, Roselle and Jack Spencer. The Holocaust Years: Society on Trial.
New York: Bantam Books, 1978.
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THE NATURE OF MAN
“MAN TS A PRODUCT OF HIS
ENVIRONMENT”

B. F. Skinner

B. F. Skinner (b. 1904) (“Man Is a Product of His Environment”) is a professor of psychology at Harvard
and a researcher who has won several awards for his contributions in the area of human behavior. He
is the author of Walden Two, Science and Human Behavior, Verbal Behavior, and Beyond Freedom &

Dignity.

Suppose that people who read your book, and
take its message seriously, realize that they are
controlled. Will they lose their feelings of
freedom?

Skinner: | don't know. | certainly believe that my

own behavior is entirely a function of three
things—my genetic endowment, my past history
as an individual (my family, my religious
experience, my government, my schooling, the
physical environment in which | have lived. and
so on), and the present situation. | am absolutely
sure that that is all there is in the determination
of what I'm going to do at this very moment. But
| don't feel discouraged or unhappy about it at all.

Q: You don't feel like a puppet?
Skinner: | don't feel the least bit like a puppet.

Operant conditioning is not pulling strings to
make a person dance. It is arranging a world in
which a person does things that affect that
world, which in turn affects him.

When you come into the classroom and make
children want to come to school, would you be
controlling their behavior?

Skinner: That's right. A girl who teaches in a

Kentucky sixth grade told me a good example.
Her students were not doing their homework;
they would not sit down and study; they ran
around the room and talked a great deal. She
decided to try some operant conditioning. Every
Friday afternoon she held a lottery, and the child
whose name was drawn out of a jar got a prize.
Every Monday morning she would put the
week’s prize on the wall. One week it was a
Halloween costume, another a transistor radio.
Whenever a pupil brought in his homework, he
could write his name on a ticket and drop it in

the jar. Whenever he finished an assignment in
class, he could do the same. The system changed
the girl’s life as a teacher completely. Her pupils
did all their homework; they sat quietly and
listened to her, because something she said
might be just the thing they could use to get
another ticket with their name in the jar.

A number of your attackers charge that behavior
modification is being used in China today, and
they are horrified at the very thought that we
might apply it that way in this country.

Skinner: Yes, it is said that the word “fascism”

surfaces frequently in discussions of my book.
The critics are usually good enough to say that |
am not fascist, but that | give aid and comfort to
fascism. But every fascist state I've heard of uses
aversive control. Its citizens behave as the
government dictates because they are afraid not
to do so. I've spent my life looking for
alternatives to punitive control and arguing in
their favor. | oppose standard totalitarian
techniques and | want people to feel free and
enjoy what they’re doing. But it may be true that
| give aid and comfort to those who want to
make any way of life more effective. What
worries me is that in some curious way the
struggle for freedom and dignity has made it
impossible for us to take advantage of what we're
discovering about human behavior. If that proves
to be the case, there has been lethal mutation in
our culture that may bring it to an end. A fascist
way of life might then gain an advantage, but I'm
doing what | can to prevent it.

Source: Chartock, Roselle and Jack Spencer. The Holocaust Years: Society on Trial.
New York: Bantam Books, 1978.
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PRESSURE

Words and Music by Billy Joel

You have to learn to pace yourself
Pressure

You're just like everybody else
Pressure

You've only had to run so far
So good

But you will come to a place
Where the only thing you feel
Are loaded guns in your face
And you'll have to deal with
Pressure

You used to call me paranoid
Pressure

But even you can not avoid
Pressure

You turned the tap dance into your crusade
Now here you are with your faith

And your Peter Pan advice

You have no scars on your face

And you cannot handle pressure

Source: Joel, Billy. “Pressure.” Stranger.
Audio CD. Sony/Columbia, 1998.

All grown up and no place to go
Psych 1, Psych 2

What do you know?

All your life is Channel 13
Sesame Street

What does it mean?

Pressure

Pressure

Don't ask for help
You're all alone
Pressure

You'll have to answer
To your own
Pressure

I'm sure you'll have some cosmic rationale
But here you are in the ninth

Two men out and three men on

Nowhere to look but inside

Where we all respond to

Pressure

Pressure

All your life is Time Magazine
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PIECES OF YOU

Music and Lyrics by Jewel

She’s an ugly girl.

Does it make you want to kill her?
She’s an ugly girl.

Do you want to kick in her face?
She’s an ugly girl.

She doesn’t pose a threat.

She’s an ugly girl.

Does that make you feel safe?
Ugly Girl.

Ugly girl.

Do you hate her, ‘cause she’s pieces of you?

She’s a pretty girl.

Does she make you think nasty thoughts?
She’s a pretty girl.

Do you want to tie her down?

She’s a pretty girl.

Do you call her a bitch?

She’s a pretty girl.

Did she sleep with your whole town?
Pretty girl.

Pretty girl.

Do you hate her, ‘cause she’s pieces of you?

You say he’s a faggot.

Does it make you want to hurt him?
You say he’s a faggot.

Do you want to kick in his brain?

You say he’s a faggot.

Does it make you sick to your stomach?
You say he’s a faggot.

Are you afraid you're just the same?
Faggot.

Faggot.

Do you hate him, ‘cause he’s pieces of you?

Source: Pieces of You. Jewel. CD. Atlantic Recording Corp., 1996.

You say he’s a Jew.

Does it mean that he’s tight?

You say he’s a Jew.

Do you want to hurt his kids tonight?

You say he’s a Jew.

He'll never wear that funny hat again.

You say he’s a Jew.

As though being born was a sin.

Oh Jew.

Oh Jew.

Do you hate him, ‘cause he’s pieces of you?
Do you hate them, ‘cause they're pieces of you?

QUESTIONS FOR PIECES OF YOU BY JEWEL

1. Why did Jewel use these four examples in her
song?

2. Why is the song called, Pieces of You?

3. What do you think is the meaning of the line in
the first verse, “Does that make you feel safe?”

4. What does Jewel mean in the third verse, with
the line, “Are you afraid you're just the same?”

5. How does the song address the issue of
violence and hatred? Is violence the only final
result to one’s reaction to these people?

New Jersey Commission on Holocaust Education
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DOCTOR MY EYES

Music and Lyrics by Jackson Browne

Doctor, my eyes have seen the years

And the slow parade of fears without crying
Now | want to understand

| have done all that | could

To see the evil and the good without hiding
You must help me if you can

Doctor, my eyes

Tell me what is wrong

Was | unwise

To leave them open for so long

As | have wandered through this world

And as each moment has unfurled I've been waiting
To awaken from these dreams

People go just where they will

I never noticed them until | got this feeling

That it's later than it seems

Doctor, my eyes

Tell me what you see

| hear the cries

Just say if it's too late for me

Doctor, my eyes

Cannot see the sky

Is this the prize

For having learned how not to cry

Source: Browne, Jackson. The Best of Jackson Browne. Elekira Entertainment Group.

A Division of Warner Communications. 1997 [cd]

READING #7
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SOURCES OF AGGRESSION

Aggression is so common that it can seem as
a natural a part of human behavior as
speaking or walking. Some theories have taken the
view that aggression is universal in humans, an
integral part of our nature. These theories have come
both from psychoanalysis and biology, while social
psychology has suggested that aggression is a
reaction to the common human predicament of
frustration.

Instinctual and Biological Theories
Many writers have viewed humanity as inherently
violent and have suggested that human behavior is
determined by instincts that are the result of natural
selection. An instinct is an inborn behavior pattern
that is common to all members of a biological
species. Early explanations of human aggressive
behavior relied upon this concept of instinct.
Aggression was viewed as innate—and inevitable.

Freud’s Theory. In Civilization and Its Discontents
(1930), Sigmund Freud hypothesized that all humans
possess a death instinct, an aggressive urge, that
must sometimes be expressed. According to Freud,
society’s function is to control the expression of this
death instinct, channeling the aggression into
socially acceptable behaviors whenever possible.
Playing football, for example, might be a socially
acceptable substitute for more violent expressions of
the death instinct. In developing his theory, Freud
was influenced by the overwhelming violence in
World War 1. In trench warfare at Verdun, France, for
example, over a million men were killed in a battle
that decided nothing. To Freud it seemed that the
death instinct had spilled out of the normal
boundaries, that it was out of control. However, there
is no scientific evidence for the existence of a death
instinct.

The Greek philosopher Aristotle believed that
watching theatrical tragedies purged the viewers of
their violent emotions and passions. Using this idea,
Freud hypothesized that socially acceptable

aggression could be used to reduce the tension
produced by repression of the death instinct. (When
people repress a thought, they unconsciously stop
thinking about it and avoid remembering it.) He
called this process by Aristotle’s term, catharsis.
Freud’s idea of catharsis was later overgeneralized,
and some writers suggested that anything you could
do to “get it out of your system” would reduce your
aggressiveness. Research, however, does not support
this idea. A review of the literature in this area
indicates that watching scenes of violence (such as on
TV or a film), attacking inanimate objects (such as
breaking a window), and verbally attacking others do
not reduce aggressive behavior (Baron, 1983). In
some cases these acts make people more aggressive.
The idea that engaging in socially acceptable,
aggressive sports — another form of catharsis — will
make people generally less aggressive is also not true.
Engaging in or observing aggressive sports or
viewing media violence typically leads to increased
rather than decreased aggression (Quanty, 1976).
Aggression against others who have provoked one
sometimes does lead to reduced aggression, but only
for a short period, and even this effect has not been
found in all studies (Baron, 1983). Evidence
supporting the idea of catharsis is outweighed by
considerably more evidence showing that it either
has no effect or actually leads to more aggression.
Freud's theory of a death instinct has not stood
the test of time, and his theory of the beneficial
effects of the direct expression of hostility is also
unsupported by the research data. But his theory of
the relationship between aggression and humor is
still viable. Freud argued that although people
repress their aggressive urges, these urges constantly
strive for expression, and when they can be
expressed in a socially acceptable manner, they will
be. Is aggressive humor funnier than nonaggressive
humor? In one study a group of people, both students
and nonstudents, were asked to rank a series of
cartoons from the New Yorker magazine according to
their funniness. A second group ranked the cartoons

Source: Watson, David, Gail Tregerthan and Joyce Frank. “Sources of Aggression.” Social Psychology.

New York: Scott Foresman and Co., 1984.
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according to their aggressiveness. There was a strong
correlation between the two rankings. Aggressive
cartoons were thought to be funnier (McCauley,
Woods, Coolidge, & Kulick, 1983). Freud’s theory is
not the only one that predicts this outcome, though,
and the data do not conclusively show that his theory
is better than others on this point. As the authors of
this study note, “Serious study of the nonserious is
no laughing matter.”

Ethology. The study of animal behavior patterns is
called ethology. In King Solomon’s Ring (1952),
Konrad Lorenz, one of ethology’s founders, described
an incident involving two mourning doves confined
to a small cage. While Lorenz was away one of the
birds pecked the other to death, a feat that must have
required several hundred pecks, since the birds were
small and not strong. Lorenz realized that such
attacks rarely lead to death in natural settings
because the victim can flee its attacker. He reasoned
that fighting between members of a species such as
the mourning dove serves to scatter its members,
thus allowing them to take better advantage of land
and food resources. Aggression has also been credited
with promoting the survival of the fittest animals,
with only the quickest or strongest mating and
carrying on the species.

Lorenz suggested that humans have a basic
aggressive instinct and that this instinct enables the
human species to survive. According to his theory,
aggression has become undesirable in humans
because we have developed weapons that may have
catastrophic consequences. He suggested that animals
born with powerful weapons, such as huge jaws or
claws, are genetically programmed with inhibitory
mechanisms that stop them from killing each other.
When two wolves fight, for example, the loser at a
critical point deliberately bares his throat,
whereupon the victor stops attacking. Lorenz argued
that, although we have developed powerful weapons,
humans have no such inhibitory mechanism to
control their use.

Like Freudian theory, the ethological position
presents a sweeping theory of human aggression. But
humans fight for a much wider range of reasons than
do animals, and human aggression is affected by

Unit I: READING #8
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Cartoons with aggressive content are rated as more humorous,
perhaps because laughing at them is a socially acceptable way
of releasing hostility.

cultural factors. This does not deny that there are
biological influences on human aggression. The
physiological processes of aggression may be the
same in humans and other mammals. But in humans
these processes interact with higher mental
processes, especially with people’s past learning and
with their appraisal of a situation (Lagerspetz, 1981).
Even when a biological condition, such as the
presence of androgens in the bloodstream, is shown
to have specific effects on the aggressive behavior of
animals such as rats, the results cannot be directly
generalized to humans because of the moderating
influence of social learning and thought (Benton,
1981). Identical aggressive behavior in humans can
have different causes. Ignoring the effects of culture
and of social learning upon humans leads to what
has been called the “myth of the beast,” the idea that
we are just like our less complex relations in the
animal world.

Frustration and Aggression

A common-sense explanation of Jack McGarrity’s
fighting in the football game is that he was
frustrated. His team was losing, he was upset, his
father was yelling at him, and he was being hit. It
was just too much. When the pile-up brought him
face-to-face with a boy on the other team, he started
a fight.

The idea that frustration leads to aggression was
introduced in 1939 by a group of psychologists at
Yale University (Dollard, Doob, Miller, Mowrer, &
Sears, 1939). They defined frustration as the
blocking of goal-directed activity. People want or
expect their actions to lead to a certain goal or

Source: Watson, David, Gail Tregerthan and Joyce Frank. “Sources of Aggression.” Social Psychology.

New York: Scott Foresman and Co., 1984.
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Inanimate objects often become the targets of aggression when
people cannot control the actual source of their frustration.

reward, and something or someone gets in the way.
The theorists proposed the frustration-aggression
hypothesis initially suggesting that frustration is the
only cause of aggression. Whether or not one
inhibited aggression following frustration depended
upon the amount of punishment one expected as a
consequence of the aggression: “..all frustrating
situations do not produce overt aggression. Few
arrested motorists jeer at policemen; guests at formal
dinners do not complain when the meat is tough;
German Jews do not strike Nazi stormtroopers.” (p.
32). According to Dollard and his colleagues, if
people could get away with it, aggression would
follow frustration.

If people cannot directly attack the source of
their frustration, they will show displaced
aggression, directed toward some person or thing
other than the source of frustration.

Though frustrated people may indeed behave
aggressively, they may also react in other ways. They
may become resigned or depressed, or may vow to
overcome the source of their frustration. Intense
frustration often does lead to aggression, but low or
moderate frustration does not (Harris, 1974). Given
a frustrating situation, whether aggression is
specifically encouraged or discouraged has important
consequences. Frustration is more likely to lead to
aggression if the inhibitions against aggression are

weak (Geen & Berkowitz, 1967) or if the person
thinks that aggression is appropriate in the situation
(Burnstein & Worchel, 1962). Football players usually
do not fight during games, where fighting is
specifically discouraged and the participants are
likely to be ejected from the game. By contrast,
fighting between players during hockey games is a
common occurrence. It is more or less expected, and
the punishment for fighting is less severe — one is
merely benched for a short period.

Frustration can lead to aggression, then, but
does not necessarily do so. One of the factors that
influences whether people will become aggressive
following frustration is their past learning history.

Learning to be Aggressive

Mr. McGarrity reinforced his son’s aggressive
behavior at the football game. The rougher Jack
played, the louder his father cheered. He punished
Jack by yelling at him when the team was losing. He
also modeled aggression by arguing with other
parents and shouting insults at the referees and the
other players. Jack probably had many opportunities
to see his father behaving aggressively. He may have
been rewarded many times for aggression and
punished for nonaggressive behavior. He came to the
understanding that when the going got rough, he
could “solve” the problem by fighting.

Models and Rewards for Aggression

In Chapter 4 we described the social learning theory,
which holds that sex roles develop through rewards,
punishment, and modeling. Social learning theory
can also be used to explain the development of
aggression. People learn to be aggressive through the
reinforcement of their aggressiveness, through
punishment for nonaggression, and by seeing people
model aggressive behavior (Bandura, 1973; Zillmann,
1979).

Several classic experiments by Albert Bandura
and his colleagues have demonstrated that after
children watch an aggressive adult model, they
engage in more aggressive behavior themselves
(Bandura, 1965; Bandura, Ross, & Ross, 1963a,
1963b). Nursery-school children watched an adult
punch, kick, and yell at a life-sized inflated plastic toy

Source: Watson, David, Gail Tregerthan and Joyce Frank. “Sources of Aggression.” Social Psychology.

New York: Scott Foresman and Co., 1984.
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called a Bobo doll. The doll was weighted with sand
on the bottom, and moved dramatically when hit. In
some experiments the children saw the model in
person; in others they watched a film. The children
were then taken to another room where they were
given a chance to play with a variety of toys,
including a Bobo doll. Compared to a control group
of children who had not seen the aggressive model,
the subjects were consistently more aggressive. They
copied the adult’s behavior, punching and yelling at
the doll themselves.

But Bobo dolls are just dolls. Will children
imitate an aggressive adult model whose target is a
real person? To answer this question, one group of
researchers used a filmed version of an adult
insulting and attacking a real-life clown with a plastic
mallet and a toy machine gun. Boys who had seen the
film were compared to a group of boys who had not.
As predicted, the boys who had seen the person
modeling aggression toward the clown acted more
aggressively themselves when the clown appeared,
and were also more aggressive toward a Bobo doll
(Hanratty, Liebert, Morris, & Fernandez, 1969). The
implication is that experiments with Bobo dolls can
be generalized to real-life aggression.

To study the effects of both modeling and
reinforcement upon aggression, researchers expanded
upon Bandura’s Bobo doll experiments. Preschool
children were shown a filmed model of a person
hitting and kicking a Bobo doll. Some of the children
saw a model abusing an unrestrained doll that rocked
all the way to the floor when it was hit hard. Others
saw a model hitting a doll that was restrained by a
hidden post and rocked only a few inches when hit. To
be reinforcing, an action must produce some
consequences. If you hit a doll and nothing happens,
the aggression is not reinforced. The children were
later provided an opportunity to play with either a
restrained or a free-moving Bobo doll. The children
exhibited the modeling effect, imitating the aggression
of the adult. When their aggressive behavior was
reinforced with a freemoving doll, they were more
aggressive. Children whose aggression was not
reinforced—that is, the doll moved very little when
hit—were less aggressive (Hayes, Rincover, & Volosin,
1980) (see Close-up 11.1).

Unit I: READING #8

This finding helps explain how a model of
aggression that a child sees on television might have a
dramatic effect upon some children, but not upon
others. Some children who imitate the model will have
their aggression reinforced, but others will not, or may
even be punished for their aggression.

Frustration affects which models a person
notices. In the natural world there are many different
people setting examples of aggressive and
nonaggressive behavior. Which model does a person
pay attention to? One recent study showed that when
male subjects were frustrated, they were more likely to
pay attention to a person modeling aggressive
behavior and were better able to remember aggressive
acts they had witnessed (Parker & Rogers, 1981).

Children learn aggressive behavior by imitating aggressive
models. Here, a young girl in Beirut learns how to hold an
automatic weapon.

Source: Watson, David, Gail Tregerthan and Joyce Frank. “Sources of Aggression.” Social Psychology.

New York: Scott Foresman and Co., 1984.
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THE MAYOR’S CHOICE

What Would You Do?

Choices. Whether to make a saving phone call. Whether to deliver electric shocks to an innocent
stranger. Whether to obey an authoritarian leader. Choices. This anthology is filled with sharp
examples of people compelled to make choices. Often these decisions are agonizingly difficult, but
they cannot be avoided. Yet, the choices we make do matter and therefore they should be examined
carefully. The following clear example of a decision immediately immerses the reader into the real

world of brutal decision making.

It is the year of 1944. The Second World War is
still in full fury and Germany occupies much of
Europe, including Greece. The Greek people are
unhappily resigned to the Nazi invaders, but there
are small pockets of underground resistance.
Occasionally, a German soldier is killed by Greek
partisans. Consequently, the Germans institute a
basic rule. For every German soldier killed by
civilians in an occupied village, twenty men from
that village would be immediately executed.

One clear evening, three Greek commandos
from a neighboring village enter a village and Kill
four German soldiers. Soon they are all caught and
held by the Nazis.

The German commanding officer asks to see the
mayor of the village. The mayor is an unusual man.
He is a pacifist, a man who does not believe in any
killing, even in war. The officer explains to the
mayor about the twenty-to-one rule of German
occupying forces. In compliance with this rule, eighty
Greek males from the village had been rounded up.
The officer states that they will all be shot at sunrise
the next morning. These same men are right now
digging a large ditch in the village courtyard.
Tomorrow morning, they will descend into that ditch,

QUESTIONS FOR DISCUSSION

which will be surrounded by machine guns. At the
officer’s signal, the eighty men will all be executed.

The mayor is horrified by this suggestion and
pleads for the lives of his townspeople. The German
officer smiles and then offers the mayor a deal. He
informs the mayor that he can save the lives of his
people only if he agrees to the following action: On
that same morning, the three partisans will be placed
near the ditch with their hands tied behind their
backs. The German officer will take an empty rifle
and hand it to the mayor. If the mayor wishes to save
the lives of his townspeople in the ditch, he must
bash in the heads of the three rebels until they are
dead.

The German officer explains that the mayor will
have the night to consider his offer.

The next morning, the scene is set just as the
German officer pictured it. Eighty men look up from
the ditch and wonder what will happen to them. The
courtyard is filled with weeping wives and confused
children. All wait for the mayor’s decision.

‘This story is adapted from the movie version of John Fowles’
The Magus.

1. What alternatives were available to the mayor? What goal could have been achieved by any of the
mayor’s actions? What should the mayor have done?

2. Are the partisans ultimately responsible if any of the townspeople die?

3. Suppose the following happened: The mayor took the gun from the German officer and readied himself
to strike one of the partisans. It is clear that all of the partisans have been beaten up badly. But through
his bloodied mouth, one of the partisans yells “Long Live Greece” just as the mayor is about to hit him.
The mayor realizes that he cannot kill these people, throws aside his gun, and places himself with the
partisans, expecting to die. The order is given and the German machine gunners execute all the men in
the ditch. Then, the three partisans are shot. But, the mayor is left to live with the memory of his choice.
Not three, not eighty, but eighty-three men have died. If this occurred, what judgment would you make?

Is the mayor a coward?

Source: Furman, Harry, ed. “The Mayor’s Choice: What Would You Do2” The Holocaust and Genocide: A Search for Conscience—
An Anthology for Students. Harry Furman, ed. New York: Anti-Defamation League, 1983.
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THE MILGRIM “SHOCK” EXPERIMENT

Stanley Milgram

The Holocaust forces us to ask how people could obey orders that ended in the murder of millions of
people. The issue of mass obedience has produced heated debate. Stanley Milgram’s controversial
laboratory research described below was designed to compare German and American levels of
obedience. Milgram found a human capacity to obey destructive orders that had little to do with any
instinct for aggression. He used Hannah Arendt’s phrase, “the banality of evil,” to describe the results
of the experiment. In the experiment, ordinary persons imparted electric shocks to the victims not from
any aggressive tendencies but out of a sense of obligation. Thus, ordinary people, by simply doing their

jobs, chose to participate in a destructive process.

The Nazi [murder] of European Jews is the most
extreme instance of...immoral acts carried out
by thousands of people in the name of obedience. Yet
in lesser degree this type of thing is constantly
recurring: ordinary citizens are ordered to destroy
other people, and they do so because they consider it
their duty to obey orders...In order to take a close
look at the act of obeying, | set up a simple
experiment at Yale University. Eventually, the
experiment was to involve more than a thousand
participants and would be repeated at several
universities..Two people come to a psychology
laboratory to take part in a study of memory and
learning. One of them is designated as a “teacher”
and the other a “learner.” The experimenter explains
that the study is concerned with the effects of
punishment on learning. The learner is conducted
into a room, seated in a chair, his arms strapped to
prevent excessive movement, and an electrode
attached to his wrist. He is told that he is to learn a
list of word pairs; whenever he makes an error, he
will receive electric shocks of increasing intensity.

The real focus of the experiment is the teacher.
After watching the learner being strapped into place,
he is taken into the main experimental room and
seated before an impressive shock generator. Its main
feature is a horizontal line of thirty switches, ranging
from 15 volts to 450 volts, in 15 volts increments.
There are also verbal designations which range from
SLIGHT SHOCK to DANGER—SEVERE SHOCK. The
teacher is told that he is to administer the learning
test to the man in the other room. When the learner
responds correctly, the teacher moves on to the next
item; when the other man gives an incorrect answer,
the teacher is to give him an electrical shock. He is to
start at the lowest shock level (15 volts) and to
increase the level each time the man makes an error,
going through 30 volts, 45 volts, and so on.

The “teacher” is a genuinely naive subject who
has come to the laboratory to participate in an
experiment. The learner, or victim, is an actor who
actually receives no shock at all. The point of the
experiment is to see how far a person will proceed in
a..situation in which he is ordered to inflict
increasing pain on a protesting victim. At what point
will the subject refuse to obey the experimenter?

Conflict arises when the man receiving the
shock begins to indicate that he is experiencing
discomfort. At 75 volts, the “learner” grunts. At 120
volts he complains verbally; at 150 he demands to be
released from the experiment. His protests continue
as the shocks escalate, growing increasingly
vehement and emotional. At 285 volts his response
can only be described as an agonized scream...

For the subject, the situation is not a game;
conflict is intense and obvious. On one hand,
the...suffering of the learner presses him to quit. On
the other, the experimenter, a legitimate authority to
whom the subject feels some commitment, enjoins
him to continue. Each time the subject hesitates to
administer shock, the experimenter orders him to
continue...

There are, of course, enormous differences
between carrying out the orders of a commanding
officer during times of war and carrying out the
orders of an experimenter. Yet..one may ask in a
general way: How does a man behave when he is told
by a legitimate authority to act against a third
individual?...

A reader’s initial reaction to the experiment may
be to wonder why anyone in his right mind would
administer even the first shocks. Would he not simply
refuse and walk out of the laboratory? But the fact is
that no one ever does. Since the subject has come to
the laboratory to aid the experimenter, he is quite
willing to start off with the procedure...Despite the

Source: Milgram, Stanley. “The Milgram ‘Shock’ Experiment.” The Holocaust and Genocide: A Search for Conscience—An Anthology for

Students. Harry Furman, ed. New York: Anti-Defamation League,1983.
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fact that many subjects experience stress, despite the
fact that many protest to the experimenter, a
substantial proportion continue to the last shock on
the generator.

Many subjects will obey the experimenter no
matter how vehement the pleading of the person
being shocked, no matter how painful the shocks
seem to be, and no matter how much the victim
pleads to be let out....

A commonly offered explanation is that those
who shocked the victim at the most severe level were
monsters, the sadistic fringe of society. But if one
considers that almost two-thirds of the participants
fall into the category of “obedient” subjects, and that
they represented ordinary people..the argument
becomes very shaky. Indeed, it is highly reminiscent
of the issue that arose in connection with Hannah
Arendt’s 1963 book, Eichmann in Jerusalem. Arendt
contended that the prosecution’s effort to depict
Eichmann as a sadistic monster was fundamentally
wrong, that he came closer to being an uninspired

QUESTIONS FOR DISCUSSION
1. Describe the Milgram “shock” experiment.

bureaucrat who simply sat at his desk and did his
job...it was felt that the monstrous deeds carried out
by Eichmann required a brutal, twisted, and sadistic
personality...After witnessing hundreds of ordinary
people submit to the authority in our own
experiments, | must conclude that Arendt's
conception of the banality of evil comes closer to the
truth than one might dare imagine. The ordinary
person who shocked the victim did so out of a sense
of obligation—..—and not from any peculiarly
aggressive tendencies.

This is, perhaps, the most fundamental lesson of
our study: ordinary people, simply doing their jobs,
and without any particular hostility on their part,
can become agents in a terrible destructive process.
Moreover, even when the destructive effects of their
work become...clear, and they are asked to carry out
actions incompatible with fundamental standards of
morality, relatively few people have the resources
needed to resist authority

2. Did the participants feel uneasy about what they were doing?2 Erich Fromm in his book, Anatomy of
Destructiveness, has suggested that we should emphasize the difficulty people had in obeying Milgram'’s

orders.

3. What do you think would have been your reaction if you had been the teacher?2 How does the issue of
“responsibility” play a role in the subject’s decision to shock the learner?

4. s the capacity for obedience an innate part of human nature2 Can humans be taught to disobey orders
that lead to the infliction of pain on others2 How could this be done?

5. Are there times when it is important or necessary to obey without question or hesitation? Give examples.

6. What is meant by the “banality of evil”2

DEFINITION

enjoins: commands

Source: Milgram, Stanley. “The Milgram ‘Shock’ Experiment.” The Holocaust and Genocide: A Search for Conscience—An Anthology for

Students. Harry Furman, ed. New York: Anti-Defamation League,1983.
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COLUMBINE TEENS FOUND
VALIDATION IN REPROGRAMMED
HI-TECH GAMES

Eric Harris who, along with Dylan Klebold, was
responsible for the massacre of 13 fellow
classmates at Columbine High, maintained a web site
which depicted Harris as an avid player of Doom.

The wildly popular computer game involves
players who stalk their opponents and try to Kkill
them with high-powered weapons. Klebold helped
Harris create hyped-up versions of Doom Il that
created not a game of skill and competition, but of
massacre. One student recalls that Harris introduced
a level with the same layout as the high school called
“CHS.” “The game was basically kill everything that
moves,” he said.

Wiesenthal Center researchers encountered
another disturbing aspect of Harris' “game.” As
characters lay bleeding from gunshots, they shout
out, “My Lord, why did you do this to me?” — similar
to Harris and Klebold asking fellow students if they
believed in God before shooting them. Said Rabbi
Cooper, “There is no question that this was kind of
the precursor for what they acted out in real life.”

In fact, Center researchers had come across the
Harris web site several months before the shooting,
“What we remembered was how we got to that site,

Eric Harris and Dylan Klebold.
(Reuteers/Ho/Archive Photos)

which was by looking at various anarchy and bomb-
making listings,” said Rabbi Cooper. At that time,
however, there were no threats that merited
contacting law enforcement officials or enough hate
language to be listed on the Center’s hate site list....
In a related development, just weeks before
Columbine, the Center's Digital Hate 2000 CD
revealed that racist versions of the Doom game were
available online.

Source: “Columbine Teens Found Validation in Reprogrammed Hi-Tech Games.” Response: Simon Wiesenthal Center World Report.

Summer/Fall 1999.
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ANONYMOUS COLUMBINE
STUDENT’'S POEM

The following was written by a Columbine student and put on the Internet:

Aparadox in our time of history is

we have taller buildings but shorter tempers;
wider freeways but narrower viewpoints;

we spend more but have less.

We have bigger houses and smaller families;

more conveniences but less time;

we have more degrees but less sense;

more knowledge but less judgement;

more experts but more problems;

more medicine but less wellness.

We have multiplied our possessions but reduced
our values.
we talk too much, love too seldom and hate
too often,
we've learned how to make a living, but not a life;
we've added years to life not life to years.

We've been all the way to the moon and back, but

have trouble crossing the street to meet the new
neighbor;

we've cleaned up the air but polluted the soul;

we've split the atom, but not our prejudice.

We have higher incomes but lower morals;
we've become long on quantity but short on quality.

These are the times of tall men and short character;
steep profits and shallow relationships.

These are the times of world peace but domestic
warfare;

more leisure but less fun;

more kinds of food but less nutrition.

These are the days of two incomes, but more
divorce

of fancier houses but broken homes.

It is a time when there is much in the showroom
window and nothing in the stockroom;

a time when technology can bring this letter to you,
and a time when you can either choose to forward
this message and make a difference...or just hit
delete.

Source: Anonymous Columbine High School Student. Posted on Internet 1999.
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THE NATURE OF MAN
“MAN TS INNATELY AGGRESSIVE”

Robert Ardrey

Robert Ardrey (b. 1908) (“Man Is Innately Aggressive”) is a lecturer in the natural sciences and on
anthropology. He is also a dramatist or playwright. In 1955 he began his African travels and studies
and wrote African Genesis (1961), a personal investigation into the Animal Origins and Nature of Man.

In the past 30 years a revolution has been taking
place in the natural sciences. It is a revolution In
our understanding of animal behavior, and of our
link to the animal world. In sum, therefore, the
revolution concerns that most absorbing of human
entertainment, man’s understanding of man. Yet not
even science, as a whole, is aware of the
philosophical reappraisal which must proceed from
its specialists’ doings.

Assumptions concerning the nature of man,
today unquestioned by education, by psychiatry, by
politics, by art or even by science itself, are being
eroded by the tiny streams set loose from obscure
scientific springs. And few of us, scientists or laymen,
know.

That the contemporary revolution in the
natural sciences has proceeded thus far in almost
total silence must not be regarded as too great a
wonder. Other and noisier revolutions have
overwhelmed our unquiet time. As compared with
the fortunes of the totalitarian state, of nuclear
physics, of antibiotics or the longplaying record, the
fortunes of the paleontologist may seem remote from
our daily life. And the work of the revolution has
been accomplished by such extreme specialists that it
has been recorded only in such inaccessible pages as
those of the American Journal of Anthropology or
the Biological Symposia. Such heralds gain few
hearers in the modern market place.

Still more important than the obscurity or
specialization of the revolution has been its
suddenness. When in 1930 | emerged from a
respectable American university as a respectably well-
educated young man, no hint had reached me that
private property was other than a human institution
evolved by the human brain. If | and my young
contemporaries throughout the following years
wasted much of our fire on social propositions
involving the abolition of private ownership, then we
did so in perfect faith that such a course would free
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mankind of many a frustration. No part of the
curriculum of our psychology, sociology, or
anthropology departments had presented us with the
information that territoriality—the drive to gain,
maintain, and defend the exclusive right to a piece of
property—is an animal instinct approximately as
ancient and powerful as sex.

The role of territory in general animal behavior
lies today beyond scientific controversy; then it was
unknown. We of the Class of 1930 had to emerge into
a world of tumultuous evaluation without benefit of
this most salient observation. Similarly, we could not
know, as we bemused ourselves with the attractions
of the classless state, that hierarchy is an institution
among all social animals and the drive to dominate
one’s fellows an instinct three or four hundred
million years old...

We, the approximate Class of 1930, today
furnish trusted and vital leadership to world politics,

Source: Chartock, Roselle and Jack Spencer. The Holocaust Years: Society on Trial.

New York: Bantam Books, 1978.
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world society and to whatever may exist of world
hope. But we do not know that the human drive to
acquire possession is the simple expression of an
instinct many hundreds of times older than the
human race itself. We do not know that the roots of
nationalism are dug firmly into the social
territoriality of almost every species in our related
primate family. We do not know that the status-
seekers are responding to animal instincts equally
characteristic of baboons, jackdaws, rock cod, and
men. Responsible though we may be for the fate of
summit conferences, disarmament agreements,
juvenile delinquents and new African states, we do
not know that the first man was an armed Kkiller, or
that evolutionary survival from his mutant instant

depended upon the use, the development, and the
contest of weapons.

We do not know those things, since they are
conclusions to be drawn from the contemporary
revolution in the natural sciences. We should know,
however, that acquired characteristics cannot be
inherited, and that within a species every member is
born in the essential image of the first of its kind. No
child of ours, born in the middle twentieth century,
can differ at birth in significant measure from the
earliest of Homo sapiens. No instinct, whether
physiological or cultural, that constituted a part of
the original human bundle can ever in the history of
the species be permanently suppressed or
abandoned.

Source: Chartock, Roselle and Jack Spencer. The Holocaust Years: Society on Trial.

New York: Bantam Books, 1978.
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SURVIVAL IN AUSCHWITZ
THE NAZI ASSAULT ON HUMANITY

Primo Levi

The Drowned and the Saved

Primo Levi (1919-1987) was a Jewish ltalian chemist in Turin, ltaly. During World War 1l, he founded
an ltalian anti-Fascist resistance movement. In 1943, when he was 24 years old, he was captured by
fascist militia and sent to Auschwitz. Because of his chemical training he was assigned to a satellite
camp, Monowitz, attached to the chemical corporate giant |.G. Farben. After liberation, Levi wrote a
number of memoirs about his ten-month concentration camp experience. The article below is an excerpt
from his last complete book, The Drowned and the Saved.

WHAT WE HAVE so far said and will say
concerns the ambiguous life of the Lager.
In our days many men have lived in this cruel
manner, crushed against the bottom, but each for a
relatively short period; so that we can perhaps ask
ourselves if it is necessary or good to retain any
memory of this exceptional human state.

To this question we feel that we have to reply in
the affirmative. We are in fact convinced that no
human experience is without meaning or unworthy
of analysis, and that fundamental values, even if they
are not positive, can be deduced from this particular
world which we are describing. We would also like to
consider that the Lager was pre-eminently a gigantic
biological and social experiment.

Thousands of individuals, differing in age,
condition, origin, language, culture and customs are
enclosed within barbed wire: there they live a
regular, controlled life which is identical for all and
inadequate to all needs, and which is much more
rigorous than any experimenter could have set up to
establish what is essential and what adventitious to
the conduct of the human animal in the struggle for
life.

We do not believe in the most obvious and facile
deduction: that man is fundamentally brutal, egoistic
and stupid in his conduct once every civilized
institution is taken away, and that the Héftling is
consequently nothing but a man without inhibitions.
We believe, rather, that the only conclusion to be
drawn is that in the face of driving necessity and
physical disabilities many social habits and instincts
are reduced to silence.

But another fact seems to us worthy of attention:
there comes to light the existence of two particularly
well differentiated categories among men—the saved
and the drowned. Other pairs of opposites (the good
and the bad, the wise and the foolish, the cowards
and the courageous, the unlucky and the fortunate)
are considerably less distinct, they seem less
essential, and above all they allow for more
numerous and complex intermediary gradations.

This division is much less evident in ordinary
life; for there it rarely happens that a man loses
himself. A man is normally not alone, and in his rise
or fall is tied to the destinies of his neighbors; so that
it is exceptional for anyone to acquire unlimited
power, or to fall by a succession of defeats into utter
ruin. Moreover, everyone is normally in possession of
such spiritual, physical and even financial resources
that the probabilities of a shipwreck, of total
inadequacy in the face of life are relatively small.
And one must take into account a definite cushioning
effect exercised both by the law, and by the moral
sense which constitutes a self-imposed law; for a
country is considered the more civilized the more the
wisdom and efficiency of its laws hinder a weak man
from becoming too weak or a powerful one too
powerful.

QUESTIONS FOR DISCUSSION

1. What is the significance of the title of this
article?

2. Do you agree with Levi’s positiong Explain.

Source: Levi, Primo. “The Drowned and the Saved.” Survival in Auschwitz.

New York: Macmillan, 1996.
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CONTFORMIST AGGRESSION
FROM

The Anatomy of Human Destructiveness

Eric Fromm

( onformist aggression comprises various acts
of aggression that are performed not because

the aggressor is driven by the desire to destroy, but
because he is told to do so and considers it his duty
to obey orders. In all hierarchically structured
societies obedience is perhaps the most deeply
ingrained trait. Obedience is equated with virtue,
disobedience with sin. To be disobedient is the arch
crime from which all other crimes follow. Abraham
was willing to Kill his son out of obedience. Antigone
is killed by Creon for her disobedience to the laws of
the State. Armies, especially, cultivate obedience,
since their very essence is built on an absolute
reflexlike acceptance of commands that precludes
any questioning. The soldier who kills and maims,
the bomber pilot who destroys thousands of lives in
one moment, are not necessarily driven by a
destructive or cruel impulse, but by the principle of
unqguestioning obedience.

QUESTIONS FOR DISCUSSION

1. According to Fromm, what is conformist aggression?

Conformist aggression is sufficiently widespread
to deserve serious attention. From the behavior of
boys in a juvenile gang to that of soldiers in an army,
many destructive acts are committed in order not to
appear “yellow,” and out of obedience to orders. It is
these motivations, and not human destructiveness,
that are at the root of this type of aggressive
behavior, which is often wrongly interpreted as
indicating the power of innate aggressive impulses.
Conformist aggression might as well have been
classified as pseudoaggression; the reason for not
doing so is that obedience as a consequence of the
need to conform will in many cases mobilize
aggressive impulses that otherwise might not have
become manifest. Furthermore, the impulse not to
obey or not to conform constitutes for many a real
threat, against which they defend themselves by
performing the required aggressive act.

2. What motivates conformist aggression, according to the author?
3. Can you cite examples of conformist aggression that you have witnessed?
4.

Do you agree with Fromm’s view?2 Explain.

Source: Fromm, Eric. The Anatomy of Human Destructiveness.
New York: Henry Holt, 1992.
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THE SOUNDS OF SILENCE

Paul Simon

One ever-present theme of our study is the effect of silence. Children grow up knowing that “silence is
golden,” and they learn to “see no evil, speak no evil, hear no evil.” Tragically, many respond to the
events of suffering in just this manner. We should ask why we so often choose the role of spectator.

Paul Simon’s classic, “The Sounds of Silence,” comments on this indifference of people to what is
happening all around them...we cannot forget that “silence like a cancer grows.”

Hello darkness my old friend

I've come to talk with you again
Because a vision softly creeping

Left its seeds while | was sleeping

And the vision that was planted in my brain
Still remains

Within the sounds of silence
In restless dreams | walked alone
Narrow streets of cobblestone
‘Neath a halo of a street lamp
| turned my collar to the cold and damp
When my eyes were stabbed by the flash of a
Neon light
It split the night

And touched the sound of silence
And in the naked light | saw

Ten thousand people maybe more
People talking without speaking
People hearing without listening

QUESTIONS FOR DISCUSSION
1. What is your reaction to the lines:
“People talking without speaking
People hearing without listening”@
2. What is the “neon god” to which people pray?

People writing songs that voices never shared
No one dared

Disturb the sound of silence
Fools, said I, you do not know
Silence like a cancer grows
Hear my words that | might teach you
Take my arms that | might reach you
But my words like silent raindrops fell
And echoed the will of silence
And the people bowed and prayed
To the neon god they made
And the sign flashed out its warning
In the words that it was forming
And the sign said:
The words of the prophets are
Written on the subway walls
And tenement halls
And whispered in the sound of silence

Source: Simon, Paul. The Sounds of Silence. Warner Bros., 1968, in The Holocaust and Genocide: A Search for Conscience—
An Anthology for Students. Harry Furman, ed. New York: Anti-Defamation League, 1983.
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QUOTATTION
FROM
PASTOR MARTIN NIEMOLLER

Martin Nieméller was a Lutheran pastor in Germany who was imprisoned by the Nazis for speaking
out against their atrocities. An historically accurate version of a famous quotation from Pastor Nieméller
(c. 1946) follows. Numerous versions of this quotation have appeared over the years, many of which
have contained inaccuracies. After reading the quotation, discuss the questions for discussion.

They (the Nazis) first came for the communists,
and I did not speak up because | was not a communist;

They came for the socialists,
and I did not speak up because | was not a socialist;

They came for the union leaders (Gewerkschaftler),
and I did not speak up because | wasn’t a union leader;

They came for the Jews,
and I did not speak up because | wasn’t a Jew.

Then they came for me,
and there was no one left to speak up for me.

QUESTIONS FOR DISCUSSION

1. Conduct research on the background of Pastor Martin Nieméller to determine how and why his attitude
toward the Nazis changed over time.

2. What is the meaning of Pastor Nieméller's quotation?

3. Does it have relevance in today’s world? If so, identify world events to which it could apply.
Identify personal experiences to which it may apply.

4. What are the implications of this quotation for the individual? for society?

Source: Locke, Hubert G. and Marcia Sachs Littell, Eds. Remembrance and Recollection.
Lanham, MD: University Press of America, 1996.
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Unit I: READING #18

HOLOCAUST AND HUMAN BEHAVIOR
VOLUME 111
“THE HANGMAN”

Margot Stern Strom and William S. Parsons

FILM: “THE HANGMAN”
This film provides an effective way to introduce the
themes of this chapter.

“To sin by silence when they should protest makes,
cowards of men.”
—Abraham Lincoln

This short animated film is complex. The teacher
should show the film and lead a discussion: students
will have difficulty understanding the complexities
after only one viewing. Still some students will be
able to guess at the message of the film. “He who
serves me best.” said he. “Shall earn the rope on the
gallows tree.” Clarify questions such as:

= What is happening in the town?

= How did the townspeople respond to the
Hangman?

= What does the Hangman represent?

= Who was hung on the gallows?

= What do the contracts represent?

= Can you identify some of the symbols and the
meaning they suggest?

For example: the gallows tree takes root — the
animated people become paper dolls, the shadow
grows on the courthouse wall. The symbolism in the
film provides for an effective lesson on metaphors
and the technique of comparing unlike things.

Show the film a second time. While students are
recording the things they want to remember for the
discussion, the teacher should copy two of the main
quotations from the film and post them in the room.
Students should return to the quotations and to this
film throughout the year.

How does this film relate to what we are
studying? obedience obligation — responses — group
behavior — fear?

The following study guide and the accompanying
text might help in dealing with the film:

“THE HANGMAN” STUDY GUIDE

12 minutes Color 1964
Study Guide by: Rabbi Ronald Kronish
Directed by: Los Goldman
Paul Julian
Music by: Sorge Hovan

Narrated by: Herschel Bernardi
Narrative poem by:  Maurice Option

Content of the Film:

“The Hangman” in a small town decides to
choose victims for execution. Paradoxically, he
announces that he intends to hang only those who
serve him best. First he chooses a foreigner. The
townspeople—out of relief for not having been
chosen themselves—and out of respect for “The
Hangman”—do not object.

On the second day, after it becomes clear that
The Hangman intends to choose another victim, one
man accuses him of being a murderer—and that man
is executed. Out of fear of “The Hangman"—no one
objects.

During the night. the gallows grow to a
grotesque height.

The third victim is a Jew. The fourth, a black
man. There is a fifth, a sixth, and each time the
townspeople ask: is this the one who serves you well?
As the hangings increase, the people cease asking
even this.

Finally, one man is left alone in the town. When
called by “The Hangman,” he believes that he is being
asked to help pull down the scaffolding. As “The
Hangman” prepares to execute him, the victim claims
that he has been tricked. “The Hangman” denies this
and implicates him directly by explaining that he did
no more than the cowardly man let him do. He is
hung in the town square.

The problem of indifference is not as simple as we might think. Are there not times in which we are
forced to be indifferent to social problems if they conflict with personal or family problems? Don't
universalistic concerns sometimes conflict with particular concern? How can we maintain a continual
sense of social responsibility? Are there ever times when we ought to be indifferent?

Source: Chartock, Roselle and Jack Spencer. The Holocaust Years: Society on Trial.

New York: Bantam Books. 1978
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THE HANGMAN

Maurice Ogden

1

Into our town the Hangman came.
Smelling of gold and blood and flame
And he paced our bricks with a diffident air
And built his frame on the courthouse square.
The scaffold stood by the courthouse side,
Only as wide as the door was wide;

A frame as tall, or little more,

Than the capping sill of the courthouse door.

And we wondered, whenever we had the time,
Who the criminal, what the crime,

That Hangman judged with the yellow twist
Of knotted hemp in his busy fist.

And innocent though we were, with dread
We passed those eyes of buckshot lead:

Till one cried: “Hangman, who is he

For whom you raise the gallows—tree?”

Then a twinkle grew in the buckshot eye.
And he gave us a riddle instead of reply:
“He who serves me best.” said he,

“Shall earn the rope on the gallows-tree.”

And he stepped down, and laid his hand
On a man who came from another land—
And we breathed again, for another’s grief
At the Hangman’s hand was our relief.

And the gallows—frame on the courthouse lawn
By tomorrow’s sun would be struck and gone.
So we gave him way, and no one spoke.

Out of respect for his hangman’s cloak.

Q

The next day’s sun looked mildly down

On roof and street in our quiet town

And, stark and black in the morning air.
The gallows-tree on the courthouse square.

And the Hangman stood at his usual stand
With the yellow hemp in his busy hand:

With his buckshot eye and his jaw like a pike
And his air so knowing and businesslike.

And we cried: “Hangman, have you not done.
Yesterday, with the alien one?”

Then we fell silent and stood amazed:

“Oh, not for him was the gallows raised...”

He laughed a laugh as he looked at us:
“..Did you think I'd gone to all this fuss
To hang one man? That's a thing | do

To stretch the rope when the rope is new.”

Then one cried “Murderer!” One cried “Shame!”
And into our midst the Hangman came

To that man’s place. “Do you hold.” said he.
“With him that was meant for the gallows—tree?”

And he laid his hand on that one’s arm,
And we shrank back in quick alarm,
And we gave him way, and no one spoke
Out of fear of his hangman’s cloak.

That night we saw with dread surprise
The Hangman'’s scaffold had grown in size.
Fed by the blood beneath the chute

The gallows-tree had taken root;

Now as wide, or a little more.

Than the steps that led to the courthouse door,
As tall as the writing, or nearly as tall.
Halfway up on the courthouse wall.

Source: Chartock, Roselle and Jack Spencer. The Holocaust Years: Society on Trial.

New York: Bantam Books. 1978
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The third he took—we had all heard tell—
Was a usurer and infidel. And:

“What” said the Hangman, “have you to do
With the gallows-bound, and he a Jew?”

And we cried out: “is this one he

Who has served you well and faithfully?”
The Hangman smiled: “It's a clever scheme
To try the strength of the gallows—beam.”

The fourth man’s dark, accusing song

Had scratched our comfort hard and long;

And “What concern.” he gave us back,

“Have you for the doomed—the doomed and black? “

The fifth. The sixth. And we cried again:
“Hangman, Hangman, is this the man?”

“It's a trick” he said, “that we hangmen know
For easing the trap when the trap springs slow.”

And so we ceased, and asked no more.
As the Hangman tallied his bloody score:
And sun by sun, and night by night,

The gallows grew to monstrous height.

The wings of the scaffold opened wide

Till they covered the square from side to side;
And the monster cross—beam, looking down,
Cast its shadow across the town.

Unit I: READING #18

4

Then through the town the Hangman came
And called in the empty streets my name—
And | looked at the gallows soaring tall
And thought “There is no one left at all

For hanging, and so he calls to me

To help pull down the gallows—tree.”

And I went out with right good hope

To the Hangman's tree and the Hangman’s rope.

He smiled at me as | came down

To the courthouse square through the silent town,
And supple and stretched in his busy hand

Was the yellow twist of the hempen strand.

And he whistled his tune as he tried the trap
And it sprang down with a ready snap—

And then with a smile of awful command

He laid his hand upon my hand.

“You tricked me, Hangman!” | shouted then,
“That your scaffold was built for other men
And I no henchman of yours,” | cried,

“You lied to me, Hangman, foully lied!”

Then a twinkle grew in the buckshot eye:
“Lied to you? Tricked you?” he said, “Not 1.”
For | answered straight and | told you true:
The scaffold was raised for none but you.

“For who has served me more faithfully

Than you with your coward’s hope?” said he,
“And where are the others that might have stood
Side by your side in the common good?”

“Dead,” | whispered: and amiably
“Murdered.” the Hangman corrected me:
“First the alien, then the Jew...

| did no more than you let me do.”

Beneath the beam that blocked the sky.

None had stood so alone as I—

And the Hangman strapped me, and no voice there
Cried “Stay!” for me in the empty square.

Source: Chartock, Roselle and Jack Spencer. The Holocaust Years: Society on Trial.

New York: Bantam Books. 1978
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THE DYING GIRL THAT
NO ONE HELPED

Loudon Wainwright

In the 1960s, folksinger Phil Ochs wrote a song called “Outside of a Small Circle of Friends” with these

lyrics:

“0 look outside the window

There’s a woman being grabbed

They've dragged her to the bushes

And now she’s being stabbed

Maybe we should call the cops and try to stop the pain

But Monopoly is so much fun
I'd hate to blow the game

And I'm sure it wouldn't interest anybody
QOutside of a small circle of friends.”

The lyrics were a reminder of the murder of Kitty Genovese in 1964, an incident that began a national
debate about the responsibility of the average citizen to come to the aid of people in danger. A young
woman was brutally murdered in a New York residential area while at least 38 people watched. Ever
since, professional students of human behavior and amateurs alike have attempted to explain why no
one was willing to become involved. In this selection, Loudon Wainwright briefly records the feelings

of some of those who saw Kitty Genovese killed.

To judge from the bitter example given us by the
good folks of a respectable New York residential
area, Samaritans are very scarce these days...if the
reactions of the 38 witnesses to the murder of
Catherine Genovese provide any true reflection of a
national attitude toward our neighbors, we are
becoming a callous, chickenhearted and immoral
people...An examination of the pitiful facts of Miss
Genovese’s terminal experience makes very
necessary the ugly personal question each of us must
ask: What would | have done?

The story is simple and brutal. As she arrived
home in the early morning darkness, Kitty Genovese,
a decent, pretty young woman of 28, was stalked
through the streets close to her Kew Gardens
apartment and stabbed again and again by a man
who had followed her home and who took almost a
half hour to kill her. During that bloody little
eternity..Kitty screamed and cried repeatedly for
help... “Oh, my God!” she cried out at one point. “He
stabbed me! Please help me! Someone help me!”
Minutes later, before the murderer came back and
attacked her for the final time, she screamed, “I'm
dying! I'm dying!”

The reason the murderer’s actions and his
victim’s calls are so well documented is that police

were able to find 38 of Kitty’s neighbors who
admitted they witnessed the awful event. They heard
the screams and most understood her cry for help.
Peeking out their windows, many saw enough of the
Killer to provide a good description of his
appearance and clothing. A few saw him strike Kitty,
and more saw her staggering down the sidewalk after
she had been stabbed twice and was looking for a
place to hide. One especially sharp-eyed person was
able to report that the murderer was sucking his
finger as he left the scene, he had cut himself during
the attack. Another witness has the awful distinction
of being the only person Kitty Genovese recognized
in the audience taking in her final moments. She
looked at him and called to him by name. He did not
reply.

No one really helped Kitty at all. Only one
person shouted at the killer (“Let that girl alone!”),
and the one phone call that was finally made to the
police was placed after the murderer had got in his
car and driven off. For the most part the witnesses,
crouching in darkened windows like watchers of a
Late Show, looked on until the play had passed
beyond their view. Then they went back to bed...

On the scene a few days after the killer had been
caught and confessed, Police Lieutenant Bernard

Source: Wainwright, Loudon. “The Dying Girl That No One Helped.” The Holocaust and Genocide: A Search for Conscience—
An Anthology for Students. Harry Furman, ed. New York: AntiDefamation League, 1983.
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Jacobs discussed the investigation. “The word we
kept hearing from the witnesses later was ‘involved,’
“ Jacobs said...“People told us they just didn’t want to
get involved,” Jacobs said to me. “They don’t want to
be questioned or have to go to court.” He pointed to
an apartment house directly across the quiet street.
“They looked down at this thing,” he went on, “from
four different floors of that building.”...“It's a nice
neighborhood, isn't it?” he went on. “Doesn’t look like
a jungle. Good, solid people. We don't expect
anybody to come out into the street and fight this
kind of bum. All we want is a phone call. We don’t
even need to know who’s making it.

“You know what this man told us after we
caught him?” Jacobs asked. “He said he figured
nobody would do anything to help. He heard the
windows go up and saw the lights go on. He just
retreated for a while and when things quieted down,
he came back to finish the job.”

Later, in one of the apartment houses, a witness
to part of Kitty Genovese's murder talked. His
comments...indicate the price in bad conscience he
and his neighbors are now paying. “I feel terrible
about it,” he said. “The thing keeps coming back in

QUESTIONS FOR DISCUSSION

Unit I: READING #19

my mind. You just don’t want to get involved. They
might have picked me up as a suspect if I'd bounced
right out there. 1 was getting ready, but my wife
stopped me. She didn’t want to be a hero’s widow. |
woke up about the third scream. | pulled the blind so
hard it came off the window. The girl was on her
knees struggling to get up. | didn’'t know if she was
drunk or what. | never saw the man. She staggered a
little when she walked, like she had a few drinks in
her. | forgot the screen was there and | almost put my
head through it trying to get a better look. | could see
people with their heads out and hear windows going
up and down all along the street.

..Every time | look out here now,” he said, “it’s like
looking out at a nightmare. How could so many of us
have had the same idea that we didn't need to do
anything? But that's not all that's wrong.” Now he
sounded betrayed and he told what was really eating
him. Those 38 witnesses had, at least, talked to the
police after the murder. The man pointed to a nearby
building. “There are people over there who saw
everything,” he said. “And there hasn't been a peep
out of them yet. Not one peep.”

| . What were some of the reasons given by the spectators for not becoming involved2 Do you blame the

spectators for what they did not do?

2. Does this incident tell us anything about human nature?

w

Do you feel that there should be laws requiring citizens to come to another person’s aid?

4. Does thinking that everybody would act as did these thirty-eight people make it easier for the rest of us to
be indifferent to pain and danger experienced by others? Why?

DEFINITION
Good Samaritan:

someone who comes to the aid of a person in need

Source: Wainwright, Loudon. “The Dying Girl That No One Helped.” The Holocaust and Genocide: A Search for Conscience—An
Anthology for Students. Harry Furman, ed. New York: AntiDefamation League, 1983.
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Unit I: READING #20

AN OLYMPIC ATHLETE'S DILEM M A
WHAT WOULD YOU DO9

Harry Furman, Kenneth Tubertini and Richard F. Flaim

There are few situations in life that do not have as a component the necessity to
make a decision on moral and political values.

Anthony Peterson is 21 years old and a sprinter
at the University of Pennsylvania. Anthony

has been in training for over two years for the day he
will participate in the 1936 Olympics in Munich,
Germany. He is very excited about representing his
country and about the glory that may be his.

However, much controversy surrounds this
Olympics. Adolf Hitler has become Chancellor of
Germany, and the Nazis have been persecuting Jews
and all sorts of leftist political groups. Hitler has been
gearing up for the Olympics where he intends to
prove that the Germans are the most physically
perfect “race” in the world. The Olympics will be a
great propaganda event for the Nazi German
government.

QUESTIONS FOR DISCUSSION

Anthony has been approached by a group of
athletes who have been reevaluating the situation.
They tell Anthony that they should not participate in
the Olympics in Germany because to do so is to
legitimize Hitler's policies. After all, America’s
participation in the world Olympics is not as
important as taking a moral stand against the Nazi
policies.

Anthony must decide what to do. Should he
participate in the 1936 Olympics?

1. What alternative courses of action are available to Anthony2 What are the consequences of each

alternative?

2. Does Anthony have a responsibility to his teammates@ To himselfe

3. Relate this dilemma to the decision faced by American Olympic athletes who were asked by their
government to boycott the 1980 Summer Olympics in Moscow. What are the similarities and
contrasts? What should American athletes have done?

4. Some critics argue that “sports boycotts” are symbolic, meaningless substitutes for real action that can be
taken by governments. Such people believe that a boycott of the 1936 or 1980 Olympics would not
have accomplished anything. How do you react to this argument

5. Atthe 1972 Olympics held in Munich, Germany, Palestinian terrorists attacked the Israeli pavilion and
murdered twelve members of their Olympic team. In response to this event, Olympic officials held a
ceremony in the stadium in which there were two minutes of silence in memory of the slain Israeli athletes.

How do you react to this response?

Source: Furman, Harry, ed. The Holocaust and Genocide: A Search for Conscience—Anthology for Students.

New York: Anti-Defamation League, 1983.
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OF MAN AND BEAST: TWO MEN,
TWO KILLERS, ONE CONSCIENCE

Leonard Pitts

Leonard Pitts, a syndicated columnist, writes regularly for the Miami Herald.

This is a column about two men and two
murderers.

The first man is David Kaczynski. Two years ago,
in an act of astounding moral courage, he led the FBI
to his brother, Ted, whom he suspected — rightly — of
being the terrorist Unabomber. Late last month, the
FBI announced that it was giving Kaczynski a $1
million reward. He, in turn, has promised to give
most of the money to the families of his brother’s
victims.

The second man is 19-year-old David Cash.
Sixteen months ago, he saw a little girl being
murdered. The alleged killer was a friend he has
compared to a brother. And Cash didn’t do a damn
thing.

It was a little before 4 in the morning in late
May 1997 that Cash walked into a women’s restroom
at Primadonna, a casino near the California-Nevada
border. He was looking for his friend, 18-year-old
Jeremy Strohmeyer, who had gone in there after 7-
year-old Sherrice Iverson. Cash says he found them in
a toilet stall; Strohmeyer was struggling with the
little girl, holding his hand over her mouth to muffle
her screams. Cash tapped his friend on the head to
get his attention, asked him to stop. But to no avail.
Cash later told a grand jury that Strohmeyer simply
stared at him, “like he didn’t care what | was saying.”

So Cash left. Made no further attempt to
intervene. Didn't summon help.

A few minutes later, Strohmeyer came out of the
bathroom. Cash asked him what happened. He told
grand jurors that Strohmeyer gave him a direct look
and replied, “I killed her.” Strohmeyer, said Cash,
went on to describe how the child bled from the
vagina when he molested her with his fingers. Cash,
according to the Long Beach Press-Telegram, wanted
to know if this had sexually aroused her.

Sherrice was found an hour later, stuffed in a
toilet bowl, her neck broken.

Now Strohmeyer is in jail, facing a possible
death sentence. But Cash is free to continue his
studies at the University of California at Berkeley. He
committed no crime — at least not in the legal sense.
Last week, protesters vented their rage in a

demonstration on campus.

Cash has been, for the most part, unrepentant.
He's told the Los Angeles Times he’s not going to
“lose sleep” over someone else’s problems. Told the
Press-Telegram that he’s looking forward to the
financial opportunities his notoriety creates. “I'm no
idiot” he said. “I'll (expletive) get my money out of
this.”

Reminds me that every time you think you've
reached the bottom, you find you're just standing on
a trapdoor.

| wonder how it lives with itself, this little scrap
of putrefaction called David Cash.

So here we stand. Some folks are pushing for a
law that would punish anyone who witnesses sexual
assault against a child and ignores it. That is, after
all, what we do in America when something offends
our sense of what is good and right: We pass
ourselves a law. That way, we can assure ourselves
that the suffering had a higher purpose. That the
agony was not in vain.

| don’t mean to make light of what they're trying
to do. Maybe it's a good idea. Certainly it's an
appropriate memorial.

And yet...

Anyone who needs a law to comprehend his
duty to a child in Sherrice’s predicament is so
morally retarded, so ethically stunted, | have to
wonder: What's the point?

It's sickening to think we share the planet with
such creatures.

Heartening to realize that we share it, too, with
men like David Kacyznski.

| can't pretend to know the emotional anguish
his ordeal has cost him. But that’s precisely the point:
Doing the right thing often requires a sacrifice of
pain or profit or peace. But that doesn’t change the
fact that it IS the right thing.

It's called conscience. Having one and acting
upon it is one of the things — the precious few things
— that distinguishes us from the beasts.

And it's the reason David Kacyznski is
something | suspect David Cash will never be.

Human.

Source: Pitts, Leonard. “Of man and beast: Two men, two killers, one conscience.”

The Press, Atlantic City, N.J. Sunday, September 13, 1998.

81



82

Unit I: READING #22

THE WAVE

The experiment was supposed to explain the Nazi movement.
But it became THE WAVE.

Main Characters
Narrator 1
Narrator 2

Mr. Ross

Laurie Saunders
David

Robert

Christy Ross

SCENE ONE
Narr 1: In a high school classroom Mr. Ross has
just finished showing his students a film about Nazi
Germany.
Narr 2: As the film ends, many students sit in
horrified silence, the memory of human skeletons
and gas chambers fresh in their minds.
Mr. Ross: The people selected for extermination by
the Nazis were herded into concentration camps
located all over eastern Europe. The life expectancy
of the prisoners was only 270 days. They were
worked, starved, and tortured. They were
exterminated, using gas chambers, and their
remains were disposed of in ovens. The Nazis
exterminated more than 10 million men, women,
and children in these concentration camps.
Narr 1: As Mr. Ross turns the lights back on, he
notices one student. Robert, has fallen asleep. Mr.
Ross snaps the shade open, startling Robert awake.
Narr 2: But Robert is the exception. Many students
have not taken the film lightly. Several hands are
raised.
Ross: Amy.
Amy: Were all Germans Nazis?
Ross: As a matter of fact, less than 10 percent of
the German population belonged to the Nazi party.
Amy: Then how come nobody tried to stop them?
Ross: People said they didn’t know it was
happening. (pause) Eric.
Eric: How could you kill 10 million people without
somebody noticing?
Amy: Yeah, that can't be true.
Ross: After the war, the Germans claimed they
knew nothing of the concentration camps or the
killings. (pause) Laurie.

Source: Playlet: The Wave. Scholastic Magazine. 7 Oct 1981.

Supporting Characters
Amy

Brian

Eric

Brad

Andres

Group of Students

Mr. Saunders

Mrs. Saunders

Laurie: Eric’s right. How could the Germans sit
back while the Nazis slaughtered people all around-
and say they didn’t know about it? How could they
say that? (bell rings, class exits)

Ross: That was a very good question, Laurie.

Narr 1: At lunch that day. Laurie can hardly eat
still upset over the film.

David: That film really got to you, huh?

Laurie: Yeah. Doesn’t it make you angry?

David: Laurie, it was a long time ago. We can't
change what happened.

Laurie: | know, but it still upsets me.

Brian (sitting down): Hey, Davie, who's going to
win the big game on Friday?

David: We'd better—the coach has been working our
tails off.

Amy (joining them): Would you forget about
football? How about going to a dance tonight?
Laurie: David and | have to study.

Brian: You know, if you two don't stop acting like
hermits, you're gonna end up like Robert over
there.

Narr 2: Sitting alone, Robert holds a comic book in
front of his face. He is totally engrossed, lips
moving, lost to the outside world.

Narr 1: Later that day, Mr. Ross sits in the school
library, flanked by a stack of books. His wife,
Christy—also a teacher at school. finds him there.
Christy: What are you reading that’s so fascinating
here, huh?

Ross: Some terrific stuff. (continues his reading)
Christy: The Rise and Fall of the Third Reich. Are
you cramming for a degree in dictatorship?

Ross: One of my students asked me a question that
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| couldn’t answer today.

Christy: Welcome to the club.

Ross: Right. (keeps reading)

Narr 2: That night, Mr. Ross reads the same book
until past 2:00 a.m.

Narr 1: The following morning, as students enter
the classroom, Mr. Ross writes on the blackboard:
STRENGTH THROUGH DISCIPLINE. Then he
addresses the class.

Ross: Today I'm going to talk to you about
discipline. (several grumbles) Now wait—this can be
exciting.

Student 1: Oh, sure!

Ross: Now, I'm talking to you about power. Power
through discipline. Success? Success through
discipline. Nobody here wants a taste of power and
success? (Students’ interest builds.) OK—here we go.
David, Eric—you play football. You know it takes
discipline to win. (They nod and beam with pride.)
And what about ballet dancers, Andrea? (She looks
up.) You know it takes long, hard hours of work for
them to develop their skill. Same goes with painters
and scientists. It is all discipline, control; strength
of will.

Narr 2: As more students show interest Mr. Ross
goes on.

Ross: There’s something we can do to experience
power through discipline right now. Shall we try? It
begins with posture. Amy, come forward.

Brian: Teacher’s pet.

Ross: Proper seating posture will help the
concentration, strengthen the will. Brian: This is
stupid.

Ross (ignoring the snickers): First, put your feet
flat an the floor.

David: Is this History or PE.?

Ross (as Amy and several others follow his
instructions): Now, place your hands flat across the
small of your back and force your spine straight up.
Can’t you breathe more easily? Relax.

Ross (ignoring the groans): Now, resume the
proper position-then relax. Again.

Narr 1: At this point, nearly all the students are
playing the game. Mr. Ross walks down the aisle
checking them.

Ross: Everyone—look how Robert’s legs are parallel,
his ankles locked, his knees bent at 90 degrees. See
how straight his spine is, chin back, head forward.
Very good, Robert. (Robert, the center of so much
praise, beams with pride-others copy his posture.)
Now, | want you all to get up and walk about the
room. When | give the command, | want you to
return to your seats as quickly as possible and
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assume the proper seating posture. Come on, up.
Narr 2: Eager for a break, the students rise and
wait for Mr. Ross’s command. Ross (stiffly): Take
your seats!

Narr 1: Students make a dash for their seats amid
great noise and confusion, chairs clatter and
students trip.

Ross: (displeased): No. Let's try it again! Now, the
quieter and more controlled you are, the quicker
you will reach your seats properly.

Narr 2: A bit later, Mr. Ross repeats the exercise,
using a stopwatch. As he gives the signal, students
enter the room in absolute silence and precision
form. They take their seats and assume the
attention position.

Ross: Excellent! Half the time...Now, there are three
more rules which you must obey. One—everybody
must have pencils and notepaper for notetaking.
Two—when asking or answering a question, you
must stand at the side of your seats. Three—the first
words when answering or asking a question are:
Mr. Ross, All right?

Narr 1: Without exception, all students sit in the
proper position, attentively awaiting Mr. Ross’s next
move.

Ross: Brad, who was the British Prime Minister
before Churchill?

Brad: Ah—wasn't it the—

Ross: (quickly): You weren't listening. Remember—
discipline! Robert, show Brad the procedure for
asking a question.

Robert: (shaps to attention beside his desk and
barks like a soldier): Mr. Ross.

Ross: That is correct. Thank you, Robert. Again,
Brad.

Brad: Mr. Ross, wasn't it the—um—Prime Minister—
Ross: No, too slow. Much too slow! From now on
your answers are to be as short as possible. Now sit
down and try it again!

Brad (standing swiftly): Mr. Ross, Chamberlain.
Ross: Now, that's the way to answer a question.
Punctual, precise. What country did Hitler invade in
September of 1939, Andrea?

Andrea: Mr. Ross, | don’t know.

Ross: Still a good response, Andrea. Amy”?

Amy (standing): Mr. Ross, Poland.

Ross: Excellent. What was the name of Hitler’s
political party?

Brian (stands to respond): Mr. Ross, the Nazis.
Ross: Good, Brian. Very quick. (shouting now)
Who died in the death camps?

Eric: Mr. Ross, Jews, Gypsies, and homosexuals.
Ross: Who ran the death camps?
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David: Mr. Ross, the S.S.

Ross: Excellent!

Narr 2: Suddenly the bell rings, but not a student
moves. They're all caught up in the game.

Ross: Tomorrow’s assignment is on the board. Class
dismissed.

Narr 1: As the students dash into the hallway,
everyone is talking at once.

Brian: Man, what a rush, huh?

Eric: Too bad all my classes aren't like that!
Amy: It sure beats taking notes.

Andrea: Hey, anybody who can get this class
together like that is a genius.

David: Did you ever see anything like that? | was
really getting into it.

Narr 2: That evening, Mr. Ross discusses the class
experiment with his wife.

Ross: | can't believe how quickly they accepted the
new behavior code. | mean, everyone did it
immediately—it was eerie.

Christy: They reacted that way because they were
playing a game.

Ross: | don't think so.

Christy: How else do you explain it?

Ross: | don't know. It was as if they wanted to be
disciplined.

Christy: Are you going on with it?

Ross: No, | don't think so. I've got the whole
Japanese involvement in World War 11 to look at
tomorrow.

SCENE TWO
Narr 1: When Mr. Ross enters the class the next
day, he is stunned—to see the students sitting in the
attention position, maintaining complete silence.
Narr 2: Some have little smiles on their faces, as
though they're part of a joke. But several look
extremely serious.
Narr 1: After a moment’s hesitation Mr. Ross lays
down the book on Japan and takes a new tack.
Ross: Well, look at you. What are you feeling?
Group of Students: (some sure, some unsure):
Discipline?
Ross: Well, discipline is one thing. But there’s
something more.
Narr 2: Yesterday’s line, STRENGTH THROUGH
DISCIPLINE, is still on the blackboard. Underneath
it, Mr. Ross writes: COMMUNITY.
Ross: It's community. Now community is that bond
between people who work and struggle together. It’s
building a barn with your neighbors. (Several
students chuckle.) It's feeling that you're part of
something that's more important than yourself—a

Source: Playlet: The Wave. Scholastic Magazine. 7 Oct 1981.

movement, a team, a cause. (pause) Now, repeat
our two mottos.

Class: Strength Through Discipline, Strength
Through Community.

Ross: Now we need a symbol for our new
community—something for members of this class
only.

Narr 1: Mr. Ross walks to the blackboard and draws
a circle with a wave inside.

Ross: A wave is a pattern of change. It has
movement, direction, and impact. From now on, we
will be known as “The Wave.” And this will be our
salute.

Narr 2: Mr. Rose raises his right arm, palm
pointing down, inches from his shoulder, with hand
in curled position. The class imitates him.

Ross: Robert, what is our motto?

Robert (stands at attention, no longer distracted
and slouching): Mr. Ross, Strength Through
Discipline. Strength Through Community!

Ross: Very good, Robert. Remain standing, please.
Now, Brad, Amy, Eric.

All Three: Strength Through Discipline. Strength
Through Community.

Ross: Now Brian, Laurie. Louder!

Narr 1: Mr. Ross succeeds in getting the class on its
feet, shouting the mottos and saluting
enthusiastically.

Narr 2: That night at dinner, Laurie tells her
parents about the Wave.

Laurie (excitedly): It was incredible. Everybody
was saluting and repeating the motto. You couldn’t
help but get caught up in it. You know, really
wanting to make it work.

Mrs. Saunders: | don't like it. It sounds like
brainwashing and mob psychology.

Laurie: No, Mom, it's nothing like that. Honest,
you'd just have to be there to feel the positive
energy in class.

Mr. S: I'm for whatever will make kids pay
attention these days.

Laurie: And that's really what it's doing. Even
Robert Billings—the class creep—he’s even a part of
the group now.

Mrs. S: But you're supposed to be learning history—
not how to be part of a group.

Mr. S: This country was built by people who were
part of a group—the Pilgrims, the Founding Fathers!
Mrs. S: Yes, but it owes its greatness to those
people who weren't afraid to be individuals.
Laurie: Stop worrying, Mom. Mr. Ross has just
found a great way to get everybody to learn
something. Even the slow kids are keeping up.
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Mrs. S: It just doesn’t sound like the right thing for
you. We raised you to be an individual.

Laurie: But, Mom, haven't you always said | was a
little too independent?

Mrs. S: Just remember, the popular thing is not
always the right thing.

Mr. S: I'm sure Laurie’s teacher knows what he'’s
doing. Besides, as long as the other parents aren’t
raising any objection, why should we make a fuss?
Mrs. S: Because it's dangerous to allow a teacher to
manipulate students like that. We've always taught
Laurie to think for herself.

Mr. S (changing the subject): By the way, where’s
David tonight?

Laurie: He's at home studying for tomorrow’s
history assignment.

Mr. S: David? Studying? Now there’s something to
worry about!

Narr 1: In a house nearby, the Rosses are unpack-
ing groceries.

Christy: How's that class experiment going, Dr.
Frankenstein? Have they turned on you yet?

Ross: Quite the contrary. Most of them are actually-

turning into human beings!

Christy: You don't say!

Ross: And their homework assignments—they do
what | give them and more!

Christy: These can't be the same kids | have for
music.

Ross: It's amazing how much more they like you
when you make decisions for them.

Christy: How far can you push this?

Ross: | don't know, but | intend to find out. The
funny thing is, | feel myself getting caught up in it.
It's contagious.

SCENE THREE
Narr 2: The next day Laurie tells David about her
mother’s objections.
David (annoyed): What do you care what your
mom says?
Laurie: | didn’t say | agreed with her.
David: You didn’t say you disagree with her either.
Laurie: | was just telling you what she said.
David: How does she know? She can’t possibly
understand what The Wave is about unless she’s
seen it work.
Narr 1: Just then a car screeches dangerously near
David and Laurie, missing them by inches. As the
driver comes close, he smiles and gives them the
Wave salute.
Laurie (confused): Who was that?
David: | don't know. But he’s not in our history class.
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Narr 2: In history class that day...

Ross: Now, you all have membership cards. Turn
them over. If yours has a Red X, you are a monitor
and will report directly to me any members who
don’t obey our rules.

Narr 1: The students who have been appointed
monitors are very pleased. But Laurie looks around
the room, concerned about this new twist.

Ross (dramatically): Discipline and Community are
meaningless without Action. And a disciplined
group with a goal can take action like a well-oiled
machine. Through hard work you will learn faster
and accomplish more. But only if you support one
another, and only if you work together and obey
the rules, can you ensure the success of the Wave.
(pause) Now, you are all to actively recruit new
members. Each new member must know our rules
and pledge strict obedience to them.

Robert (standing): Mr. Ross, for the first time | feel
like I'm part of something great!

Amy: Mr. Ross, this is like being made a whole new
person.

Andrea: Mr. Ross, | feel the same way.

David: Mr. Ross, I'm proud of the Wave.

Narr 2: Laurie continues to look on with worry in
her face at the robot-like way in which her
classmates are reacting.

Narr 1: Mr. Ross begins repeating the two mottos
in a whisper. Soon the whole class follows suit,
joining him in giving the Wave salute. Laurie does
not participate.

Narr 2: Later that week, David and Laurie are
arguing at their lockers.

Laurie: I'm not going.

David: Why not?

Laurie: Because | don't want to.

David: Laurie, this is a very important meeting. All
the new members are going to be there.

Laurie: So what? David, | think you're taking this
thing too seriously.

David: No, I'm not—you're not taking it seriously
enough. Look, Laurie, you've always been a leader.
The other kids look up to you. You've got to be at
the meeting.

Laurie: That's exactly why I'm not going. Let them
make up their own minds about the Wave. They're
individuals.

David: | don’t understand.

Laurie: | can't believe how crazy everybody’s
gotten. The Wave is taking over everything.

David: That's because the Wave makes sense,
Laurie. It works. Everybody’s on the same team.
Everybody’s equal.
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Laurie: Oh, that’s terrific. Do we all score a
touchdown?

David: You know, you're against this thing because
you're not special anymore. Because you're not the
best student in class now!

Laurie: That’s not true and you know it!

David: | think it is true! Now you know how the
rest of us felt listening to you and Amy always
giving the right answers!

Laurie: David, you're being stupid!

David: All right, if I'm so stupid, why don’t you go
find yourself a smart boyfriend? (He storms off.)

SCENE FOUR
Narr 1: Several days later Mr. Ross walks down a
crowded hallway, giving the Wave salute to passing
students.
Narr 2: Ross notices some students hanging a large
Wave banner in the hall. Others are handing out
fliers and shouting slogans.
Brad: Here's a pamphlet—learn all about—the Wave.
Eric: Work together and achieve your goals.
Narr 1: Suddenly Mr. Ross notices that Robert is
following him.
Ross: Robert, what are you doing?
Robert: Mr. Ross, I'm your bodyguard.
Ross: You're my what?
Robert: | want to be your bodyguard. You see, Mr.
Ross, for the first time in my life—well, nobody
makes jokes about me anymore. I'm part of
something special. | just don't want anything to
ever happen to you. Mr. Ross, please let me be your
bodyguard.
Narr 2: Later that day, a fight takes place involving
Brian and another student. A teacher rushes in to
break it up. As Brian is hauled off, he shouts the
Wave mottoes repeatedly.
Narr 1: Meanwhile, in the library, Laurie shows
Amy an article she’s written.
Amy (astonished): What are you going to do with
this?
Laurie: I'm submitting it to the school paper.
Amy: You can't say these things about the Wave!
Laurie: Why not? They're true. Amy, the Wave has
become an obsession with everyone. People aren’t
thinking for themselves anymore.
Amy: Come on, you're just letting your argument
with David get to you.
Laurie: But the Wave is hurting people. And
everyone’s going along with it like a flock of sheep!
Amy: Please don’t submit this.
Laurie: | already have.
Narr 2: That night Christy finds her husband in the

Source: Playlet: The Wave. Scholastic Magazine. 7 Oct 1981.

den surrounded by books on the Hitler Youth group.
Christy: | need to talk to you.

Ross (snapping): Can't it wait? I've got to finish
this before tomorrow.

Christy: Well, that's what | want to talk to you
about. This Wave thing—it's just becoming too
disruptive. Half of my class has been skipping just
to go to yours. You've disrupted the entire school.
And it isn’t just me—all the teachers are
complaining.

Ross: They just don’t know what I'm trying to do.
Christy: Did you know that the school counselors
have been questioning every student in your class?
Even the principal’s concerned.

Ross: Don't you think | know that? | know they're
saying I'm crazy with power—on an ego trip.
Christy: Have you thought they may be right?
Think of your original goals. Are they the ones you
have now?

Ross: | thought you were on my side.

Christy: | am. But you've become so involved in
playing this role at school that you're slipping into
it at home. Just turn it off!

Ross: Not yet! Look, if I stopped now, they'd all be
left hanging. They'd be confused.

Christy: Well let them be confused!

Ross: No! | have to push them until they get the
point. I'm teaching these kids the most important
lesson of their lives!

Narr 1: The following day, when the school paper
is released, angry Wave members discuss Laurie’s
article.

Robert: These are all lies. She can’t be allowed to
say these things.

David: Ah, nobody cares what Laurie’s writing,
anyway.

Robert: But anybody who reads this'll get the
wrong idea about the Wave.

Amy: And this isn’t the first article she’s written
against the Wave.

David: Relax—there are always going to be people
who won't believe in what we're trying to do.
Eric: But if we don’t watch out, those people will
ruin it for the rest of us.

Robert: Laurie Saunders is a threat. She must be
stopped.

Brian: Don’t worry. David and | will take care of it.
Narr 2: It's dark out that evening when Laurie exits
from the school newspaper office.

Narr 1: But it is a shocked Laurie who reads the
word ENEMY splashed in bold letters across her
locker door. Then, when she walks down the hall,
the lights go out.
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Narr 2: Becoming frightened, Laurie starts to run.
She hears footsteps behind her and slams against
the bar of the exit door. The first door doesn’t
open, and Laurie nearly panics—then suddenly the
second door gives way, and Laurie rushes outside.
Narr 1: But she doesn’t see Brian and David in a
parked van waiting for her. David jumps out.
David: Let me take care of this. OK?

Brian: OK, as long as she understands how impor-
tant this is. We're not playing games anymore, you
know.

David (running): Laurie, can you wait up? I've got
to talk to you.

Laurie (looking around): I'm not used to seeing
you by yourself anymore. Where are your troops?
David: Laurie, will you just listen to me for a
minute, please?

Laurie: We said everything we had to say the other
day. Leave me alone.

David: Laurie, you've got to stop writing that stuff
against the Wave. You're causing lots of problems.
Laurie: The Wave is causing the problems, David!
David: It is not! Look, Laurie, we want you with
us—not against us.

Laurie: Count me out. | told you I quit! This is not
a game anymore. People are beginning to get hurt.
David: So a few people are getting hurt along the
way. But it’s for the good of the whole. Look, it's a
new system, we can make it work

Laurie: Not with me, you can't!

Narr 2: As Laurie turns to walk away. David grabs
her arm, roughly.

Laurie: Let go of me!

David: Look, Laurie, you've got to stop writing
those articles—and keep your mouth shut about the
Wave.

Laurie: | will write and say anything that | want to,
and you can’t stop me!

David: (shaking her violently): We can and we
willll

Laurie (sobbing): | hate you! | hate the Wave! |
hate all of you!

David: Shut up!
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Narr 1: Angry at the bitterness of Laurie’s word,
David throws her to the lawn. She slumps to the
ground sobbing and gasping for breath.

Narr 2: Finally realizing has violent he has become,
David bends down to comfort her.

Narr 1: Just then Brian’s van inches slowly toward
them. When Brian sees David holding Laurie, he
speeds off.

SCENE FIVE
Narr 2: A little while later, David and Laurie go to
see Mr. Ross.
Ross: What are you two doing here?
David: Mr. Ross, we've got to talk to you.
Ross: Come in. Sit down.
David: Mr. Ross, you've got to help us.
Ross: What's wrong?
David: It's the Wave.
Laurie: Mr. Ross, we know how important this is to
you—to all of us, but it’s just gone too far.
David: It's taken over. There’s no room to be
yourself or to say what you really believe.
Laurie: And all the kids in school are really scared.
Not only to say anything against the Wave—but
what might happen to them if they don’t go along
with it.
David: Kids are actually spying on each other. Some
even use the Wave as an excuse to beat up on other
kids.
Ross: Yes, the principal told me about that this
afternoon.
Laurie: You can’t even carry on a conversation
without worrying about who's listening. We're
scared, Mr. Ross.
David: Laurie and | haven't talked for days because
of the Wave. And tonight | lost control and almost
hurt her.
Laurie: Please stop this nightmare.
Ross: You're right—and | will.
David: What are you going to do?
Ross: Well, I'll take care of it tomorrow. But | have
to do it my way...
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QUESTIONS FOR DISCUSSION

1. Is That The End?
No, that is not how “The Wave"” ends. But that's all the producers of the show will permit us to reveal.
They want you to ask yourself a few questions about this important program before it appears on TV.
So as you wait to see the complete show, here are some things to think about:
¢ What made the Wave gain so much popularity in just two weeks?2
¢ |s the Wave a good movement?
¢ Have Wave members lost their individuality, as Laurie says?
e What good lesson might Laurie and David have learned?
e Will Mr. Ross be able to stop the Wave? Now? Do you think he’s lost control?

2. Inference. An inference is a suggestion that may be picked up from a story, but was not openly stated.
For instance, if we read that a young girl slammed the door and stomped upstairs to her room, we infer
that she is angry. Read the inferences below, checking only those that are true.

Mr. Ross felt that the story of the Nazi movement held an important lesson for his students.
The Wave illustrates that there is something wrong with the motto: “Strength Through Discipline.”

Laurie would probably have stayed in the Wave if she had been given more leadership power.

A disinterested student like Robert feels important in the Wave because the movement defines his
life’s goals for him.

Only the poorer students at Gordon High joined the Wave.

3. What does the Wave imply about human nature? About conformity, silence and obedience?
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ODYSSEY OF REGIMENTATION
CARRIED CULT OVER DECADES

Frank Bruni

For 39 men and women who believed they were
bound for a starry utopia in outer space, the fare
to the heavens was a life adhering to exacting
prescriptions and regimens.

At their sprawling house in Rancho Santa Fe,
Calif., they woke at a specified time in the middle of
the night to pray. They apparently ate the same food
at the same hours. They wore short haircuts and
shapeless clothing, intended to distract them from
such frivolous realities as sexuality or even sexual
identity.

Previously, when members of the cult traveled
the country in 1994 in an effort to expand their
ranks, they were spotted with identical wedding
bands on their fingers, symbols of their marriage to
one another and their subjugation of the self to the
group.

Common rituals and a common sense of purpose
were the supposed passports to paradise, and these
defined the community of believers who died in what
may have been the largest mass suicide in American
history, much as they define other cults whose
existence depends on rendering members docile and
rapt.

Over the years, the precise details of life inside
the cult led by Marshall Herff Applewhite changed. In
the late 1970's, for example, the group reportedly
lived in a Wyoming encampment in the Rocky
Mountains where members sometimes wore hoods
over their heads and altered their chores every 12
minutes in accordance with beeps from a command
tent.

Just before the end, in contrast, they lived in an
exclusive suburban enclave, having traded
campground drudgery for high-tech prowess and the
designing of Web pages for companies that wanted a
presence on the Internet.

But as a more complete portrait of the cult
emerged yesterday from interviews with experts on
cults, statements of former members and a review of
current and past reports in newspapers, books and
journals, it became clear that for most of the group’s
history, which spanned more than two decades, its
members followed careful scripts as they pursued a

shared destiny.

“Anyone willing to play by the rules was
welcome,” Robert W. Balch, a professor of sociology
at the University of Montana who studied the group
for years, wrote in a 1995 book. It is also clear that
the Total Overcomers, or Heaven’s Gate—just two of
the names adopted by the group over the years—often
recruited new members in a manner that could be
described as almost bashful.

Keeping its address secret, the group would
advertise meetings with posters, frequently
discourage potential recruits from joining on the spot
and insist that they come to a follow-up session,
sometimes at a location that would be difficult to
reach. In one case, aspiring members had to travel to
a post office 800 miles from the initial meeting place
so that they could look in a ZIP-code book for the
scribbled directions to the next meeting place.

Longtime members talked to new recruits about
free will even as those recruits were effectively
robbed of that capacity and were encouraged to cast
away the detritus of their lives before joining.

“They were very explicit—people had to make a
free and conscious choice,” Professor Balch said in an
interview yesterday.

Experts on cults said this approach, whatever its
intent, had been a deft one, because it weeded out
recruits who were not serious while giving those who
went forward a deceptive sense of control over their
own lives. Professor Balch, posing as a recruit,
actually traveled with members of the group for two
months in 1975. He said Mr. Applewhite and the co-
leader, Bonnie Lu Nettles, who died of natural causes
in 1985, had even bought a bus ticket home for
anyone who wanted to leave the group and had once
purchased an airplane ticket for a defector and
driven her to the airport.

But Mr. Applewhite and Ms. Nettles, calling them-
selves Bo and Peep, as in shepherds of a flock, also
encouraged recruits to renounce their former lives.
Robert Rubin, now a 48 year-old supermarket clerk,
who attended a presentation they gave in Waldport,
Ore., in the fall of 1975, said yesterday that he had
quickly heeded their call to shed his material

Source: Bruni, Frank. “Odyssey of Regimentation Carried Cult Over Decades.” The New York Times. 29 March 1997, and
“The Overview: Families Are Learning of 39 Cultists Who Died Willingly.” The New York Times. 29 March 1997.
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possessions and had given away his house and land
to a friend, who later gave them back.

Mr. Rubin, then 26, accompanied Mr. Applewhite
and Ms. Nettles to an outdoor camp in Colorado, he
said, where he and other recruits gave the couple
their money and, apparently as a gesture of forsaking
former identities, their driver’s licenses. “We changed
our names and were told to break all contact with
friends and family,” Mr. Rubin said. “We were told not
to watch television or to read anything but the red-
letter edition of the Bible.” “They did it to keep you
in that mindset,” Mr. Rubin said. “The partner was
there, if you were falling out of what you had to do,
so you wouldn't fall out. It was part of the mind
control.”

Those susceptible to it were most often people in
the 20's who had already embarked on spiritual
quests of one sort or another. Testimonials by
longtime members of the group that were included in
a book it published on the Internet in 1995 give a
strong sense of this.

“For a few years, | went through wanting to
become a nun,” wrote one member, who identified
herself by the name Lvvody. “Nothing seemed right.”
But in 1975, after hitchhiking across America and
other countries, she saw a poster in Oregon
advertising a discussion about U.F.0.’s. She went to it.
“Now that | was connected to my teachers,” she
wrote, “I knew | was safe.”

But life in the group apparently grew more
severe and regimented at some point after that. A
member named Paul Groll who was interviewed by
Time magazine for an article published in August
1979 described the encampment in Wyoming as a
place of ritual. Members had to communicate almost
entirely through written messages, Mr. Groll said,
their speech limited to “yes” “no” or “I don’t know.

In “The Gods Have Landed,” a 1995 book
including a chapter by Professor Balch, he quotes a
former member as saying the group had “a procedure
for every conscious moment of life.” That included
cooking, eating, bathing, washing clothes and
sleeping, Professor Balch wrote.

By a number of accounts, one member inherited
$300,000 at some point, and factions of the group
moved into houses in the Denver and Dallas areas.
The precise timing of this is unclear, and the cult's
activities in the 1980’s, when it kept a low profile,
are difficult to pinpoint. But by 1993 the group had
resurfaced, and over the next two years various

people came into contact with representatives who
spoke at public lectures, again summoning interested
people through posters. The posters were often
misleading, making it appear that the discussion
would be simply about U.F.0’s. They were frequently
placed in college towns and in cities like Taos and
Santa Fe, N.M., known to attract people with New Age
Interests.

It is unclear how many new members were
recruited during this period, but Yanya Lalich, a
counselor who has helped relatives of the cult’s
members, characterized these new recruits as “bright,
idealistic.” Michael Upledger, a freelance writer who
interviewed members when they were in Tampa, Fla.
in 1994, says that by that point they did allow
themselves at least one outlet for pleasure: television.
“They loved ‘X-Files' and ‘Star Trek,” Mr. Upledger
told the Associated Press yesterday, saying the
normally glazed, soft-spoken members had become
animated in discussing science fiction.

Professor Balch said he ran into representatives
of the cult in Missoula, Mon., in 1993. “They were
supersecretive,” he said yesterday. “They wouldn't tell
me where they were staying or the phone number. |
had to call an answering machine in Seattle and leave
a number, and they'd call me back.”

Bob Waldrep, another cult expert, ran into them
around the same time in Birmingham, Ala., when
they held a meeting there. It lasted three hours, he
said, during which representatives offered listeners
glimpses of life in the group. According to Mr.
Waldrep’s notes from that meeting, one
representative, referring to the group’s Older
Members, or leaders, said: “The O.M’'s have
experimented with many different diets for us to
determine the most efficient. The only purpose for
food is to fuel the vehicles,” the cult's term for
bodies.

Obsession with food also characterized the
members who ended up in Rancho Santa Fe.
According to West Coast newspaper reports, at least
some, and perhaps all, ate a large communal meal at
5 A.M. and nothing else except for snacks of fruit and
a lemon drink. Members also woke at 3 AM. for
prayer and, according to an employee of Arrowhead
General, a company for which the group did freelance
computer work, recoiled whenever someone made
physical contact with them. “To touch or hug them
was almost offensive to them,” he said. “They did not
like to be touched.”

Source: Bruni, Frank. “Odyssey of Regimentation Carried Cult Over Decades.” The New York Times. 29 March 1997, and
“The Overview: Families Are Learning of 39 Cultists Who Died Willingly.” The New York Times. 29 March 1997.
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Families Are Learning of 39 Cultists
Who Died Willingly

The tone of that farewell tape, made with the
cult members sitting in pairs on chairs placed outside
in a setting of trees and bushes, was similar to the
tone of another tape found after the 39 bodies were
discovered, with men and women alike dressed all in
black, their hair closely cropped and their faces
covered by diamond-shaped purple cloths.

On the second tape, Marshall Applewhite tried to
explain why he and the others were about to take
their lives. He said that human bodies were just
temporary earthly parking places for the soul and
that suicide would free the soul to make a rendezvous
on a higher plane of existence with an unidentified
flying object that is trailing The Hale-Bopp comet,
now on a swing past Earth. “We have no hesitation to
leave this place, to leave the bodies that we have,”
Mr. Applewhite concluded.

While the cult member may have taken many of
the secrets to the grave, the authorities said today

Unit I: READING #23

that they were confident that the people who died
here were the only active members of the group...Dr.
Blackbourne described a document, found by
detectives, that was titled “The Routine.” It outlined
how the cult members were to go about Killing
themselves. First, it said 15 of the 39 cult members,
called “classmates,” would kill themselves with help
from 8 “assistants.” Then 15 more “classmates” would
repeat the process. It was unclear how the final 9 cult
members were to go about killing themselves. To
bring on death, the cult members were to ingest a
dose of Dramamine, followed by “tea toast,” followed
an hour later by “alco.& med.”

When the bodies of the cult members were
searched, Dr. Blackbourne said, the pockets of the
matching black tunics were found to contain a
collection of odd items—bills, rolls of quarters, tubes
of balm, pencils and ballpoint pens, and facial tissue.
Beside each body was a travel bag. But, Dr.
Blackbourne said he had not been told what the bag
contained.

Source: Bruni, Frank. “Odyssey of Regimentation Carried Cult Over Decades.” The New York Times. 29 March 1997, and
“The Overview: Families Are Learning of 39 Cultists Who Died Willingly.” The New York Times. 29 March 1997.
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THE POWER AND THE GLORY

Alfons Heck

Alfons Heck was a bright, promising and enthusiastic German boy who lived on a Rhineland farm with
his grandparents. He was six years old when Hitler and the National Socialists (Nazis) came to power
in 1933. In school, he was taught that the Germans are a master race and every German child owed
a duty to Germany and its leaders, a duty above family, friends and even God. This selection is
excerpted from Parallel Journeys that traces the journey of Alfons Heck in the Hitler Youth. What do
you believe seduced Alfons to join this militaristic organization at age 102

Far from being forced to enter, | couldn’t wait to
join. It promised to be an exciting life, filled
with “duties” that were more like pleasures. In a way,
it was like the Boy Scouts — hiking, camping, sports
competition — with more emphasis on discipline and
politics.

Until 1 was old enough to join, | had to content
myself with watching the Hitler Youth march in
parades through the streets of Wittlich. One spring
evening, in the company of my Uncle Franz, |
watched a torchlight parade of brownshirted Storm
Troopers and Hitler Youth formations. The music of a
military band filled the air, the first military music
our people had heard since the end of World War 1.
The streets were draped with red flags and buntings.
What would later become a symbol of death — a black
swastika within a white circle — was then still new to
most of the people in Wittlich.

It seemed like the whole town lined the streets
that night. People hung from windows and balconies
shouting a constant storm of “Heil Hitler!” and “Sieg
Heil! “ At last we laid eyes on the man who had put
us into this wild fever of excitement. He was standing
in an open black Mercedes touring car. It was the first
time | had ever seen Adolf Hitler, and I will never
forget the magic of that night. Even people who were
usually quiet and surly were shouting their lungs out,

“Heil Hitler!” Here was the man who was building
for us a new Germany, a proud country that would
once again find its place in the world. On that night,
| was just as certain as Hitler that the Third Reich
would last a thousand years.

Shortly before noon, 80,000 Hitler Youth were
lined up in rows as long as the entire stadium. The
tension among us tingled into our fingertips. When
Hitler finally appeared, we greeted him with a
thundering, triple “Sieg Heil!” (Hail to Victory) and
it took all of our discipline to end it there, as we had
been instructed.

Hitler, the superb actor that he was, always
began his speeches quietly, almost man to man. Then
his voice rose, took on power, and his right fist
punctuated the air in a series of short, powerful jabs.
“You, my youth,” he shouted, with his eyes seeming
to stare right at me, “are our nation’s most precious
guarantee for a great future. You are destined to be
the leaders of a glorious new order under National
Socialism! You, my youth,” he screamed hoarsely,
“never forget that one day you will rule the world.”

For minutes on end, we shouted at the top of our
lungs, with tears streaming down our faces: “Sieg
Heil, Sieg Heil, Sieg Heil!” From that moment on, |
belonged to Adolf Hitler body and soul.

Source: Ayer, Eleanor H., Alfons Heck and Helen Waterford. “The Power and the Glory.”

Parallel Journeys. New York: Atheneum, 1995
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I WAS A VIOLENT SKINHEAD,

Frank Meeink

as told to Laura D’Angelo

When Frank Meeink was a child, he was a
teacher’s pet. No one would have guessed
then that he would become a vicious neo-Nazi
skinhead. But that’s what he did. It took Frank a long
time to realize how misguided and pathetic his life as
a neo-Nazi was. Today, Frank deeply regrets his
violent, hateful past and is trying to make up for it.
He shared his shocking story with Scope writer Laura
D’Angelo.

My parents divorced when | was one. | lived in
a tough part of Philadelphia with my mom. We were
very close. That all changed when | was 11, and her
boyfriend moved in. He was jealous of our relation-
ship. | couldn’t even talk to my mom without him
criticizing me.

The two of them started drinking. He'd get
furious at me for stupid things. Once he beat me up
in front of my friends because | hadn't cleaned the
basement. When | was 13, | couldn’t control my rage
at him anymore. | got into a huge fight with him, and
my mom sent me packing to live with my dad.

| felt even more alone when | moved in with my
dad and his new wife. They were never around, and
| just did what | wanted to do. It seemed like there
was no place for me and nobody cared. That summer,
I went to live with my cousins and my aunt in
Lancaster, Pennsylvania.

Hooked on Hate

In Lancaster, | shared a room with my 16-year-
old cousin. He was a skinhead and hung out with
skinheads. They all shaved their heads and wore
black boots and flight jackets.

The skinheads treated me like | was their little
brother. They made me feel protected. | thought they
were so cool. | read all the skinhead pamphlets. They
said whites are superior, and that all blacks, Jews,
gays, and foreigners are evil. By August, my head was
shaved, my boots were black, and | was preaching
white supremacy to anyone who would listen.

In the fall, I moved back in with my mom. When
my skinhead friends visited me, we'd get drunk and
go on “beat downs.” We'd target blacks and gays, and
unload on them with bricks, baseball bats, chains,

knives, and boxcutters. It wasn't before long | was
expelled from school for knocking out a black kid’s
teeth.

More rage and violence

| started roaming the country, hanging out with
skinheads. | had a swastika tattooed on my neck. One
night, | got really drunk and depressed. |
thought,”What am | doing with my life?” | was 16 and
had 15 warrants out for my arrest. | felt like nobody
loved me.

| went to stay with some skinheads | knew in
Springfield, Illinois. A friend and | decided to create
a skinhead talk show for public access television in
Springfield. We were instant celebrities. We recruited
40 new skinheads in two months. | even fell in love
with a skinhead girl named Carin.

It was in Springfield on Christmas Eve in 1992
that three of us got drunk and kidnapped a guy from
a rival gang. We hated him because his ideas were
different from ours. We tortured him for 14 hours.
We kicked in his teeth and put his head through the
wall. Then we warned him to keep his mouth shut
and let him go. He went straight to the cops.

Two weeks later, | was arrested. | knew | was
going to get locked up and | was terrified. | was 17,
tried and convicted as an adult, and on my way to
prison. On top of that, | found out | was going to be
a father. “Congratulations! You got what you always
wanted,” said Carin in a letter to me. It was true. |
wanted a baby—someone in my life who would
always love me.

Prison

First I was in isolation and only allowed out one
hour a week to use the phone and take a shower. |
was allowed one book a week. | grabbed the fattest
one first, the Bible.

When | was moved into the general prison
population, a black guy named Abel invited me to a
prayer group. At one point, | was holding hands with
another black guy, praying. |1 remember thinking,
“This feels just like my dad’s hand.” This was really
confusing, so | pushed it out of my mind.

Source: Meeink, Frank, as told to Laura D’Angelo. “I Was A Violent Skinhead.”

Scholastic Scope. 4 Oct 1999.18-20.
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| signed up for the basketball, soccer, and
football teams. When I'd score a touchdown, the
black guys would say, “Good run, white boy,” and hug
me. This went against everything | stood for, but |
thought, “Prison is a different world. When | get out,
I'll be true to my race.”

The only other guy my age was black. His name
was Little G, and he worked with me in the chow hall.
When | told Little G that | was afraid Carin was
cheating on me, he'd say, “Man, don't worry. She’s
waiting for you.” The older white prisoners would
say, “Oh, yeah. She’s cheating on you.”

It struck me that Little G was a better friend to
me than any of the white guys.

Back home

I was released from prison seven months later. |
was glad to see my old friends in Springfield, but
they’d say things like, “Blacks are worthless.” I'd
think, “What do they know?” They never met Abel or
Little G or probably any black person. But | didn’t say
anything. It was hard to admit that the people |
admired were wrong — that my “success” as a
skinhead was based on ignorance.

Carin had left the movement and was devoting
herself to our daughter, Bailey. It upset her that I still
associated with my old friends. Our relationship
cracked under the strain, so | headed back to
Philadelphia.

| was having a hard time finding a job. My
swastika tattoo got in the way. | was shocked when
this Jewish guy, Keith, hired me to haul furniture. |
guess he figured | was a messed up kid, and he
wanted to give me a second chance.

Keith was the first Jewish person | had ever
known. | grew to love him and it made me sick that
he might think | secretly hated him. | got my
swastika tattoo removed.

Then came the Oklahoma City bombing in 1996.
When | saw the photograph of a fireman carrying out
a dead little girl, 1 cried for days. | knew how
devastated | would be if I lost my daughter. The faces
of my victims came rushing at me. For the first time,
I thought about all the people | had hurt. | felt
terrible. | knew | could never make it up to my
victims. But | wanted to try to make it right.

A new beginning

| stopped hanging out with my skinhead friends.
| grew out my hair and tossed away my boots. |
started talking with people at the Anti-Defamation
League (ADL), a group that fights discrimination. I
came up with an idea to use sports to bring together
black and white Kids. After all, sports were the key to
my turnaround. The ADL, the Philadelphia Flyers
hockey team, and the city department of recreation
got together and started a program called Harmony
Through Hockey. | started working with Kkids.

I’'m 24 now. | speak at high schools and colleges.
| tell kids who are dabbling in hate groups that they
are headed for a life of pain, loneliness, and remorse.
| tell them they can’t beat back their misery by
hurting others.

| know | can never make up for the lives I've
damaged, maybe even destroyed. My victims paid a
price for my hatred and that makes me feel awful. |
put so much negativity into the world. Now it’s time
to make positive contributions.

Skill builders. Think about it!

WRITE ABOUT OR DISCUSS YOUR ANSWERS

TO THESE QUESTIONS.

1. If Frank’s cousin had been a baseball star
instead of a skinhead, do you think Frank
would still have become a skinhead? Why?

2. Who do you think is responsible for Frank’s
becoming a skinhead? Explain.

3. What else could Frank do to try to make up for
his violent, hateful paste

Word match
Match each vocabulary word with its definition.
1. supremacy
2. isolation
3. struck
4. associated
5. defamation
a. occurred to
b. had contact
c. hate speech
d. being the best
e. being kept alone

Source: Meeink, Frank, as told to Laura D’Angelo. “I Was A Violent Skinhead.”

Scholastic Scope. 4 Oct 1999.18-20.
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THE HOLOCAUST: HEIDI’S DILEMMA

Adolf Hitler (1889-1945) was chief of the

German Nationalist Socialist Party (Nazi)
from 1920 and Chancellor of the Reich from 1933.
He held absolute power in Germany and pursued an
aggressive, expansionist foreign policy, which led to
the outbreak of World War 11 in 1939. Under Hitler,
Germany controlled much of Europe. However, a
turning point in the war came in 1943, and by 1945
America and her allies were able to stop Hitler and
defeat Germany.

Using the concept of race struggle as the prime
force behind human history, Hitler and his followers
implemented the most systematic, widespread and
destructive anti-Semitic policies ever known. While
other “non-Aryans” were also subjected to persecu-
tion and abuse, Hitler saved his special hatred for the
Jews. Jews were depicted as the source of all of
Germany’s ills and problems. They were viewed as an
evil race whose ultimate aim was to destroy the
“Aryan” race and dominate the world. The elements
of this myth were previously used by German and
Austrian anti-Semites at the end of the 19th Century;
and, in general, anti-Semitism had been common
throughout Europe for centuries. Hitler's plan,
however, was the most devastating—the total
extermination of the Jews. Hitler personally followed
and controlled this “final solution” to the “Jewish
problem.”

The Holocaust, the massive genocide of six
million Jews, is one of the most tragic periods of
Jewish history and modern mankind as well. Millions
of Jews lived under Nazi rule. Tortured by anxiety,
insecure in the present, unable to anticipate the
future, Jews were helpless in the face of a machine
ready to crush them. Many of the victims had made
important contributions to their countries in such
fields as science, law, medicine and the arts.
Nonetheless, young or old, rich or poor, educated or
ignorant, every Jew was condemned.

The extermination of the Jews in Nazi-controlled
territories was carried out in a number of ways. The
Jewish victims became slave laborers to be worked to
death or shot. There were mass executions of men,

women and children who were forced to dig their
own graves. Gold crowns on teeth were knocked out
to enrich the German treasury...and human skin was
made into lampshades, etc. Millions were gassed or
burned alive in ovens.

Hitler attempted to keep the destruction of the
Jews a secret. Sophisticated methods of deception,
fraud and camouflage were employed to prevent the
victims from learning of the massacres. The very
monstrosity of the events made it seem unbelievable.
Despite the secrecy, the truth about the destruction
of the Jews was known to certain party and
government officials quite early, and stories gradually
spread throughout Germany.

Helping a Jew or other minority member could
mean death to the person who exhibited such
courage. Still, there were countless individual acts of
sacrifice and heroism by Jews and non-Jews during
this period. Denmark and Holland were two nations
that took active roles in helping their Jewish citizens.

The Situation

Heidi is a young Dutch girl who lives in a small
house in Amsterdam with her family. She has a best
friend named Greta, but lately she has not seen much
of her and when she does see her, Greta is quiet and
withdrawn. Heidi wonders if it is because of
Germany’s new leader, Hitler, and his policies. Greta
is Jewish. Heidi has heard the bad things that are
being said about the Jews. She does not believe them,
because she knows Greta is a good person. One day
they do manage to talk, and Greta becomes very
upset and finally tells Heidi about the awful
persecution and ugly abuse that is going on. In fact,
one of Greta’'s uncles has just been arrested for
daring to speak out against Hitler. No one knows
what has happened to him. Greta has heard stories of
Jews being taken away in the night and never being
heard of again. Greta and her family are living in
fear. Upset and feeling sorry for her friend, Heidi
invites Greta home for dinner.

That night after Greta leaves, Heidi tells her
family what Greta had said about the ugly things

Source: Jacobsen, Louise and Mary Furlong. The Bystander’s Dilemma. Culver City, CA: Zenger Production, Inc., 1980.

(Note: Questions for Discussions are an adaptation)
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done to Jews, simply because they are Jews. Heidi’s
parents are aware of Hitler's particular hatred for the
Jews, but they believe it is not wise to speak out
against the new order. They do not want to put their
own family in jeopardy and so they tell Heidi it
would be best not to associate with Greta.

A few hours later Heidi answers a knock on the
door. It is Greta and she looks terrified with tears
streaming down her face. “Heidi, | went home after
dinner—my family was gone, but their dinner was still

QUESTIONS FOR DISCUSSION

on the table, and there were spots that look like
blood by the door. They have been taken, | know it.
What can | do now? | have no place to go. Will you
help me?”

Heidi must make a big decision. There is a secret
room in the attic where Heidi often goes to be alone.
She is afraid for Greta and wants to help her. But she
knows her own family’s safety will be in danger if she
helps her friend.

1. What alternatives are available to Heidi?2 What are the probable consequences

of each?

2. What should Heidi do? Explain the implications involved.

3. What are the implications for society if everyone makes the choice you suggest?

Source: Jacobsen, Louise and Mary Furlong. The Bystander’s Dilemma. Culver City, CA: Zenger Production, Inc., 1980.

(Note: Questions for Discussions are an adaptation)
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Individual Report Form

Directions: After reading the case study, answer questions 1, 2 A. B. C, individually, before going on to
group discussion.

1. CASE STUDY DATA SHEET #

Title of Case Study Name of bystander in this case

2. YOUR DECISION:

A. What was your decision?

B. How did you reach your decision?

C. What is likely to happen as a result of your decision?

Directions: Appoint one person to be the group leader. The group leader will lead the discussion.
Begin your discussion only after all group members have completed questions 1 and 2.

3. GROUP DISCUSSION:

A

B.

What was the issue involved in the case?
What decision did each individual in your group reach?

What do you believe as a group is the best solution to the bystander’s dilemma 97
in this case study?

Turn to your Case Study Data Sheet, beginning with question 1, discuss each question as a
group and write answers to each question on the back of this form.

Directions: Stop! Your teacher will conduct a Group Leader Panel Discussion.

Directions: After completion of the Group Leader Panel Discussion, answer questions 4 A, B. C. D, E .

4. ON REFLECTION:

A

Did the discussion by the small group and panel change your opinion on this issue?
If so, explain.

When should a person take a stand?
What are some conflicts that may arise and make it difficult for a person to take a stand?

Can you recall any situations when you have been a bystander? What was the situation and
what did you do?

Do people in society have a responsibility toward their fellow citizens? If so, how much
of one?

c Zenger Publications, 1980
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CONVERSION OR EMIGRATION

What Would You Do?

The following is based on actual historical accounts.

Emanuel Rutsa’s family has lived in Spain for
hundreds of years. He has become a successful
financier in Seville and is raising a family of four
young children.

Spain, now a Catholic state, is in the midst of an
Inquisition, an attempt by the Spanish Church to
stamp out all heretics. Christians convicted of heresy
have been burned at the stake (or, often, have
become victims of mob rule). These victims include
many Jews who had been forcibly converted but still
secretly retained their identity as Jews. In 1492, the
state issues its Edict of Expulsion: All Jews who do

QUESTIONS FOR DISCUSSION

not convert to Christianity are to be expelled. (There
are about 150,000 Jews in Spain at this time.)

Rutsa, as a Jew, must make a difficult choice. He
may leave the country and attempt to settle in a part
of the world where Jews are permitted. It would
mean starting life again in strange surroundings,
learning a new language, leaving old friends. And he
would not be allowed to take most of his wealth with
him. Or he and his family can convert to the
Christian faith and become part of the mainstream of
Spanish society, maintaining their economic success
and position.

1. What should Rutsa do? Are there other options available?

2. Should Rutsa’s economic success or his Jewish faith mean more to him?

3. How important is your faith to you2 How far would you go to uphold it2

Source: Furman, Harry, Ed. The Holocaust and Genocide: A Search for Conscience—An Anthology for Students.

New York: Anti-Defamation League, 1983.
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HIS NAME WAS JACKIE ROBINSON

Today, as baseball fans look forward to spring training and the start of the new season, it's hard to
believe there was a time when African American players were not allowed in the major leagues. It is
especially appropriate to learn about the player who changed that situation as we observe Black

History Month.

PERFORMING THE PLAY

This play has 21 speaking roles and can easily be performed in a classroom. Students without speaking
roles, or those who have completed their parts, could be background mimes and a chorus. They could
hum “Take Me Out to the Ball Game” and mime ball players in action.

ACT ONE

Narrator 1: Jack Roosevelt Robinson was an
ordinary kid. He grew up in California, where his
mother had moved her family to escape hard times
in their native Georgia.

Narrator2: But no matter where they went,
the Robinsons could not escape people who hated
them because they were black.

Narrator 1: Still, Jackie became a fine athlete.
Even hearing people call him names and being

cursed at by players on other teams didn’t stop him.

Narrator 2: He went to college. He was a high
scorer in basketball. He set records in track and
field. He led the football team to win after win.

Narrator 1: While Jackie was starring in
college sports, his mother had to work to -support
the family. This bothered Jackie so much that, in
1941, he left school to work and help out.

Narrator 2: Jackie didn’t work for long. On
December 7, 1941, the United States entered World

CAST

Narrators 1, 2,3,4,5,6

Branch Rickey, general manager of the Brooklyn Dodgers
Baseball scout

Jackie Robinson, second baseman for the Brooklyn Dodgers
Newskids | and 2

Sportswriters | and 2

Baseball player

Citizen

Pee Wee Reese, shoristop for the Dodgers

Red Barber, radio announcer of Dodgers games

Bernice Franklin, fan

Clay Hopper, minorleague team manager

Rachel Robinson, wife of Jackie Robinson

Ford Frick, president of the National League

War 11. Jackie was drafted into the army.

Narrator 1: The U.S. Army was segregated.
Black soldiers and white soldiers did not serve
together. Jackie never let the racism and lack of
respect defeat him, though sometimes standing up
for his rights got him into trouble. But right was
always on his side.

Narrator 3: In April, 1945, when Jackie got
out of the army, he joined a baseball team, the
Kansas City Monarchs.

Narrator 4: Baseball was segregated, too.
There were separate leagues, each with professional
teams for black players and white players. The
Monarchs were part of the Negro Leagues.

Narrator 3: Many hotels wouldn't let the black
players stay, so the men of the Negro Leagues slept
on buses.

Narrator 4: Because many restaurants and
diners wouldn't serve the black players, they ate at
the side of the road.

Narrator 3: It was a hard way to earn a

Source “His Name Was Jackie Robinson.” Creative Classroom. Jan./Feb. 1993.
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living. It would get even harder for Jackie
Robinson—but in a different way. Jackie’s life was
about to change because of a man named Branch
Rickey.

Branch Rickey: That's me. | was the general
manager of the Dodgers, who were then playing
baseball in Brooklyn, New York. The Dodgers were
an all white team and a lot of people wanted them
to stay that way. Not me. | hated discrimination. |
wanted baseball to be integrated. | believed race
shouldn’t be a criterion for letting a player on the
field. So | came up with a plan.

Baseball scout: Rickey told me he was looking
for players who would be on a new black team

Rickey: | lied! | was really looking for a black
player who would integrate the Dodgers. But | knew
I had to keep that secret or I'd be fought every step
of the way.

Scout: So, anyway, Mr. Rickey wants to know
about the players’ lives, about their background,
about their temperament.

Rickey: | wanted a person of intelligence,
character, courage, and outstanding athletic ability.
And one day, a scout brought that person into my
office.

Scout: His name was Jackie Robinson.

ACT TWO: IN RICKEY’S OFFICE

Rickey: Robinson, | want you to sign a
contract with the Dodgers’ organization.

Jackie Robinson (to the audience): | was so
surprised that | could barely speak, which was fine.
Branch was so busy talking I couldn’t have gotten a
word in edgewise!

Rickey (pacing): You'll have a rough time out
on the field. Pitchers will throw at your head.
Runners will spike you. You'll be called “nigger” and
other ugly names. In some places you won't be able
to stay in hotels with the rest of the team or eat
with them. But the hardest thing you'll face is that
you won't be able to talk back or speak out.

Robinson: Mr. Rickey, do you want a Negro
player who is afraid to fight back?

Rickey: | want a player with guts enough not
to fight back.

All: His name was Jackie Robinson.

ACT THREE: SPRING TRAINING
Narrator 5: Jackie Robinson signed to play
with the Montreal Royals. They were the Dodgers’
top minor league team. Players graduated from the
Royals to the major league Dodgers.
Narrator 6: The manager of the Royals was

Clay Hopper.

Clay Hopper (to Rickey): Please don't do this
to me. I'm white and I've lived in Mississippi all my
life. If you do this, you're going to force me to move
my family and home out of Mississippi.

Rickey (to the audience): I'd known Clay
Hopper for many years. | trusted him to deal with
Jackie Robinson in a dignified way—and he did. Clay
really cared about baseball and knew Robinson
would be good for it.

Narrator 5: The Royals had spring training in
Florida, where the pressure on Jackie was strong
and terrible. He didn’t play as well. He got
discouraged but he had the support of some men on
his team, his fans, and his wife, Rachel. Some
incidents stuck in her mind.

Citizen (to Robinson): Get out of our town!
Get out now! There’s no way we'll allow white
people and Negroes to play on the same field.

Baseball player (to Rickey): | used to respect
you, but no more. If you bring Jackie Robinson
along to play my team, | won't play him.

Rachel Robinson (to audience): This opened
our eyes to what things were going to be like, but it
also mobilized a lot of fight in us. We were not
willing to think about going back. It gave us the
kind of anger and rage to move ahead with real
determination. Only one man seemed able to
endure.

All: His name was Jackie Robinson.

ACT FOUR: NEW YORK, 1947

Newskid 1: Extra! Extra! Jackie Robinson
becomes a major leaguer!

Sportswriter 1: Welcome Jackie Robinson! The
fans are rooting for you.

Rachel Robinson: | was very, very excited and
very, very nervous. | was trying to figure out which
players were going to be friendly and how Jackie
was going to make out.

Narrator 6: During Jackie Robinson’s first
game against the Philadelphia Phillies, some
members of that team were especially nasty to him.
The players taunted and threatened him and his
family.

Robinson: | have to admit that this day of all
the unpleasant days of my life brought me nearer to
cracking up than | have ever been.

Ford Frick: As the president of the National
League, | say that any player who won't play with
or against Jackie Robinson will be suspended from
baseball. This is the United States of America. One
citizen has as much right to play as another.

Source “His Name Was Jackie Robinson.” Creative Classroom. Jan./Feb. 1993.
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Robinson: | learned that as long as | appeared
to ignore insult and injury, | was a martyred hero
to many people who seemed to have sympathy for
the underdog. But the minute | began to answer, to
argue, to protest—the minute | began to sound off—I
became a swellhead, a wise guy, “uppity.” When a
white guy did it, he had spirit. When a black player
did it, he was “ungrateful,” an “upstart,” a
“sorehead.”

ACT FIVE: BOSTON

Sportswriter 2 (typing his story): The
dateline is Boston. The Dodgers came here today to
play the Boston Braves. The Braves players shouted
at Jackie Robinson. The fans screamed dirty words
and names. Jackie remained silent. Suddenly Pee
Wee Reese, the popular Dodgers shortstop, walked
over to his teammate. In a show of support, Pee
Wee put his arm around Jackie’s shoulder. The
insults stopped.

Pee Wee Reese: | was born in Kentucky. |
don’t guess that | ever shook the hand of a black
person. But as my respect for Jackie grew, he
became my friend as well as my teammate. (turns
to Jackie) You know | didn't go out of my way to
be nice to you.

Unit I: READING #28

Robinson: Maybe that's what | appreciated
most.

ACT SIX: NEW YORK, 1949

Newskid 2: Extra! Extra! Jackie Robinson leads
Dodgers to second pennant in three years! Wins the
National League’s Most Valuable Player award!

Robinson: | got fan mail from tiny places
where people who never even saw a baseball game
shared one big radio.

Bernice Franklin: I lived in Tyronza,
Arkansas, an all-black town. | wrote this to Jackie
Robinson, “I own and operate a rural general store,
and right now the farmers are gathering for your
game this afternoon...There is no greater thrill than
a broadcast of a Dodgers ball game...We are so
proud of you.”

Red Barber: My name is Red Barber. | did the
announcing of the Dodgers games on radio—you
couldn’t watch baseball on TV in those days. Branch
Rickey and Jackie Robinson thanked me for the calm
way | broadcast the games. | know that if | have
achieved any understanding and tolerance in my
life...it all stems from this...I thank Jackie Robinson.
He did far more for me than I did for him.

All: His name was Jackie Robinson.

NOTE: Actual dialogue was used whenever possible in this play. It is based mainly on Jackie Robinson, a
book for children by Howard Reiser, which was published in 1992 by Franklin Watts.

Sources also included other books for children. Jackie Robinson: He Was the First, by David A. Adler
(Holiday House); Jackie Robinson. by Richard Scott (Chelsea House); and Teammates, by Peter Golenbock
(HBJ Publishers). For adults, Jackie Robinson and His Legacy, by Jules Tygiel (Vintage Books. a division of

Random House), makes fascinating reading.

QUESTIONS FOR KIDS TO THINK ABOUT

1. For which accomplishment is Jackie Robinson most remembered?
2. How did Jackie Robinson’s early life help prepare him for his later experiences?
3. Ateammate said Robinson had the qualities of “leadership and charisma.” What does that mean?

Why were they important?

4. In real life, Branch Rickey spent much time laying the groundwork for bringing a black player into
the Dodgers. He even spoke to experts in human behavior. What does this tell you about Rickey and

his plans?

o

What did Jackie Robinson do after he left the Dodgers? (Research the answer.)

6. Why is it often harder to remain calm in the face of insults than to fight back? What do you think

about this?

Bonus: Who is Frank Robinson2 (He was the first African American to manage a major league baseball
team.) Though major league baseball has taken big strides in the area of racial equality, it still lags in the
hiring of black people as managers. Watch your local newspaper’s sports pages for further developments.

Source “His Name Was Jackie Robinson.” Creative Classroom. Jan./Feb. 1993.
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WE ARE THE WORLD

There comes a time when we heed a certain Send them your heart so they’ll know that
call, when the world must come together as someone cares
one. and their lives will be stronger and free.
There are people dying and it's time to lend a As God has shown us by turning stone to
hand to life, the greatest gift of all. bread,
We can’t go on pretending day by day that so we all must lend a helping hand.
someone, somewhere will soon make a change.
We are all a part of God's great big family and CHORUS:

the truth, you know, love is all we need.
When you're down and out, there seems no
CHORUS: hope at all,
but if you just believe, there’s no way we can

We are the world, we are the children, fall.

we are the ones to make a brighter day, Let us realize that a change will only come
so let’s start giving. when we stand together as one.

There’s a choice we're making,

we're saving our own lives, it's true, CHORUS:

we make better days, just you and me.
Repeat twice
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Source: We Are the World (Lyrics). USA for Africa. Family of God. Audio CD. 1991.
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IMAGINE

Lyrics by John Lennon

Imagine there’s no heaven,
It's easy if you try.

No hell below us, above us only sky.
Imagine all the people,
living for today.

Imagine there’s no countries.
It isn’t hard to do.

Nothing to kill or die for
and no religion, too.

Imagine all the people
living life in peace.

You may say I'm a dreamer.

But I'm not the only one. 103
| hope someday you'll join us
and the world will be as one.

Imagine no possessions.
| wonder if you can.

No need for greed or hunger
and brotherhood of man.

Imagine all the people
sharing all the world.

You may say I'm a dreamer.
But I'm not the only one.
| hope someday you'll join us,
and the world will live as one

C E

Source: Imagine (Lyrics). John Lennon. Bag Productions Inc., 1971.
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IMAGINIE
Lyrics by John Lennon

Read the poem “Imagine” and answer the following questions.

Why might people behave differently if there wasn't any knowledge of a heaven or hell? What is meant
by “all the people living for today?”

What message is John Lennon delivering when imagining “no countries, nothing to kill or die for and no
religion?”

How might the lives of people be different if material possessions were no longer needed or available?
In addition, what if there was no need for food? How would these conditions affect the “brotherhood of
man. and “people sharing all the world?”

Do you feel that John Lennon was a dreamer?

In the line “I'm not the only one,” is Lennon claiming that there are others who feel as he does?

What group does John Lennon want us to join?

What type of world are the dreamers dreaming of when “the world will live as one?”

What type of world do you want to live in? Do you consider yourself a dreamer? If so, what influence

are you capable of making in this world? Do you believe one person can make a difference? Did John
Lennon make a difference in any way?

Source: Imagine (lyrics). John Lennon. Bag Productions Inc., 1971.
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MARJON PRITCHARD

On May 10, 1940, the German Army invaded
the Netherlands. The invasion was a surprise.

During World War I the Netherlands had managed to
maintain its neutrality, and we hoped to be able to
do that again. | was living in Nymegen, close to the
German border and awoke very early in the morning
to the drone of numerous aircraft flying overhead,
and Germans on motorcycles lining the street. It was
clear that the planes were not engaged in one of their
regular raids on England, but that we were being
attacked. It was a miracle that the Dutch held out for
even five days in view of the overwhelming military
superiority of the enemy.

The Germans knew that anti-Semitism would not
be acceptable to the vast majority of the Dutch
people. After the surrender, the occupation forces
instituted a very unsubtle education/propaganda
approach, aimed at converting the general
population to the Nazi ideology. Obviously it would
be much easier to isolate and then round up and
deport the Jews if the majority of the citizens were in
favor of this process. | remember a film called ‘The
Eternal Jew.” | attended it with a group of friends,
some fellow students at the school of social work,
some Jewish, some gentile. It was so crude, so
scurrilous, that we could not believe anybody would
take it seriously, or find it convincing. But the next
day one of the gentiles said that she was ashamed to
admit that the movie had affected her. That although
it strengthened her resolve to oppose the German
regime, the film had succeeded in making her see the
Jews as “them.” And that, of course, was true for all
of us; the Germans had driven a wedge in what was
one of the most integrated communities in Europe.

Gradually the Germans instituted and carried
out the necessary steps to isolate and deport every
Jew in the country. They did it in so many seemingly
small steps, that it was very difficult to decide when
and where to take a stand. One of the early, highly
significant measures was the Aryan Attestation: all
civil servants had to sign a form stating whether they
were Aryans or not. Hindsight is easy; at the time
only a few enlightened people recognized the danger
and refused to sign. Then followed the other
measures: Jews had to live in certain designated
areas of the towns they lived in, and the curfew was
stricter for them than for the general population.
Jews over the age of six had to wear yellow stars on
their clothing; Jewish children could not go to school

Marion Pritchard. “It did
not occur to me, she said,
“to do anything other than
| did...I think you have a
responsibility to yourself to
behave decently. We all
have memories of times
we should have done
something and didn’t. And
it gets in the way the rest
of your life”

with gentile children; Jews could not practice their
professions, use public transportation, hire a taxicab,
shop in gentile stores, or go to the beach, the park,
the movies, concerts, or museums.

The Jewish Committee was instructed by the
Germans to publish a daily newspaper in which all
these measures were announced; the regular Dutch
press was not allowed to print anything about Jewish
affairs. And in 1942 the deportations started in
earnest.

One morning or my way to school | passed by a
small Jewish children’s home. The Germans were
loading the children, who ranged in age from babies
to eight-year-olds, on trucks. They were upset, and
crying. When they did not move fast enough the Nazis
picked them up, by an arm, a leg, the hair, and threw
them into the trucks. To watch grown men treat small
children that way—I could not believe my eyes. |
found myself literally crying with rage. Two women
coming down the street tried to interfere physically.
The Germans heaved them into the truck, too. I just
sat there on my bicycle, and that was the moment |
decided that if there was anything | could do to
thwart such atrocities, | would do it.

Some of my friends had similar experiences, and
about ten of us, including two Jewish students who
decided they did not want to go into hiding,
organized very informally, for this purpose. We
obtained Aryan identity cards for the Jewish
students, who, of course, were taking more of a risk
than we were. They knew many people who were
looking to onderduiken, “disappear,” as Anne Frank
and her family were to do.

We located hiding places, helped people move

Source of this reading: Rittner, Carol, R. S.M. and Sandra Myers, Editors. “Marion Pritchard.” The Courage to Care: Rescuers of Jews

During the Holocaust. New York: New York University, 1995.
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A street in the Jewish ghetto of Amsterdam.

there, provided food, clothing, and ration cards, and
sometimes moral support and relief for the host
families. We registered newborn Jewish babies as
gentiles (of course there were very few during these
years) and provided medical care when possible.

Then | was asked by two men | knew well—one
of whom had become a leader in the Dutch
Resistance Movement—to find a place for a friend of
theirs, a man with three small children, aged four,
two, and two weeks. | could not find an appropriate
place and moved out into part of a large house in the
country, about twenty miles east of Amsterdam, that
belonged to an elderly lady who was a very close
friend of my parents. The father, the two boys, and
the baby girl moved in and we managed to survive
the next two years, until the end of the war. Friends
helped take up the floorboards, under the rug, and
build a hiding place in case of raids. These did occur
with increasing frequency, and one night we had a
Very narrow escape.

Four Germans, accompanied by a Dutch Nazi
policeman came and searched the house. They did
not find the hiding place, but they had learned from
experience that sometimes it paid to go back to a
house they had already searched, because by then the
hidden Jews might have come out of the hiding place.
The baby had started to cry, so | let the children out.
Then the Dutch policeman came back alone. | had a
small revolver that a friend had given me, but | had
never planned to use it. | felt | had no choice except
to kill him. | would do it again, under the same
circumstances, but it still bothers me, and 1 still feel
that there “should” have been another way. If
anybody had really tried to find out how and where
he disappeared, they could have, but the general
attitude was that there was one traitor less to worry
about. A local undertaker helped dispose of the body;
he put it in a coffin with a legitimate body in it. |

hope that the dead man’s family would have
approved.

Was | scared? Of course the answer is “yes.”
Especially after | had been imprisoned and released.
There were times that the fear got the better of me,
and | did not do something that | could have. | would
rationalize the inaction, feeling it might endanger
others, or that | should not run a risk, because what
would happen to the three children | was now
responsible for, if something happened to me, but |
knew when | was rationalizing.

People often ask, Why did | decide to do what |
did?

| was a sinner, that | had had this baby out of
wedlock, and that my punishment was that they were
going to keep the baby, and | would never see it
again. The husband walked me back to the station,
and apologized, but explained that if curious
villagers were to ask the children questions about
this new baby in the family, they would be able to tell
a convincing story.

Why did they respond? There were many Dutch
who sheltered Jews out of their unshakable
conviction that this was the Christian thing to do
and what God would want. This was a family who
responded for that reason. | have heard this view
expressed by other Dutch people.

Another example involves some German
soldiers. During the winter of 1944-45, food was
extremely scarce in the west, and thousands of
women and children, and a few men trudged to the
farms in Groningen and Friesland to buy or barter or
beg some flour, potatoes, or even butter and bacon. |
made the trip with my bicycle (by this time without
tires), took my flute, and some of the family silver,
and was able to obtain what seemed like a wonderful
supply of food. The Germans were constantly
patrolling the roads, but the main danger point was
near Zwolle, where one had to cross a wide river, the
ljssel. There were always many rumors among the
people on the road: when it might be safe to cross the
bridge, where a rowboat might be located, and how
much would be charged to be taken across, etc. That
night the story was that it would probably be safe to
cross an hour before curfew time. About 40 of us
approached the bridge, but we were stopped,
searched, and arrested by German soldiers who took
us to a building they were using as a command post.
We were told that the food was confiscated, but that
we would be allowed to leave the next morning.

| had reached the point where I did not care
what happened, threw all caution to the winds, and
vented the accumulated rage of the previous four

Source of this reading: Rittner, Carol, R. S.M. and Sandra Myers, Editors. “Marion Pritchard.” The Courage to Care: Rescuers of Jews

During the Holocaust. New York: New York University, 1995.
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years. In spite of attempts of the other people to stop
me (they were concerned for my safety), | told the
soldiers what | thought of the war, the Germans in
general, Hitler in particular, and the concentration
camps.

They did not respond at all. The next morning
two of them marched me outside and | did not know
what to expect. But they returned my bicycle and my
supplies, put me on a truck, and drove me over the
bridge.

Why? | don’t know. We did not talk. But they
took a risk, an enormous risk. They had some basic
decency left.

The point | want to make is that there were
indeed some people who behaved criminally by
betraying their Jewish neighbors and thereby
sentencing them to death. There were some people
who dedicated themselves to actively rescuing as
many people as possible. Somewhere in between was
the majority, whose actions varied from the
minimum decency of at least keeping quiet if they
knew where Jews were hidden to finding a way to
help them when they were asked.

It did not occur to me to do anything other than
| did. After what | had seen outside that children’s
home, | could not have done anything else. | think
you have a responsibility to yourself to behave
decently. We all have memories of times we should
have done something and didn’t. And it gets in the
way the rest of your life.

Now, in retrospect, and after reading Alice
Miller’s excellent book, For Your Own Good. Hidden
Cruelty in Childrearing and the Roots of Violence
(New York: Farrar, Straus, and Giroux, 1983), I
believe that courage, integrity, and a capacity for love
are neither virtues, nor moral categories, but a
consequence of a benign fate, in my own case,
parents who listened to me, let me talk, and
encouraged in every way the development of my own
authentic self. It may be redundant to add that they
never used corporal punishment in any form. Being
brought up in the Anglican Church was a positive
experience for me and imbued me early on with a
strong conviction that we are our brothers’ keepers.
When you truly believe that, you have to behave that
way in order to be able to live with yourself.

Unit I: READING #31

Mr. Pollak, with two of his children, the
family that Marion Pritchard hid in the
house outside Amsterdam

Marion P. van Binsbergen Pritchard was
honored by Yad Vashem in 1983 for helping Jews
during the occupation of Holland. After the war,
she moved to the United States and now lives in
Vermont. She is a psychoanalyst, and is in the
film, “The Courage to Care.”

QUESTIONS FOR “MARION PRITCHARD”

from The Courage to Care

1. How did Marion overcome her fear and step
from inaction to becoming a rescuer?

2. How does Marion explain the difference
between her interpretation of what constitutes a
bystander and a rescuer?

3. Do you think you could have overcome your
fears and have done what Marion called, “the
responsibility to yourself — to behave
decently.”2 Comment.

Source of this reading: Rittner, Carol, R. S.M. and Sandra Myers, Editors. “Marion Pritchard.” The Courage to Care: Rescuers of Jews

During the Holocaust. New York: New York University, 1995.
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THE WHY IN WYOMING
SEEKING ANSWERS IN A
GRISLY GAY MURDER

Karen Roebuck

LARAMIE, WYO.—One night last fall, Matthew
Shepard, a 105-pound freshman at the
University of Wyoming left a bar with two men,
believing they were, like him, gay. He ended up dying
a death so violent it's hard to imagine another
human being could be responsible. This week in what
has become a depressingly familiar courtroom ritual,
America will glimpse what makes his alleged
murderers tick. Similar to last month’s trial in the
dragging death of a Jasper, Texas, man, the question
this time is what kind of people would beat a man
senseless and leave him to die lashed to a fence in
the cold of the night?

If there are any answers, they could come during

the trial of Russell Henderson. If convicted, he and
his friend Aaron McKinney, both 22, could get the
death penalty. McKinney’s trial is to start in August.
Defense lawyers have suggested they may use the
defendants’ troubled lives as an explanation.
Henderson, though once an honor student, never
graduated from high school and spent much of his
childhood under the violent sway of his alcoholic
mother’s abusive boyfriends. McKinney, also a
dropout, reportedly took a turn for the worse when
his mother died in 1993 after routine surgery.

But prosecutors say nothing can explain what
happened to Shepard. And, they will argue, death is
the only punishment that fits such a horrific crime.

Source: Roebuck, Karen. “The Why in Wyoming. “ U.S. News and World Report. 29 March 1999. 40.
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DEATH IN THE PRAIRIE
A VICIOUS MURDER SPOTLIGHTS RISING
VIOLENCE AGAINST GAYS AND SHATTERS

A CLOSE-KNITT WYOMING COMMUNITY
Betsy Streisand

Ahideous crime is committed, a community
traumatized. A wrenching national debate
ensues. And in what is becoming an almost perverse
but predictable ritual, a town goes under the
microscope. Paducah, Ky. Jonesboro, Ark. Jasper,
Texas. And now, Laramine, Wyo. The sad litany grows
longer.

Judgement Day came fast last week for Laramine
when Matthew Shepard died. Pistol-whipped,
tortured, then lashed to a fence and left for dead,
Shepard suddenly became a symbol of growing
violence against gays. Police say robbery was a
motive for his killing. But Shepard’s attackers
apparently chose the 5-foot, 2-inch, 105-pound
college freshman in part because he was gay.

As details emerge, questions about whether
Shepard’s murder was a crime of hate or just a
hateful crime become harder to answer. What is clear,
though, is how crimes of such surpassing brutality
can convulse communities like Laramie. In big cities,
violence is a constant, police sirens amplified by
grisly reports of rape and murder on the nightly
news. But for Americans in smaller cities and rural
areas, violence is not a constant. This is why, at a
level deeper than debates over gay rights and hate
crime statutes, the murder of Matthew Sheppard is so
wrenching.

Just north of the Colorado border, Laramie is
described in the Chamber of Commerce brochure as
a city with a homicide rate of 0.00. Largely because
of the presence of the University of Wyoming,
Laramie prides itself on being one of the most
tolerant towns in the state.

But if the murder charges filed against Russell
Henderson, 21, and Aaron McKinney, 22, are true,
the suspects are aberrant products of a live-and-let-
live culture. “What these boys did is so horrible, and
I hope they fry,” said Kelly Wilson, a University of
Wyoming sophomore who moved to Laramie two

years ago from South Dakota. “But what they did isn’'t
Laramie.”

Like many towns suddenly thrown into the
spotlight, Laramie now must deal with its shock and
sadness while defending itself against what it sees as
character assassination by the media and gay
activists. In what has become an almost textbook
response of other towns convulsed by sudden
violence, the community immediately pulled
together. The university scheduled teach-ins on
tolerance, where 10-year-olds who had never met
Shepard wrote poems about his death. Yellow
armbands with green circles for peace became a
fashion statement. In shop after shop, residents
reassured reporters, and each other, that Shepard’s
murder could have happened almost anywhere.
“Because we're a small town, everyone thinks we’re
a bunch of backward, ignorant rednecks who believe
in this kind of thing,” said Richard Marron, a real-
estate broker. “There’s a large silent majority of good
people in this town with good values.”

Silence, apparently, is a hallmark of Laramie-and
a necessary survival skill, if you happen to be gay.
“Nobody bothers you if you're gay in Laramie as long
as you keep it to yourself,” says Doug Ferguson, a
bouncer at the Fireside bar, where Shepard met
Henderson and McKinney the night he was fatally
bludgeoned. “But if you show it off, well, then that’s
different.”

That's common knowledge in Laramie. Meesha
Fenimore, 18, a freshman who befriended Shepard,
says she has been harassed since she started school
there. Describing herself as “butch,” with a shaved
head and lots of “symbolic” gay jewelry, Fenimore
says she has frequently been called names and that
one of her male classmates even followed her home,
hurling insults at her along the way “Black people
can't hide their blackness. | don’'t want to hide my
gayness.”

Source: Streisand, Betsy. “Death in the Prairie.” U.S. News and World Report. 26 October 1998. 23-25.
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Watch how you walk. But for those who want
to come out, there aren’t many places to go. Although
gay student organizations meet with the university’s
blessing, there are no gay bars in Larmie. Two men
wouldn’t dare walk down the street holding hands,
nor would they dance together at any of the town’s
more than 20 bars. In Wyoming you even watch the
way you walk if you're gay. Shepard, who has
repeatedly been described as “openly gay,” was
hardly an exhibitionist. A political science major who
wanted to work to advance civil rights, Shepard
affiliated himself with many gay causes but according
to friends, didn’t flaunt his homosexuality

Just the opposite. He would drive more than 80
miles to Fort Collins, Colo., to be able to dance
openly with another man. The night of the beating,
Shepard came into the Fireside bar alone at around
10 o'clock, after a meeting and dinner with friends
from the Lesbian, Gay, Bisexual, and Transgendered
Alliance. Shepard was alone when he sat down at the
bar and ordered a Heineken. About an hour later,
Henderson and McKinney came in and sat several
stools away. They bought a pitcher of beer with
nickels and dimes. McKinney's girlfriend, Kristen
Price, told the TV newsmagazine 20/20 that
McKinney told her Shepard approached and “said
that he was gay and wanted to get with Aaron and
Russ.” Price also said that Henderson and McKinney
did not intend to “hurt him this badly. They just
wanted to beat him up bad enough to teach him a
lesson.”

Police are releasing very few details about the
case but other witnesses say the two suspects
approached Shepard and told him they were gay.
Before long, the three left together. After luring him
out of the bar, Henderson allegedly pistol-whipped
Shepard with a .357-caliber Magnum. Then, police
say, the two men drove him to a deserted area where
they lashed him to a fence and beat him as he begged
for his life. Before they were done, they had taken his
wallet and shoes, and gotten his address so that they
could rob his apartment.

Drugs and drink. Police will never know why
Shepard left the Fireside with McKinney and
Henderson. But those who know the alleged kKillers
say they were always just a step away from trouble.
Both men had reputations in Laramie, a small town
with a big methamphetamine supply, as being
involved in drugs, alcohol, and fighting. (After the
pair strung up Shepard, the police say, they attacked
two Latino men who fought back. McKinney’s arrest
in Shepard’s killing came at a hospital where he was
being treated for a head injury.) Police, who say they
“knew” both suspects, refuse to comment on whether
either of the pair was using drugs the night of the
beating. Friends who know both suspects say they
are heavy drinkers and drug users with bad tempers.
“They were both unstable and they were both into
crystal meth a lot,” said a close friend of Chastity
Pasley, who lived with Henderson in a dilapidated
mobile home at the edge of town.

“It wasn’t meant to be a hate crime,” McKinney’s
girlfriend and the mother of his 4-month-old son told
the press with unintended irony. “They just wanted to
rob him.” Yet with both men possibly facing the
death penalty, even those in favor of hate crime
legislation say in this case it is a distinction without
a difference. “We’'d support anything that would
make it easier for us to do our jobs,” said Rob
DeBree, the lead investigator in the Shepard case.
“But in this case, you can't enhance death and you
can't enhance life. They're both powerful sentences.”

Still, the furor followed Shepard even to his
funeral. The 650 mourners who attended services in
his hometown of Casper on a snowy afternoon Friday
had to pass by a small band of anti-gay protesters
fenced in near the church holding signs decrying
“fags.”

“This is his funeral,” said Rachel Anderson, 20,
a teary and incredulous childhood friend. “It doesn’t
matter if he is gay. It is so stupid that they're here.”

With Elise Ackerman and Karen Roebuck

Source: Streisand, Betsy. “Death in the Prairie.” U.S. News and World Report. 26 October 1998. 23-25.
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JASPER’S LESSON::
A TEXAS TOWN HEALS I'I'S WOUNDS

Dan McGraw

]ASPER, TEXAS—Last June, this town was close to
imploding. A 49-year-old disabled black man,
James Byrd Jr., had been slain, allegedly murdered by
racists who savagely beat him, then chained him to
their truck by his ankles and dragged him along until
his body lay in bloody pieces on the road.

The sickening crime left this once quiet town of
8,000 reeling. Three men with ties to white
supremacy groups were arrested within 24 hours, but
the New Black Panthers rode in warning black
residents to arm themselves. The news media horde
descended and began prodding Jasper citizens for
any evidence of racial hostility. And the Ku Klux Klan
announced it would rally in the town square. A few
days after the killing, with tensions rising, the Rev.
Jesse Jackson arrived to address a church service.
Walter Diggles, a local black leader, asked what he
planned to say. The silver-tongued Jackson said he
wasn'’t sure.

“l told him that he needed to compliment the
district attorney, the sheriff, and the police
deparment for their swift action,” says Diggles, 26,
head of the regional Council of Governments. “And |
told him he needed to emphasize that the black and
white communities had to work together to heal. He
said those things, and that's when we turned the
corner.”

United front. Four months later, Jasper is just
beginning to regain some sense of normalcy. But the
town’s handling of the slaying could be a case study
of how leaders can mend traumatized communities.
Within 24 hours of the killing, the local sheriff and

district attorney had suspects in custody and had
asked the FBI for help. Local black leaders like
Diggles and Mayor R.C. Horn refused to play the race
blame game. And Jasper officals—black and white—
kept a united front, condemning the hate messages
from all sides.

The national media expected Jasper, 40 percent
black, to fit the Southern backwoods stereotype of
whites in power and blacks in squalor. Instead, they
found a town where blacks hold top posts and most
of the neighborhoods are racially integrated.

When the Klan rallied two weeks after the
killing, Mayor Horn advised everyone to “go fishing”
for the day. Jasper also held a series of town meetings
to discuss ways to ease mounting racial pressures.
Horn says some national black leaders pushed him to
publicly denounce the whites in his town as racists.
But he refused. “I can't say that,” says Horn. “There
is some racism in the whites, but there is also racism
in the blacks, too. | am the mayor for both groups.”

The next step in Jasper’s healing will come in
January when the capital murder trials of the three
alleged killers are set to begin. Some residents want
the trials moved, to spare the town from the media
glare. Others, however, believe the only way to put
this painful episode to rest is to see it through to its
conclusion. “It's important for Jasper to take care of
its own business,” says Jasper County District
Attorney Guy James Gray. Jasper’s leaders have
shown they can do just that.

Source: McGraw, Dan. “Death in the Prairie.” U.S. News and World Report. 26 October 1998. 23-25.
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THE REICHSTAG IS BURNING

Ina Friedman

At sixteen, Arthur Kahn was eyewitness to the terror instituted by the Nazis in 1933. He lived in Berlin

with his father, a prosperous lawyer; his mother; and two younger brothers.

In the fall of 1933 a knock sounded at our door. |
opened it. Two SS men in black leather coats
stood them

“Herr Richard Kahn?”

“Just a minute,” | said, staring at their black
boots. “I will call him.”

Father came into the hall. His face turned white.
“Yes?”

“You are under arrest for crimes against the
state,” one of the men said. They seized him under
the arms and dragged him towards the door.

“And what is my crime?” my father demanded.

“Sedition. We have been informed by the janitor
that you have foreign books on your shelves.”

“But | am a good German,” Father said. “I served
the Kaiser in World War 1.”

“You are making a mistake,” cried Mother, who
came into the hall as they were dragging him away.

When they shoved him into the elevator, Father
called out, “Arthur, take care of your mother and
brothers. Remember, you are the oldest.” And he was
gone.

Mother became hysterical. “Quick, Arthur, help
me burn the French and English books.” In a frenzy,
she began to throw books into the woodburning
stove in the kitchen.

“Mother,” | protested, trying to stop her, “you’re
no better than the Nazis.”

“What do you know, Arthur! You're only
sixteen.”

The next morning, Mother went to the police
station to ask about Father. “You are wasting your
time. Don't bother us,” they told her.

| remembered February 27, the evening of the
Reichstag fire, a few months earlier. The dark winter
sky had turned red as our parliament building
burned, and the flames illuminated the entire
Tiergarten district. Wolf, Fritz and | stood at the
window, watching in disbelief as the fire blazed
unattended We listened for the sirens and the fire
trucks, but they never came. Mother refused to look
out the window.

“Alyce,” Father cried, seizing her by the

shoulders and thrusting her in front of the curtain.
“The Reichstag is burning. Can't you see it's time to
leave.”

Mother broke away. “It's only a temporary
madness. Things will get better. My grandfather
fought for Bismarck. It's only the foreign-born Jews
who will have trouble.”

“Alyce, a Jew is a Jew. We must leave — for the
children’s sake.”

“I will not leave my parents and my homeland.”
My small, slim mother sat down in her damask chair
and picked up her needlepoint. “You always said you
were a German first and a Jew second.”

We all stared at Mother. This was the first time
she had ever defied Father. When he and his friends
met on Saturdays to plan our emigration to South
Africa earlier that year, she had not protested. Now
our visas had arrived, but despite the fire below, she
refused to leave.

“Fool,” Father said to her, “Germany does not
want me, | have accepted its decree.”

The day after the Reichstag fire, all individual
rights guaranteed by the Weimar Republic were
suspended. Only Nazis could hold public meetings All
liberal newspapers were taken over by the Nazis.
Truckloads of storm troopers in their brown
uniforms roared down the Kaiser Alee and stopped
before the apartment house next door. We watched
from behind the curtains as several prominent
writers and liberal thinkers were dragged out of the
building.

Jewish businesses were boycotted, and my
brothers and | were expelled from school. Signs were
posted on park gates and theatres: “No Jews and Dogs
Allowed.”

Every week, Wolf, Fritz and | would stand at the
apartment window and watch the Hitler Youth
parade pass. How we wished the hated Hitler Youth,
in their spotless uniforms, would tumble when they
stopped to form a perfect pyramid!

One mild evening in May 1933, Wolf and | were
returning from a meeting. As we strolled towards the
University of Berlin, we noticed a crowd gathering in

Source: Friedman, Ina R. “The Reichstag is Burning.” Escape or Die: True Stories of Teens Who Survived the Holocaust.

New York: Yellow Moon, 1991.
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front of the Opernplatz. We stopped to see what was
happening.

In single file, students marched out of the
library, a lighted torch in one hand and books in the
other. The flames cut an eerie red rim around the
darkness. The students paused before a huge pile of
burning books that had been collected by SS troops
from other libraries.

As each student tossed his armload of books into
the flames, an SS trooper called out over the
loudspeaker the names of the “subversive authors”
whose books were being destroyed: “Thomas Mann,
Heinrich Heine, Albert Einstein, Erich Maria
Remarque...” Here and there, a protesting sheet, its
edges singed, escaped the flames end floated across
the Opernplatz.

After reading the list of the German authors, the
SS trooper began to stumble through the names of
condemned foreign writers: “Jack London, Upton
Sinclair, Helen Keller

Josef Goebbels, Minister of Propaganda,
appeared to pronounce the final epitaph. The small,
gnomish man stood before the students and
spectators to say, “These flames not only illuminate
the final end of an old era, they also light up a new
one.”

A month after my father’s arrest, |1 was in the
kitchen eating a sandwich of knockwurst and ersatz
bread. | heard scratching at the window and looked
up. Father stood on the fire escape dressed in a black
and white prison uniform. He held his finger to his
lips.

| opened the window, and he crawled inside,
smelling of disinfectant.

“Are you all right?” | asked, as he embraced me.
| looked at his gaunt face. His clothes hung on his
slight frame. “Where were you?”

“Spandau prison. | pretended to have a heart
attack, and they put me in the hospital. When the
orderly went off the floor, | hid in the laundry truck
and escaped.” He wolfed down the remainder of my
sandwich.

Mother heard our voices and came into the
kitchen. “Richard,” she said. “Thank God.” Wolf and
Fritz appeared.

“I've been watching the apartment house for
hours,” Father said. “The janitor just left for his Nazi
party meeting. He must not know I've been here.”
Father took off the uniform. “Quickly, Arthur, pack
some food while | change clothes. Fritz, burn this
uniform.”

While he changed, he rifled through the mail.
There was a letter from Adolph Hitler. It read: “You
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have been awarded the Iron Cross for your service to
the Kaiser during World War 1.” Father pocketed the
letter and left.

A few hours after the Nazis discovered Father’s
escape, they came to our house. “Where is Richard
Kahn?”

Mother stood there, trembling. “But you took
him away. What have you done with him?” She was
so petrified of the Nazis, her lying appeared
believable.

“If he contacts you, you must inform us.
Otherwise, there will be measures.”

Mother fainted. When she came to, she said,
“Arthur you must join the Youth Aliyah. You must
learn to become a farmer. Then you can go anywhere
in the world. It's your only chance.”

Youth Aliyah was a Zionist movement which
trained young Jews to become farmers, so they could
go to Palestine. The Nazis permitted this project
because they wanted as many Jews as possible to
leave the country. When | joined a nearby camp in
Halbe, Fred Perlman, the director, taught me to milk
cows and put me in charge of the barn. He also
taught us Jewish songs and history, and pride in our
Jewishness. After being subjected to Nazi propaganda
telling us how inferior we were, we needed to
develop self-esteem.

Meanwhile, the night my father left our house he
had been hidden by his German employers. The next
morning, he took a train to a town on the
Czechoslovakian border. When he stepped onto the
station platform, he saw a sign over the door. “Jews,
enter this place at your own risk.”

Father registered at a hotel a few blocks from the
bridge leading to Czechoslovakia.

The police chief laughed at his request for a
permit to visit an “insurance” client in
Czechoslovakia. “No good German wants to leave
Germany, sir. You are a traitor.”

“A traitor? You are mistaken,” Father replied,
pulling out the letter from Hitler. “Would the Fuehrer
award an Iron Cross to a traitor?”

“All right,” the officer said, handing him a pass,
“but leave your luggage in your hotel room.

Father walked over the bridge connecting the
two countries. He had to figure out some way of
retrieving his luggage.

At a small cafe overlooking the stream, he asked
a waiter, “Can you go back and forth without a pass?”

“Of course. The guards know me.”

“Here is the key to my room. Bring me my
suitcase, and | shall share the contents with you.”
Father slipped him a large tip. The waiter promised

Source: Friedman, Ina R. “The Reichstag is Burning.” Escape or Die: True Stories of Teens Who Survived the Holocaust.

New York: Yellow Moon, 1991.
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to go at sunset.

At sunset, Father returned to the cafe and
ordered a beer. As the accordion player struck up a
polka, Father forced himself to sing and tap his feet
in rhythm, just like the rest of the patrons.

Suddenly, there was a shot. The owner of the
cafe rushed onto the terrace. “Someone sent my
waiter for a suitcase, and it fell open, revealing
hundreds of marks. The Germans are holding the
waiter.”

All the patrons jumped up and ran towards the
bridge. Father rose, but walked out the back door and
thumbed a ride to Prague.

In Prague, a Jewish relief agency provided him
with lodging, but before he went to sleep, Father sent
a postcard to cousins in Charleston, West Virginia. It
read. “I need help. Please contact me through the
Joint Distribution Committee in Prague.”

These distant cousins, now living in Baltimore,
Maryland, received the forwarded postcard. They
immediately sent money and an affidavit, which
promised the American government that they would
be responsible for Father when he emigrated to the
United States. Father booked passage and arrived
safely.

Once in Baltimore, Father grew more and more
frantic. The German government refused to release
us. He and his cousin approached the State Depart-
ment in Washington, D.C. At first the State
Department said there was nothing they could do.

Father pleaded with the officials “What kind of
government refuses to release a woman and three
young boys because the father fled? They must get
out of Germany. Each day the situation grows worse.”

The State Department prodded the German
Foreign Office. Because the 1936 Olympics were
scheduled to take place in Berlin in only a few
months, Germany wanted to appear reasonable to
the rest of the world. Two years after Father’s escape
from prison, the Nazis granted us “valid for twenty-

QUESTIONS

1.

2. How did they feel about their German heritage?
3.

4. In what sense were they victims?

5. How do you feel about the choices they made?
6.

four hours only” passports. A slipsheet had been
inserted with the passports: “Remember, you are a
good German.”

Father met us in New York. From the top of the
Empire State Building, we gazed down on the
skyscrapers and at Rockefeller Center, glowing with
Christmas lights. In the morning, we took the train
to Baltimore, filled with happiness for America and
all things American. Here, life would be truly
wonderful.

Father led us up the steps to our apartment on
Spaulding Street. We stared at the mattresses
supported by vegetable crates and at the kitchen
table with its flaking blue paint. Our Baltimore
cousins had stocked the kitchen, but aside from
Father’s books, which we had sent over the year
before, the apartment was bare.

“We have a place to sleep and a place to eat,”
Mother said. She took out the only painting she had
managed to save and hung it on the wall. “We are
home. We will never talk about Germany again. As
soon as we learn English, it will be the only language
spoken in this house.”

Arthur Kahn served
with the United States
Army during World War
Il. He is now an
executive of a greeting
card company. Once a
year he returns to
Germany to attend a
convention. Each time
his plane approaches the airport, he begins to
perspire and to relive the deaths of his family and
friends at the hand of the Nazis. “I tell myself
over and over that it is time to forget...old
prejudices should not be carried over to the new
generation. But | still ask myself what | am doing
on this plane”

How would you describe the family of Arthur Kahn when they lived in Germany?

How did the unfolding events in Nazi Germany affect the family’s beliefs and behaviors?

What were the probable consequences for each of the alternative choices they had?

Source: Friedman, Ina R. “The Reichstag is Burning.” Escape or Die: True Stories of Teens Who Survived the Holocaust.

New York: Yellow Moon, 1991.
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MIAMI MAN DIES AT HANDS OF A
GUNMAN = BUT HANDS OF PASSERSBY
ARE BLOODY, AS WELL

Leonard Pitts, Jr.

Y ou ought to be outraged at what happened to
Jose Ramon Baldizon. Not just the fact that the

23-year old Miami gas station attendant was robbed
in his workplace Sunday afternoon. Not even the fact
that the robber killed him with a single gunshot to
the side. No, the thing that really ought to make your
mouth go dry is this: Three separate times, people
walked in on the robbery in progress. Three separate
times, they saw a man with his hand in a brown
paper bag pressed against the side of an obviously
terrified Baldizon. And three separate times, they did
nothing.

One of the three has since come forward to say
she didn’t realize what was going on. The second has
told police he heard Baldizon plead with the gunman
to let him go; the third witness has yet to be
identified. None tried to interfere or call police.
They just spun around and left, salvation making a U-
turn.

You ought to be outraged. And you ought to
remember, if you're old enough, Kitty Genovese.
Thirty-three years ago, she was hacked to death on a
quiet street in Queens. The attack took half an hour
and was witnessed by 37 of her neighbors. Who did
nothing.

We all know the mantra of such urban apathy by
heart: “I don’t want to get involved. | just mind my
own business.” But that’s a crock. We are involved.
This is our business.

Who is it that lives in fear of dark corners and
late hours? Who is it whose freedoms have been
eroded hit by tiny bit these last decades? Who is it
who's taking self-defense courses, buying home
security systems and learning to quickstep toward
the car, keys in hand? You, that's who. And me.

Don't you know we owe each other better than
this? Don't you understand that it's your duty to
watch my back and mine to watch yours? Haven't you
figured out yet that we are all we've got?

Of course, that's the problem, isn’t it? There is no
more we, just me- just shortsighted self-interest.
We've lost sight of community, mislaid our sense of
social covenant. And that's the real tragedy.

Source: Pitts, Leonard Jr. The Philadelphia Inquirer. 17 April 1997.

Ultimately, after all, it's not fear of police or
courts that maintains the peace. It's that covenant,
the implied rules that allow us to exist as a society.
It's the understanding that there are some things you
do simply because you are supposed to.

That's the real reason we stop at stop signs, pay
our subway fare, wait our turn at the market, even
when we could easily get away with breaking the
rules. It's why we help a man in trouble.

“Because we are supposed to.”

Otherwise, how can we call ourselves a society?

There are already places where we cannot,
neighborhoods as lawless and mean as a frontier
town in the Old West. You look at such places and
shudder, wondering if they are a foretaste of the
future.

Why not? Any time the covenant can be broken
with impunity, the result is inevitable: Order breaks
down like an old jalopy, peace of mind frays like a
dry-rotted cloth. And all hell breaks loose.

Crime didn’t do this to us. We did it to ourselves.
Because the issue is not simply fear, but a deeper
thing, a soul corrosion. Consider what happened
Sunday. Granted it's hard to blame the people who
walked into that gas station for not physically
challenging an armed robber; | can't say | wouldn't
have fled the place just as they did. But | know with
a certainty that if | had been able to get to a place of
safety, | would have called police instantly.

You can only wonder at the humanity of
someone who had that chance and did not. You can
only imagine what went through Baldizon’s mind
when he saw those people coming. Did he rejoice,
thinking himself saved? Did he wait for the sound of
sirens that never came?

Or did he know how cold this world can be? Did
he realize he was on his own?

The social covenant is not an abstract concept,
but the only real barrier between civilization and
savagery. Sunday afternoon, it was the only hope for
Jose Ramon Baldizon. And it wasn’t nearly enough.
Leonard Pitts, Jr. is a columnist for the Miami
Herald. His email address is elpjay@aol.com
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THE INDIFERENT ONES

Many German citizens, when asked why they did not rise up against the Nazi government’s anti-
Jewish policies, claimed that they did not know what was happening. Some explained that they were
not interested in politics, or that they trusted their government to do the right thing. Others claimed that
their first responsibility was to their families. This indifference to the political affairs of their country was
a major reason for the lack of widespread resistance to the Nazi government.

In the first reading, Ellen Switzer interviews people who lived in Nazi Germany. The interviews reveal
some of the reasons people have given for their “inactive” roles in the political life of their country. A
comparison is made with attitudes of Americans during the 1960s.

The second reading is from Elie Wiesel's The Town Beyond the Wall. The author fictionalizes an
encounter between a Holocaust victim and a spectator who watches as Jews were taken from their
homes. Wiesel challenges us to consider the responsibility of the onlooker for human events. He asks
whether the most inhuman position of all might be that of the uninvolved spectator. For a society like
our own, so used to watching television, watching sports, and watching people, the reading raises
profound questions about the quality of our own lives.

IN GERMANY

Ellen Switzer

“ Why do people like you keep asking us

what we thought and felt about the
Nazis?” asked a handsome blonde woman in a Berlin
suburb in 1973. “I was fourteen when Hitler came to
power, and | couldn’t have cared less. | was never
interested in politics...all politicians are crooks, yours
as well as ours. What does politics have to do with
me? I'm a zoologist, and frankly, animals have always
interested me more than human beings. | felt that
way when | was an adolescent, and | feel that way
now.”

She also insisted that she did not join the Hitler
Youth “because that kind of thing just didn't
appeal to me,” and that she spent most of her youth
in the country, reading, playing the violin and bird
watching. “What did you do about the war in
Vietnam? You may not have liked all those stories
about children being burned by napalm or My Lai, or
the bombing of hospitals, but you didn't do much
about that, right? And | bet you didn't stay awake
nights worrying about the war, did you? Of course,
your press informed you a lot better than ours did,
and you wouldn't be shot for protesting. But how

many Americans really cared about Vietnam or
Watergate, or whatever it was you did to blacks and
American Indians, for that matter? Very few of you, |
bet. You worry about the price of food and getting
ahead in your profession, and you probably have
some kind of hobby. My hobby is music, not politics.
| don’t think very many people would list ‘honest
government’ as, their prime interest...No, | don’t feel
guilty about what happened in Germany under Hitler.
Why should 1? Do you feel guilty about Vietnam?”
| told her that I did. She looked surprised. “You must
be the guilty type. Have you thought of seeing a
psychiatrist? But then, | don’t really believe in
psychiatrists either. Most of them are crooks, t0o.”
Hilda said all this in a completely detached,
unemotional voice. She told of her childhood and
youth, completely divorced from what was going on
around her, living in the country and “minding my
own business.” She had, of course, heard some bombs
exploding in the distance; but because of her family’s
wealth and connections, she lived on an estate so far
removed from a major city that not one bomb or
shell fell near it. “When the Americans ‘liberated’ us,

Source: Furman, Harry, ed. “The Indifferent Ones: In Germany (by Ellen Switzer) and In Hungary” (by Elie Wiesel). The Holocaust and
Genocide: A Search for Conscience—An Anthology for Students. New York: Anti-Defamation League, 1983.
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they took over our house,” she said resentfully. “I
told them | didn’t believe in Killing... | wouldn't even
step on an ant, so why bother me about something
that a bunch of crazy men did, even if it was in my
name. I've never voted in an election and | never will.
All governments are alike, and | couldn’t care less
who runs the country as long as I'm left alone.”

Hilda’s story about not being a member of the
Hitler Youth did not check out. She had indeed been
a member, but a very inactive one. It would have
been impossible for her not to join. If she wished to
go to school, membership was almost surely
mandatory in her town. But friends remember that
she missed most meetings, because she was “sick” or
because “she couldn’t get transportation into the
town.” “Perhaps she really didn’t know or care,” one
neighbor said. “Unless the whole miserable situation
was forced on you, you really often tried to avoid
coming to grips with it.”

Hilda's mother, an elderly, highly educated
widow, presents a different picture. Her best friend
had been a Jewish woman, whose first husband, a
Socialist, was arrested early in 1936. He died in
prison four days later. She remembers going into
town to try to console her friend. “Obviously, | was
taking a risk going to see her under the
circumstances, but we had been close for so long...”
she said. She also smuggled fresh vegetables, sausages
and loaves of bread from their estate to her friend
when rations for Jews had reached the starvation
level. “Sometime, in 1940, my friend fell in love and
married again. Of course, | couldn't go to the
wedding...that would have been too dangerous, but |
prayed that she’d manage somehow to be happy. Her
second hushand was taken to a concentration camp
six months later. She never heard from him again.
She hanged herself in 1941..” The older woman’s
eyes filled with tears. Had she never discussed any of
this with her daughter?” “One doesn’t want to worry
one’s children, does one?” she said. “Hilda was so
absorbed in her bird watching and her music... there
was no point in telling her all these sad things. Youth
is supposed to be a happy time...” It seemed useless
to point out that by 1941 Hilda really wasn't that
young anymore.

In a small villa outside of Berlin, lives a German
composer whose hit songs were popular not only in
Germany, but all over the world. A dapper little man
in a red smoking jacket with a white silk scarf, he
said that, of course he “regrets” Germany’s past. “But
I was an artist, so politics really wasn’t my field,” he
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pointed out. “I knew that Hitler liked my music. | had
written a children’s opera, and he even suggested to
Dr. Goebbels the Minister of Propaganda, that he take
his own children to see it. Not only that, when young
men were drafted into the army, | got a draft
exemption because Hitler considered me a fellow
artist and felt that my musical compositions would
inspire the German nation. Naturally, | was proud of
this distinction. Everyone wants to be appreciated,
don't they?”

He said that he had remained a civilian, writing
songs for “practically every German army unit.”
“What was expected of me was a lot of trash, of
course, but then popular taste isn't what one would
like it to be,” he added. “The words of the songs were
full of hate and referred frequently to enemy blood
streaming in rivers down gutters, and enemy cities
being bombed into rubble. I thought some of that
was really in exceedingly bad taste... much overdone.
But I didn’t write the words, only the music. They had
all kinds of official poets in charge of words. That
was not my responsibility. As a matter of fact, Dr.
Goebbels, himself, wrote the words to one of my
melodies.” That fact still seemed to fill him with a
certain amount of pride. Had he ever been a Nazi?
“Well, of course, everybody had to join the party and
the party Musicians Association. But | never took any
of that very seriously. After all, I'm an artist, not a
politician...” he repeated.

The same point was made by an outstanding
German film producer who was in her late teens and
early twenties during the last years of the Weimar
Republic and the early Hitler years. “I just pointed my
camera and filmed,” she said. “I did the best job
possible. Many of my techniques are still being
copied by people in my field today. Yes, | made
propaganda films for the Nazis. That was the only
work | could get ... and work was more important to
me than anything else. “..she finds it difficult to
understand and accept the fact that many theaters
throughout the world won't show her current work,
that she has not been employed
by either German or U.S. television... “Why do people
have to mix art and politics?” she asks rather angrily.
“I never did...”

A common thread runs through all the
interviews with Germans who insist that they didn't
know what was happening in their country during
the early, or even the late, Hitler years. Most consider
politics something that should concern politicians,
and possibly government professors, but certainly

Source: Furman, Harry, ed. “The Indifferent Ones: In Germany (by Ellen Switzer) and In Hungary” (by Elie Wiesel). The Holocaust and
Genocide: A Search for Conscience—An Anthology for Students. New York: Anti-Defamation League, 1983.
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not themselves. “What can a little man do anyhow?”
“After all, | was an artist, a zoologist, a postman, a
baker ... I didn’t have any influence. . .” “I never got
involved in anything that didn’t concern me . . .
politics didn't. | took care of my family, isn't that
everybody’s first responsibility?” “I did what | was
told, and didn’t ask questions, | thought that the
people running the government knew more about
their business than | did. Good citizens obey their

leaders. | still feel that way. Look at what all those
rowdy, rude demonstrators accomplish today.
Nothing, except give their country a bad name.” . . .
Hilda was right, in a way. There are similar quotes on
tapes made for other stories about the war in
Vietnam, My Lai, police brutality and corruption,
Watergate. Only those tapes were recorded in towns
and cities in the United States.

IN HUNGARY
Elie Wiesel

Istopped in front of the house. The window was
bright. The doorway was in the courtyard. |
meditated for an instant: was this really an act of free
will? | breathed deeply and pushed at the door
without bothering to knock...

There he was. Seated at a table, leaning on his
elbows, his face in profile, he was reading a book. I'd
have known him among a thousand. A heavy round
head, completely bald. He hadn't changed. But now
he was wearing glasses. A symbol of anonymity, the
average man. | watched him in silence. A fly skipped
along his skull: he didn’t take notice. | stared at him
without hate, without scorn. All | felt toward him was
curiosity.

He sensed a presence suddenly. His eyes shifted
toward the door; he saw me and started. “What do
you want?”

On his feet, leaning against the table, he faced
me. The features | had seen at the window. Large cold
eyes, opaque as the ice that covered the river. A
startling absence of eyebrows. Receding chin.
Innocence itself; what does not exist is by definition
innocent.

“I'm thirsty, “ my little sister said.

“Who are you?”

| did not answer...

“What do you want?” he said firmly.

“To humiliate you.” | said.

“I'm thirsty,” my little sister said.

She had the most beautiful hair in the world.
The sun loved to carouse in it. But on that spring
day—a Saturday-she wore a scarf on her head, as if
she were old and a widow. She was eight years old.

“I'm so thirsty,” she said. | couldn’t bring her water.
The police were guarding the gates of the courtyard.
We were forbidden to go out. And this man stood at
the window and watched.

“I've come a long way,” | said. “I've come to
humiliate you.”

| wanted to see him on his knees, licking the
dust on my shoes. To make him taste the loneliness
of cowards. To reduce him to shreds. To deprive him
of any picture of himself, to decompose his identity,
to scourge pride and self-esteem and countenance
from him as one drives children away from a rotting
cadaver.

“I'm thirsty,” | told him. “Give me some wine.”

He lumbered around the table, opened a cabinet,
and brought out a bottle of Tokay and two glasses
like inverted cones. He set them calmly on the table.
I told him to fill the glasses. He did so. The bottle did
not tremble in his hand. | took my glass in my right
hand. He made as if to do the same. | stopped him.
He nodded “All right,” and waited. We stared at each
other silently. Each gauged the other’s strength. He
sustained my glare. My fingers curled around the
glass with near shattering force. | wanted to shout,
“Lower your eyes, You scum! Crawl!” My expression
shouted it. He did not give way. His opaque eyes
reflected an inner winter, sheathed in ice,
impenetrable, stiff. The silence grew heavier. The
man betrayed not the slightest sign of weakness. He
saw in me an enemy, in this confrontation a duel.
Then, in a motion quite abrupt though carefully
premeditated, | dashed the wine in his face, which
remained impassive. | took the second glass and held

Source: Furman, Harry, ed. “The Indifferent Ones: In Germany (by Ellen Switzer) and In Hungary” (by Elie Wiesel). The Holocaust and
Genocide: A Search for Conscience—An Anthology for Students. New York: Anti-Defamation League, 1983.
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it up for him to see: he did not look at it. His eyes
never left mine. “Lower them! To the dust!” He
received the contents of the second glass with the
same calm.

“Fill them,” | ordered him.

Without a word he did so again, but his face
darkened. When they were full to the brim he pushed
the glasses toward me, placing them within my reach.

“Let’s talk,” | said.

“About what?”

“A Saturday in spring. Nineteen forty-four. On
one side, the Jews; on the other, you. Only the
window-that window-between.”

“l remember.”

“With shame?”

“No.”

“With remorse?”

“No.”

“With sadness?”

“No. With nothing at all. There’s no emotion
attached to the memory.”

| leaned forward slightly: “What did you feel
then?”

“Nothing.”

The muscles in my face tightened: “Outside,
children were sick with thirst: what did you feel?”

“Nothing.”

“Outside, men were turning away so as not to
see their children doubled up in pain: what did you
feel?”

“Nothing.” A silence; then: “Absolutely nothing.
My wife was crying in the kitchen. Not me. She was
sad and miserable. | wasn't.” Another silence; then:
“No, | tell you. | had a shocked feeling that | was a
spectator at some sort of game—a game | didn't
understand—a game you had all begun playing, you
on one side, the Germans and the police on the other.
I had nothing to do with it...”

“l felt no sadness,” the man went on. “I
remember: the day after you left, | was walking
around in the half-empty city. All your things were
strewn in the streets as if the earth had spewed them
up. Here and there people were singing and dancing,
dead drunk. I didn't touch a thing. It was like being
onstage an hour after the end of the show.”

The blood beat in my temples. Remorse, shame,
anger ebbed and flowed in me. Now | hated him.
After all, | was not the defendant here. Even if he was
right—and my heart said he was—that didn't justify
his spectator’s detachment. He too could have
interrupted the game. If he had simply gone down to

Unit I: READING #36

the courtyard of the synagogue and alerted the Jews:
“Good people! Listen to me! Don't be fooled! Be
careful! It's not a game!” He hadn't done it.

“Coward!” | shouted, and crashed my fist down
on the table. “You're a shameful coward! You haven't
got the courage to do either good or evil! The role of
spectator suited you to perfection. They killed? You
had nothing to do with it. They looted the houses like
vultures? You had nothing to do with it. Children
were thirsty? You had nothing to do with it. Your
conscience is clear. ‘Not guilty, your honor!” You're a
disgusting coward! You hedge: you want to be on the
winning side no matter what! It's easy to say ‘l am |
and they are they and to hell with them’!

“You hate me, don't you?”

| turned. His voice had suddenly taken on a
human tone. A certain intensity showed in his face.

“No,” | said. “I don't hate you.” A pause; then: “|
feel contempt for you. That’s worse. The man who
inspires hatred is still human; but not the man who
inspires contempt. You don't feel contempt for the
executioner; you hate him, and you want him dead.
You feel contempt only for cowards. People like you
retreat to an ivory tower and say to themselves, ‘All
the world’s a stage and all the men and women
merely players. Ah, how pleasant when they make us
shiver!” Hatred implies humanity: it has its
coordinates, its motifs, its themes, its harmonics.
Under certain conditions it can elevate men. But
contempt has only one implication: decadence.”

He paled perceptibly. His eyes were little more
than slits. He stood erect, a hand on his stomach, as
though he were sick.

“You won't do it,” he said. “You won't humiliate
me. You're playing a game, and | won't go along. |
refuse to play.” He peered at me, and the cold glance
grew harder, sharp as a sword: “You accuse me of
cowardice. And you? What were you? A few
policemen — not more than ten — led you all to the
slaughterhouse: why didn’t you seize their arms? Can
you tell me why?”

“We didn’t know,” | said tightly. “We didn’t know
what was ahead of us.”

“That's not true! There were some among you
who knew, some who tried to warn you; you didn’t
listen. Why? Why? Can you tell me why you didn't
listen?”

“What they were saying sounded too fantastic;
nobody could really put much stock in it.”

“You were afraid, you preferred the illusion to
the bite of conscience, and the game to a show of

Source: Furman, Harry, ed. “The Indifferent Ones: In Germany (by Ellen Switzer) and In Hungary” (by Elie Wiesel). The Holocaust and
Genocide: A Search for Conscience—An Anthology for Students. New York: Anti-Defamation League, 1983.
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courage!”

| contained my anger with difficulty. You were
thirsty, little sister. And he dared to judge you, he,
the spectator. This man is accusing you of cowardice.
My impulse was to charge him, to blind him, to kill
him. A man like that had no right to live and to judge
the dead.

“You're right; or rather you may be right. We too
could have behaved differently. But you forget that
we were victims: they had taken from us not only the
right to live-and to drink when we were thirsty-but
also any right to clarity. That doesn’t apply to you:
you weren't a victim. Your duty was clear: you had to
choose. To fight us or to help. In the first case | would
have hated you; in the second, loved. You never left
your window: | have only contempt for you...”

He wanted to say something, but | silenced him
with a glance. | told him to join me at the window.
He did so. We turned our backs to the room and
looked out at the courtyard of the synagogue. It must
have been close to midnight. The dead would never
again come to pray.

“You won’t humiliate me,” he said.

| ignored his remark and said, “Do you
remember the synagogue? Do you think it's destroyed
forever? Wrong. It exists. A synagogue is like the
Temple in Jerusalem. The wise men of Israel say that
there is one on high and a second here below. The
one here below can be reduced to ashes; it’s been
done twice. But the temple on high remains intact; its
enemies cannot touch it. And this synagogue, too,
exists. Only it's been transplanted. Every time you
raise your eyes you'll see it. And you'll see it so often,
so clearly, that you'll pray God to blind you.”

“You won’t humiliate me,” he said.

| ignored him again; | went on, “You think
you're living in peace and security, but in reality
you're not living at all. People of your kind scuttle
along the margins of existence. Far from men, from
their struggles, which you no doubt consider stupid
and senseless. You tell yourself that it's the only way
to survive, to keep your head above water. You're
afraid of drowning, so you never embark. You huddle
on the beach, at the edge of the sea you fear so much,
even to its spray. Let the ships sail without you!
Whatever their flag—Communist, Nazi, Tartar, what
difference does it make? You tell yourself, ‘To link my
life to other men’s would be to diminish it, to set
limits; so why do it?” You cling to your life. It's
precious to you. You won't offer it to history or to
country or to God. If living in peace means evolving

in nothingness, you accept the nothingness. The Jews
in the courtyard of the synagogue? Nothing. The
shrieks of women gone mad in the cattle cars?
Nothing. The silence of thirsty children? Nothing. All
that's a game, you tell yourself. A movie! Fiction: seen
and forgotten. | tell you, you're a machine for the
fabrication of nothingness.”

“I will not let myself be humiliated,” he said.
And this time too | ignored him and said, “The dead
Jews, the women gone mad, the mute children—I'm
their messenger. And | tell you they haven't forgotten
you. Someday they’ll come marching, trampling you,
spitting in your face. And at their shouts of contempt
you'll pray God to deafen you.”

“I will not let myself be humiliated,” the man
said.

This time | answered: “Be quiet.”

Suddenly | had no further desire to speak or
listen. | was weary, as after a battle fought without
conviction. | had come, | had seen, | had delivered
the message: the wheel had come full circle. The act
was consummated. Now | shall go. | shall return to
the life they call normal. The past will have been
exorcised. I'll live, I'll work, I'll love. I'll take a wife,
I'll father a son, I'll fight to protect his future, his
future happiness. The task is accomplished. No more
concealed wrath, no more disguises. No more double
life, lived on two levels. Now | am whole.

“Do you really feel contempt for me?”

| didn’t answer. I'd talked enough. Everything
had been said. I'll leave Szerencsevaros, the city of
luck. I'll never come back.

“Come,” | said.

We left the window. There was something
bizarre about the two glasses of wine on the table.

“Let’s drink,” | said.

| took a glass and pushed the other across to
him. He picked it up hesitantly, not knowing if |
would insult him again. The lines around his mouth
now revealed bitterness and bewilderment.

“Let’s drink to the actors,” | said. “To the actors
destroyed in their own play.”

We clinked glasses, and drained them.

“You don’t hate me,” he said.

“I told you. | don't hate you.”

“But you must!” he cried hopelessly.

“I don’t hate you,” | said.

“I couldn’t bear that! Your contempt would burn
at my eyes; they'd never close again! You've got to
hate me!”

“No,” I said.

Source: Furman, Harry, ed. “The Indifferent Ones: In Germany (by Ellen Switzer) and In Hungary” (by Elie Wiesel). The Holocaust and
Genocide: A Search for Conscience—An Anthology for Students. New York: Anti-Defamation League, 1983.
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He stared at me for a moment and | thought he
was going to cry. If he had, I'd have thrown my arms
around him. For the first time that night his face had
quivered. The veins in his temples were swollen. He
ran his tongue around his lips as if to absorb the last
drops of wine. Then he smiled a curious, ironic smile,
the meaning of which | understood only later.

“I feel sure you'll hate me,” he said.

Now his suffering was obvious, as though an
unseen hand had engraved it on his skin. He had
become human again. Down deep, | thought, man is
not only an executioner, not only a victim, not only
a spectator: he is all three at once.

It was time to go, | said “Adieu” and without

QUESTIONS FOR DISCUSSION

Unit I: READING #36

waiting for an answer turned and left, shrugging. The
street was empty, asleep. | headed for Dr. Todor’s
house to see my father’s friend. | intended to spend
two days there, until the rendezvous.

But no man shouts his scorn and disgust at
another with impunity. At the corner of the street
running into the main square a car braked sharply at
the curb; in the wink of an eye the door opened and
two arms flashed out like lightning to drag me
inside. In the front seat sat the spectator. | had barely
left his house when he was off to warn the policeman
on the corner. Our eyes met in the mirror: his were
full of defiance, an anticipation of victory, saying,
“Now you'll have to hate me!”

1.

Comment on the statement by Elie Wiesel, “If someone suffers and he keeps silent, it can be a good
silence. If someone suffers and | keep silent, then it's a destructive silence.”

How do you react to Hilda's statement, “I don't feel guilty about what happened in Germany under
Hitler"2 Is she correct in assuming that Americans reacted in a similar way during the Vietnam War and

Can citizens be free from guilt when their government’s actions violate human rights2 If so, under what
Why did Hilda’s mother decide not to tell Hilda about what happened to a Jewish friend and her family?
To what degree do the music composer and film producer bear any responsibility for what happened in

Nazi Germany? How did they attempt to justify their actions? What do you think you would do in a

Do you feel that every person in this country has an obligation to be politically involved?2 What would
you say to someone who charged that a person who is not involved in political issues is responsible for

2.
“Watergate”2 Explain. Do you feel she was guilty?
3.
circumstances? How does this apply to Hilda and to the people in the United States?
4.
Do you believe Hilda should have been told2 Why?
5.
similar situation? Why?
6. Why, according to Wiesel, is the spectator worse than the murderer2 Do you agree?
7.
the decline of that society?
8.

In “The Hangman,” a well-known film about indifference to a common threat, the hangman states, “First
the alien, then the Jew, | did no more than you let me do.” What does this mean?

Source: Furman, Harry, ed. “The Indifferent Ones: In Germany (by Ellen Switzer) and In Hungary” (by Elie Wiesel). The Holocaust and
Genocide: A Search for Conscience—An Anthology for Students. New York: Anti-Defamation League, 1983.
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ANNA’S DILEMMA

What Would You Do?

Not all Germans supported the Nazi program. Some actively opposed it. Others were silent in their

opposition. Some were put to the test.

Anna is a German citizen who lives with her
husband, Wilhelm, and their three small
children in a comfortable home in Munich, Germany.
Munich in 1938 is a center of Nazi activity in
Germany. Anna’s husband is a high-ranking civil
service employee and a member of the Nazi party.
Wilhelm’s high-paying job was a reward for his
loyalty to the party. Although Anna leads a
comfortable life and is happily married, she disagrees
with the Nazi philosophy and her husband’s party
activities. She especially deplores the anti-Jewish laws
and decrees that Hitler's government has imposed.

During her childhood Anna’s family developed
deep friendships with a number of Jewish families in
their town, and Anna learned to respect their cultural
and religious differences. By 1938, the Nuremberg
Laws are in effect and Kristallnacht (“Night of
Broken Glass”) has recently occurred. Jews in
Germany have systematically been stripped of their
political, economic, and social rights. Some Jews are
attempting to leave the country to avoid what they
consider to be eventual catastrophe.

QUESTIONS FOR DISCUSSION

1. What values come into conflict in this story?

One night, a friend of Anna’s approaches her and
explains that he is secretly hiding Jews in Munich
until he can find transportation for them to leave
Germany. This is risky business because it is
considered a racial crime against the Volk, the
German people. Anna’s friend asks her to help him
by hiding two members of a Jewish family who are
wanted by the Nazis. He explains that because of
Wilhelm’s position, nobody would suspect Anna.
Also, Anna’s property includes a rarely used guest
house located in a wooded corner. Anna is offered
about 500 dollars for her cooperation.

Anna is aware that, if caught, she and her family
could face serious consequences. Also, she could
jeopardize her husband’'s good job and her family’s
security. On the other hand, she realizes that what
the Nazis are doing to the Jews, with widespread
public support, is morally wrong. She has long
believed that those who remain silent when human
rights are being violated are also guilty. Anna’s
friend tells her that he will come back the next
morning for her decision.

2. What is Anna'’s responsibility to her husband? Children2 The Jews? The government? The law? Which is

greatest? Explain.
Should Anna agree to hide Jews?

3.

4. How frequently do you think this kind of situation occurred? Why?

5. Who should be held more responsible, a person with high ideals who, on practical grounds, accepts the
Nazi policies toward the Jews; or the person with no ideals who believes in being practical all the time

and accepts Nazi policies toward the Jews2 Explain.

6. Evaluate the following statement: “All that is necessary for evil to win out over good is for good men to
do nothing.” How does this relate to Anna’s dilemma?

Source: Furman, Harry, ed. “Anna’s Dilemma: What Would You Do2” The Holocaust and Genocide: A Search for Conscience—An
Anthology for Students. Harry Furman, ed. New York: Anti-Defamation League, 1983.
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Unit I: READING #38

ROSA PARKS

Introduction

The actions of Rosa Parks in Montgomery, Alabama on December 1, 1955 sparked the Montgomery Bus
Boycott and furthered the Civil Rights Movement in the United States. It also shows us that one person
can make a difference and bring the attention of the world to an injustice.

Reading 38, “The Montgomery Bus Boycott,” is written by Rosa Parks who tells what happened in her own
words. Reading 39, “Brown, Buses and Bombs,” is written by Virginia Durr, a friend of Mrs. Parks. Both women
were involved in human rights causes before this incident that led to a national movement to bring about
change.

ESSENTIAL QUESTIONS AND ACTIVITIES

1. Discuss the event and the outcome.

2. Why was the action of Rosa Parks a catalyst for the Civil Rights Movement and not that of the young
woman previously arrested for the same action? Discuss the implications of this.

3. Discuss the importance of primary source documentation. Why is the testimony of a person who helped
make history valuable? Rosa Parks’ testimony relates the facts without commentary. Discuss the
significance of this.

Lesson activity above written by Arlene Shenkus.
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THE MONTGOMERY BUS BOYCOTT

On December 1, 1955, Rosa Parks boarded a bus in the downtown shopping district of Montgomery,
Alabama, and sat down in an area open to blacks. In time, newcomers filled the empty seats until one
white person was left standing. The bus driver, James Blake, requested that Parks and the other black
passengers in the front give up their seats. All of them complied except for Parks. When the driver was
unable to get Parks to obey the law, he notified the city police who placed her under arrest.

Parks’ refusal to give up her seat sparked a mass bus boycott in Montgomery. For over a year blacks
walked, car-pooled, and bicycled to work. Finally, following a Supreme Court decision which ruled that
a local bus-segregation ordinance was unconstitutional, the buses were desegregated. In addition to
displaying a new level of militancy, the boycott catapulted Martin Luther King, Jr. — prior to the protests
an obscure minister into the limelight. His philosophy of nonviolence struck a responsive chord among
blacks and whites, and his charisma and oratorical skills fed and reinforced the determination of
blacks, nationwide, to demand full equality.

3.1 In the first piece of this chapter, Parks, with simple eloquence, describes her refusal to give up her
seat. While her decision was spontaneous, she had long been active in the local civil rights struggle.
She had been a member of the NAACP and had attended human relations workshops conducted by
the Highlander Folk School. She was close friends with several local activists, including E. D. Nixon
and Clifford and Virginia Durr. These connections, along with her reputation in the black community as
a hard-working family woman, contributed to the success of the boycott. Earlier that same year, a
young woman had been arrested for refusing to give up her seat, but a boycott was not tried, in part,
because the arrestee was pregnant out-of-wedlock and black leaders feared her circumstances, not Jim

Crow busing, would become the main issue.

3.1 Rosa L. Parks, “Recollections,” in
Howell Raines, My Soul Is Rested (New York: G.
P. Putnam Sons, 1977), pp. 40-42.

| had left my work at the men’s alteration shop,
a tailor shop in the Montgomery Fair department
store, and as | left work, | crossed the street to a
drugstore to pick up a few items instead of trying to
go directly to the bus stop. And when | finished this,
| came across the street and looked for a Cleveland
Avenue bus that apparently had some seats on it. At
the time it was a little hard to get a seat on the bus.
But when | did get to the entrance on the bus, | got
in line with a number of other people who were
getting on the same bus.

As | got up on the bus and walked to the seat |
saw there was only one vacancy that was just back of
where it was considered the white section. So this
was the seat that | took, next to the aisle, and a man
was sitting next to me. Across the aisle there were
two women, and there were a few seats at this point
in the very front of the bus that was called the white
section. | went on to one stop and | didn't

particularly notice who was getting on the bus, didn’t
particularly notice the other people getting on. And
on the third stop there were some people getting on,
and at this point all of the front seats were taken.
Now in the beginning, at the very first stop | had got
on the bus, the back of the bus was filled up with
people standing in the aisle and | don't know why
this one vacancy that | took was left, because there
were quite a few people already standing toward the
back of the bus. The third stop is when all the front
seats were taken, and this one man was standing and
when the driver looked around and saw he was
standing, he asked the four of us, the man in the seat
with me and the two women across the aisle, to let
him have those front seats.

At his first request, didn’t any of us move. Then
he spoke again and said, “You'd better make it light
on yourselves and let me have those seats.” At this
point, of course, the passenger who would have taken
the seat hadn't said anything. In fact, he never did
speak to my knowledge. When the three people, the
man who was in the seat with me and the two

Source: Levy, Peter B., ed. “Rosa L. Parks: Recollections,” Let Freedom Ring: A Documentary History of the Modern Civil Rights Movement.

New York: Praeger, 1992.
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women, stood up and moved into the aisle, |
remained where | was. When the driver saw that |
was still there, he asked if | was going to stand up. |
told him, no, | wasn't. He said, “Well, if you don't
stand up, I'm going to have you arrested.” | told him
to go on and have me arrested.

He got off the bus and came back shortly. A few
minutes later, two policemen got on the bus, and they
approached me and asked if the driver had asked me
to stand up, and | said yes, and they wanted to know
why | didn’t. | told them | didn’t think I should have
to stand up. After | had paid my fare and occupied a
seat, | didn’t think | should have to give it up. They
placed me under arrest then and had me get in the
police car, and | was taken to jail and booked on
suspicion, | believe. The questions were asked, the
usual questions they ask a prisoner or somebody
under arrest. They had to determine whether the
driver wanted to press charges or swear out a
warrant, which he did. Then they took me to jail and
I was placed in a cell. In a little while | was taken
from the cell, and my picture was made and
fingerprints taken. | went back to the cell then, and
a few minutes later | was called back again, and when
this happened | found out that Mr. E. D. Nixon and
Mrs. Clifford Durr had come to make bond for me...

| was given permission to make a telephone call
after my picture was taken and fingerprints taken. |
called my home and spoke to my mother on the
telephone and told her what had happened, that |
was in jail. She was quite upset and asked me had the
police beaten me. | told her, no. |1 hadn't been
physically injured, but | was being held in jail, and |
wanted my husband to come and get me out..He
didn’t have a car at the time, so he had to get
someone to bring him down. At the time he got
down, Mr. Nixon and the Durrs had just made bond
for me, so we all met at the jail and we went home...

Unit I: READING #38

3.2 E. D. Nixon, who here recalls his initial
contact with Parks following her arrest, played a
pivotal though transitional role in the Montgomery
bus boycott. For years Nixon had been a
prominent black leader in the region. As local
head of the NAACP and the Brotherhood of
Sleeping Car Porters, he orchestrated voter
registration campaigns, organized black workers,
and spoke out against injustice. These actions
prepared the ground for the seed that would
sprout with Parks’ arrest. Nixon and Clifford Durr
bailed Parks out of jail and asked if she would be
willing to turn her arrest into a challenge to
segregation. Nixon also contacted Martin Luther
King, Jr., a freshly arrived twenty-six-year-old
preacher with no prior political involvement in
the community. Recognizing that the various
religious factions had yet to “lay their hands” on
King, Nixon asked him to head the ad hoc boycott
organization, the Montgomery Improvement
Association (MIA). King agreed to do so.
Ironically, Nixon ended up playing a marginal
role in the boycott itself. Because of work
commitments he missed the first days of the
protest and soon found himself eclipsed by the
very man he had tagged to take the helm.

Source: Levy, Peter B., ed. “Rosa L. Parks: Recollections,” Let Freedom Ring: A Documentary History of the Modern Civil Rights Movement.

New York: Praeger, 1992.
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BROWN, BUSES, AND BOMBS

Introduction

\ 2 irginia Durr, a white southerner, mother and wife of a lawyer, was a member of the Council on Human
Relations. She provided a safe house for the black students who integrated Sidney Lanier High School

in Montgomery to wait in when their parents were late to pick them up. She met Rosa Parks, and she and her
hushand went with black supporters of Parks to arrange bail when Parks was arrested for refusing to move to
the back of the bus for a white man. Duff also met and spent time with Coretta Scott King and heard many of
Martin Luther King’s early speeches. As one of the few white people at these meetings, she and her husband
were known and accepted as participants in the civil rights movement in Montgomery. The following selection
by Durr tells of the people she knew and the things that she and her husband did so that blacks would be looked
at and treated as equals by white people. It provides a look at the civil rights movement through the eyes of a
white southern female who was a participant in the movement for equality before the Montgomery bus boycott.

OBJECTIVES

1. To understand how working together for a common goal brings people of different races, religions, and
backgrounds together.

2. To see involvement in the civil rights movement from the perspective of a white person.

To understand major themes.
4. To identify with the author.

w

QUESTIONS

How did African Americans react to the Brown decision of May 19542

How did whites react to desegregation?

How did this reaction affect African Americans?

According to the author, what is the only reason white southerners accepted integration?

What helped the black children get through the first weeks of school integration?

What did Victor Kearns do and why did he do it2 What happened because of his decision?

What made Rosa Parks refuse to move to the back of the bus2 Describe Rosa Parks as a person when she

took this position.

Why did the policemen harass the white women who took the black women home?

Explain what Mary meant when she said “...I learned one thing in my life and that is, when your hand’s

in the lion’s mouth, it's just better to pat it on the head...”

10. How did what was happening in the world at the time help integration and the civil rights movement?

11. What did Martin Luther King, Jr., tell the crowd outside when his house was bombed2 Why did he say
this2 Do you agree? Why?

12. The bombers were not convicted, but what was done to stop them? What does this tell you about the
power of the people?

13. How does the author describe Ku Kluxers2 What is she really saying to the reader?

14. What price did their children pay for the Durrs’ involvement in the movement?

NO OALN =

0 ®

Source: Ferguson, Cynthia, Melissa | Greenwald and Randall M. Miller, eds. “Brown, Buses and Bombs.”
Is There A Dream for Today?2 A Civil Rights Curriculum Resource. Dubuque, lowa-Kendall/Hunt Publishing Company, 1998.
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15.
16.

17.

Unit I: READING #39

Select one lesson to be learned from the writing and explain it.
The author of the writing is a white woman. Does this affect your reactions to what she says about the

civil rights movement? Explain.
Do the two writings give you a better understanding of Rosa Parks and the impact her refusal to move to

the back of the bus had on our country2 Explain.

EVALUATION

1.

Have you done anything to right a wrong when someone was being treated unfairly? Explain what
happened, why you stepped in and what you did, and how the incident ended. How were you perceived
when you intervened? Are you glad now that you did step in2 Would you do it again? Explain.

Explain Durr's involvement in the movement for civil rights. Did it make a difference that she was white?
Explain.

Select one message from the writing and explain what it means to you.

Source: Ferguson, Cynthia, Melissa | Greenwald and Randall M. Miller, eds. “Brown, Buses and Bombs.”
Is There A Dream for Today? A Civil Rights Curriculum Resource. Dubuque, lowa-Kendall/Hunt Publishing Company, 1998.
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BROWN, BUSES, AND BOMBS

Virginia Durr

WHEN THE BROWN decision came down in
May of 1954, it was regarded by the black
people | knew here in Montgomery as the second
Emancipation Proclamation. There was rejoicing in
all the churches. They had singings and meetings. It
was thrilling to see the joy that came over them. For
the first time since Reconstruction they felt the
federal government was actually on their side. They
had had a brief period of eleven years at the end of
the Civil War when they had had equality. They could
go to the theaters and they could ride the trains and
the buses. They'd had Negro representation in the
legislature. Then by 1876 the government had
withdrawn the federal troops, and the Bourbon
Democrats came in. Little by little all of the black
people’s rights were taken away.

The white reaction to desegregation was painful
to the blacks. Many of them really believed that when
the segregation laws changed, they would be received
with joy. Of course, it was only a false hope. Every
step toward desegregation was a hard battle.

When the schools opened, the first black pupils
were met with a great deal of hostility from the
teachers and the white pupils. Before they ever got
into the school, there were lawsuits and other
obstacles. Here in Alabama George Wallace made
school segregation his great crusade. He'd send the
troopers in to close the schools. He did that over in
Tuskegee, in Macon County. He stood in the door at
the university. He was going to see that the law was
not obeyed. It was only the force of the federal
government that made him give in.

Now this is something that | saw with my own
eyes—the last-ditch struggle to keep segregation. And
I do not believe, as some people do, that there has
been a great change in the Southern people. | believe
that the only reason white Southerners accepted
integration was that it was backed up by the federal
government. They knew if they did not follow the
Supreme Court and the law as laid down by the
Supreme Court, they would be punished. The federal
judges of the South, the ones | knew, and the lawyers
who brought the cases up before the federal courts
have been the heroes of the segregation fight. | do

not mean by that to take away from the struggle and
suffering of the Negroes and the young people who
fought for them. Four young men were murdered in
Mississippi, and many civil rights workers were jailed.
All of that made the struggle for racial equality a
nationwide struggle. When a couple in Wisconsin had
a daughter living in Mississippi, all of a sudden what
happened in Mississippi was very important to them.
When the NAACP brought a case, the whole country
was alerted to it. It became a national issue. It was no
longer a Southern issue. It had the backing of the
nation. But the important thing was that it had the
authority of the federal courts and the federal judges.

The very next fall after the Brown decision a
few black children actually began going to white
schools in Montgomery. Mrs. Johnny Carr’s son Arlam
was one. Mrs. Carr and | had been friends from the
prayer group and United Church Women and also
from the Council on Human Relations. The black
students were selected not by the parents but by the
board of education. They were not the best and the
brightest but a cross section of young Negroes. |
think there were only eight or ten, and they went to
Sidney Lanier High School, which was right across the
street from where we were living at that time.

Arlam Carr was a very bright boy, and his
mother was a very bright woman. Her business is
insurance, and she is now head of the Montgomery
Improvement Association, the largely black group
that formed to support the bus boycott in 1955. Mrs.
Parks and Mrs. King were friends of hers.

The Negro community made certain that the
children who were going to the white school had nice
clothes to wear and money for their books. Then they
arranged a car pool. The children were taken to
school and they were met afterward because there
was fear of some disturbance after or before school.
In Little Rock, where they’d had so much trouble, the
disturbance had happened outside the school rather
than in the school.

Since | lived right across the street from the
school, Mrs. Carr said, “Mrs. Durr, is it all right if | tell
Arlam if I'm late or his pick-up is late that he can
come over to your house?” She didn’t say if there was

Source: Virginia Durr, “Brown, Buses, and Bombs,” from Outside the Magic Circle: The Autobiography of Virginia Foster Durr, edited by
Hollinger F. Barnard, 274-88. Copyright © 1985. The University of Alabama Press. Used by permission of the publisher.
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any danger, or if he got frightened. She just said, if
they were late. So one afternoon Arlam did come
over. And he brought a young black girl with him. |
said, “Arlam, is there anything wrong?”

“No, no. Nothing at all except Mamma’s late
picking us up,” he said.

“Are you sure? Are you okay? Nobody is giving
you any trouble?”

“No,” he said, “Everything’s fine.”

He never admitted there was any trouble. He was
an extremely proud, bright boy. But | met by chance
just the other day the young girl who had been with
him. She said, “You don’t remember me, Mrs. Durr,
but | came to your house with Arlam Carr when we
were surrounded by a lot of white kids. We didn’t
want to stay there waiting for the car pool.” They
never told me that at the time. They denied it
completely, which | always thought showed a very
brave spirit.

There were some things that happened that
were nasty. Arlam was very bright, but some of the
black kids could hardly read and write. They'd been
very badly prepared. Some of the white teachers
were very mean. They would take those children’s
papers, particularly the ones that were badly written
and badly spelled; and pass them around and have
them mimeographed to show what they had to teach.
It's hard to believe that a teacher would be that
mean. They were trying to prove that these black
children were so stupid and so illiterate that it was
ridiculous to try to reach them.

Except for these few incidents, there was no
violence that | can recall when the schools first
integrated. The black children were very brave. They
were heroes in their own community, whereas my
children, like Tilla and Lulah, were anything but
heroes. They were pariahs and outcasts for being the
nieces of Hugo Black and the daughters of Virginia
and Clifford Durr. It was very different, indeed, from
the way the black children were treated. Of course,
the support from their community got the black
children through a very hard period. They'd be
introduced at church services, and benefits would be
given for them. They were treated as heroes, and they
were heroes, because it was pretty tough.

After 1954, there was increasing bitterness and
defiance in Montgomery. | remember the case of a
Jewish fellow here named Victor Kerns. He was a
teacher at the high school. The board of education
had a meeting at Lanier High School, and Victor was
the only one who stood up and said he would teach
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black children. The teachers then gave up their own
tenure so the board of education could fire any
teacher who didn’t go along with resistance to the
Brown decision.

Victor wasn't fired, but he did leave and went to
Auburn University to get his Ph.D. A scary episode
happened before he left. He and his family lived in
the southern part of Montgomery. His wife, Ann, was
a high-strung young woman, very nervous and
sensitive and fearful. She and her mother, Mrs.
Rosenbaum, had taken in a great many of the Jewish
refugees from Germany. Mrs. Rosenbaum was an
extremely strict Orthodox Jew and she had taken in
a lot of Jews who were Orthodox. Victor was from
Brooklyn and he was a very brave fellow, but one day
somebody knocked on the door and two big men
with guns on their hip swaggered in. Ann took the
children to the backyard. The men told Victor if he
didn’t stop this nigger talk something would happen
to him. It was a direct threat from the Klan.

Jimmy’s Restaurant down on Commerce Street
had white waitresses, and when the restaurants were
about to be integrated, Jimmy fired them all and put
in black waiters, because he didn’'t think white
waitresses should wait on black men. One of the
waitresses he fired was the sweetheart or the
mistress of a big Ku Kluxer who worked for the power
company as a lineman. He and Jimmy got into a
quarrel about the girl's being fired, and it got terribly
bitter. The Klan was going to picket the restaurant.
The Klansman’s father arranged a meeting for them
out at Normandale about ten o’clock one night to see
if they couldn’t work it out. Instead, they had a shoot-
out, and Jimmy Killed the fellow. The tension in the
whole town built up on so many stupid little
incidents. This Killing really stemmed from a fear
that the restaurants were going to integrate.

By the time of the bus boycott in December of
1955, | had gotten to know many of the black leaders
in Montgomery. | had met Mrs. King before the
boycott at a black funeral at which she sang. Dr. King
had just taken over as pastor of Dexter Avenue
Baptist Church, and they were new in Montgomery.
Mrs. King was a very young girl then, slender with
long, pretty hair. | thought she was a very pretty
young girl and sang very well. We were introduced to
each other, and afterward she sometimes came to the
Council on Human Relations.

Dr. King spoke at the council once or twice. One
night that he spoke the White Citizens Council
infiltrated the meeting. Dr. King gave that famous

Source: Virginia Durr, “Brown, Buses, and Bombs,” from Outside the Magic Circle: The Autobiography of Virginia Foster Durr, edited by
Hollinger F. Barnard, 274-88. Copyright © 1985. The University of Alabama Press. Used by permission of the publisher.
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speech he gave so often about how we don't want to
be loved but we want to be respected. He used the
Greek word he used so often, agape, which means
human love, not love in the sense of sexual love but
love in the sense of human beings loving each other.
That was the night Juliet Morgan, who was a
librarian, turned to me and saw a White Citizens
Council member there. She said, “You know, | feel
like somebody is pointing a gun at me.” She was
afraid she was going to lose her job, and she did later
on.

I knew the Kings, but | never had any personal
contact with them until Tilla applied to go to Antioch
College, where Mrs. King had been. We got a letter
from Antioch saying that Tilla would have to have a
personal interview with a graduate of Antioch. They
said the only graduate they had in Montgomery was
Mrs. Martin Luther King. Tilla didn’t want me to go
with her. Tilla never wanted me to speak for her. She
thought if 1 went, I'd do all the talking, so she took a
taxi over there. When she came back she told me the
taxi driver had said, “What you doing, white girl,
going in that nigger neighborhood?”

Not long after that one of the many visitors we
had during that period said she was very eager to
meet Mrs. King. | called her up and told her | was
Tilla’s mother. She remembered me, so we went over
in late afternoon. Mrs. King was dressed in a very
pretty light summer dress and her hair was piled on
top of her head. She served us delicious Southern tea,
iced tea and cookies. She was a gracious hostess and
her house was decorated very tastefully. They had
one child then, a little girl named Yolanda. Mrs. King
was a perfect Southern lady.

After that Mrs. King and | became friendly. |
stayed at her house in Atlanta once or twice later on.
The Kings didn’t attend the Human Relations Council
meetings regularly, because he traveled a great deal
and she was home with their daughter. She had some
speaking engagements of her own, but she didn’t
become the great public speaker she is today until
after he died. She led a very domestic life.

By the time of the boycott I'd met the Kings, but
that was about all. We had developed a very strong
relationship with Mr. E. D. Nixon and with Mrs. Parks,
however. We knew through them what was going on
in the NAACP in Montgomery. As | recall, it was the
summer of 1955 that Mrs. Parks went to the
Highlander Folk School. Myles Horton had written to
me to say they had a scholarship for somebody at the
Highlander Folk School for two weeks. They wanted

me to find somebody in Montgomery, preferably
somebody black, to come and take the scholarship. |
immediately thought of Mrs. Parks. It was the
summer before the boycott.

During 1954 and 1955, Mrs. Parks had been one
of the people who helped the black schoolchildren;
she tutored them and saw that they were properly
dressed and that they got their school books. She
didn’t have an automobile, so she rode the bus. She
made only twenty-three dollars a week as a
seamstress at the Montgomery Fair, as | recall. The
Montgomery Fair was a big department store here.
Mrs. Parks’s husband worked as a barber and he was
sometimes sick and unemployed. They lived in a
housing project with her mother, who kept house for
them.

When Myles called from Highlander, |
immediately went over and asked Mrs. Parks if she
would like to go. She said she would but she didn't
have any money. You can imagine under what
straitened circumstances they lived, even doing extra
sewing, which she never charged enough for. | used
to be embarrassed at the amount she charged to
make a dress. She’d charge, say, three dollars, which
was absurd. I'd have to just beat her down to make
her charge twice as much, which was still very little.
But in any case, she said she didn’t have any money,
so | said, “If | can get you some money, can you go?”
She said yes. | went over and got the money from
Aubrey Williams, who had more money than we did
at that time. The round-trip bus fare to Highlander
and back was no more than twelve or fifteen dollars.

Mrs. Parks also didn’t have a bathing suit. | told
her about all the swimming at Highlander. One of my
girls had a bathing suit they gave her. She didn’t have
a suitcase, so one of the girls lent her that. Rosa Parks
is one of the proudest people I've ever known in my
life. She hated to admit she didn’t have a suitcase or
a bathing suit or money. It was painful for her. She
was a very proud woman, so all of this had to be
accomplished with a great deal of tact, which | am
not noted for. But Mrs. Parks was very fond of Aubrey
Williams. By that time she’d gotten fond of me, too,
and she really wanted to go. She had heard about the
Highlander Folk School. She had never lived in an
integrated situation in her life except the time she
went to Miss White's School, a private school for
blacks in Montgomery where they had white
teachers. So she went to the Highlander Folk School
and she had a wonderful time.

Now Myles always has taken great pride in the

Source: Virginia Durr, “Brown, Buses, and Bombs,” from Outside the Magic Circle: The Autobiography of Virginia Foster Durr, edited by
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fact that he thought Mrs. Parks’ stay at Highlander
encouraged her in the boycott. Having known Mrs.
Parks, | think it gave her a great lift. She loved it. She
liked Myles so much and she loved being in a
completely natural integrated situation where there
was no discussion of it. She didn’t like the Council on
Human Relations because she always felt so black
there. All they talked about was race. She said, “You
know, every time | went to one of those meetings, |
came away blacker than | was before, because
everything was discussed in terms of race.”

When Mrs. Parks came back from the Highlander,
she still had her job at the Montgomery Fair as
seamstress. It was during the Christmas rush and the
room where she worked was little and hot. The heavy
pressing irons added to the heat. She had bursitis in
her shoulder, which pained her very much. One
afternoon she stopped to buy a big bag of groceries
after work. Her arm was very painful, and she was
exhausted from her day spent in that hot little room.
She had complained about the bus to me and
discussed it many times. She had told me how she’d
pay her money and then have to run around to the
back door to get in, and the driver would slam the
door and ride off leaving her standing on the curb
after she’d paid her money. She had resented this for
years. She resented having to get up and give her seat
to white people. The buses had been a very hot issue
in Montgomery. The local NAACP had had many cases
they'd tried to take into the courts about it. Mr. Nixon
was very angry about it, although he had his own car.
He never rode the bus. Mrs. Parks had to ride the bus
twice a day.

This particular afternoon, Mrs. Parks later told
me, she was exhausted. The bus she took went out to
the housing project and was full of blacks, but some
white men got on. The bus driver turned around and
said, the way they always said, “Niggers, move back.”
And she just sat. The driver stopped the bus and
came up to her. He said, “Did you hear me say to
move back?” She said yes. He said, “Are you going to
move back?” She said no. He called the police, and
they came and arrested her and took her to jail. She
was booked and put behind bars.

We got home about five o’clock from the office.
Only Lulah was at home then, and she always had
coffee ready for us. Lucy had graduated from high
school and had gone to college, and we had sent Tilla
north to school. Lulah was pretty lonesome because
she didn’t have any friends in the neighborhood, so
we always tried to get home on time. We had just
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walked in and poured some coffee when the
telephone rang. It was Mr. Nixon. He said, “Mr. Durr,
will you call the jail and see why Mrs. Parks has been
arrested?” The police recognized his voice as being
that of a black man, and they wouldn’t tell him
anything. They treated him with the utmost disdain.
Cliff called the jail and said he was Clifford J. Durr
and he was a lawyer. They knew who he was, | think.
He asked why Mrs. Parks was in jail. They told him
she’d been booked on the city segregation ordinance.
So Cliff called Mr. Nixon back. Mr. Nixon asked if Cliff
would go down with him to make bail. Cliff said, “Mr.
Nixon, | don't have anything to make bail with.” We
didn’t own any property at that time, and we only
had three or four hundred dollars a month to live on.
Mr. Nixon said, “That’s all right. | can make bail, if
you'll just go with me.” He was afraid they wouldn’t
let him make bail. | was determined to go too, so |
put on my coat and came running out.

| waited for them while they made bail.
Everything went very smoothly. They brought Mrs.
Parks out from behind the bars. That was a terrible
sight to me to see this gentle, lovely, sweet woman,
whom | knew and was so fond of, being brought
down by a matron. She wasn't in handcuffs, but they
had to unlock two or three doors that grated loudly.
She was very calm. | asked her how they had treated
her and she said, “Very nicely.” Just at that moment
her husband arrived. He was very excited and upset.
She went home with him in the car some friend had
brought. We told her we would follow her home in
Mr. Nixon’s car and would discuss the case in her
apartment.

We all went to her apartment, and after she had
freshened up and had a little supper, Cliff and Mr.
Nixon and Mrs. Parks and her husband and her
mother and | discussed the case. Of course, Mr. Nixon
wanted her to make a test case of it. Mr. Nixon
remembers her as being extremely reluctant to do so,
but I remember that it was her husband who was so
reluctant. He kept saying over and over again, “Rosa,
the white folks will kill you. Rosa, the white folks will
kill you.” It was like a background chorus, to hear the
poor man, who was as white as he could be himself,
for a black man, saying, “Rosa, the white folks will
kill you.” I don’t remember her being reluctant.

Part of the city bus ordinance said that the
white people got on in the front and sat from the
front back; the black people got on in the back and
sat from the back toward the front. No signs were
posted and the center was always a no-man’s land.
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When more whites got on, the bus driver would make
the blacks get up and go stand up in the back. But the
city ordinance included a phrase that said the bus
driver couldn’t order a black to give up a seat unless
there was another seat available farther back in the
black section. In other words, he couldn't just say,
“Nigger, get back.” Cliff asked Mrs. Parks if she
wanted to test the constitutionality of the law itself
or if she wanted him to try to get her off on the fact
that the bus driver hadn’t been following the law. She
said she wanted to test the constitutionality of the
law.

Cliff told Mrs. Parks he thought he could get the
charges dropped, if that's what she wanted, to
prevent her going through a long court session. Cliff
told her, “Now if you're going to fight this on a
constitutional basis, you will have to get the NAACP
to finance it because it's going to cost you a fortune.
It'll have to go all the way up to the Supreme Court
of the United States and it's going to cost a lot of
money. You don't have it and of course we don't have
it” Certainly the Montgomery NAACP or even the
Alabama NAACP didn't have it, but Fred Gray, a
lawyer for the NAACP in Montgomery, had
connections with the NAACP Legal Defense Fund in
New York. So that night it was decided that Mrs.
Parks would challenge the bus ordinance on
constitutional grounds, and Fred Gray would
represent her. It would be an NAACP case and Cliff
would do all he could to help Fred, but Cliff would
not be the lawyer of record.

Mrs. Parks was brought up to trial on the
Monday after her arrest. In the meantime, Mr. Nixon
had organized a boycott of the buses on the day of
her trial. It was supposed to be just a one-day boycott.
| can very well remember going to a meeting Mr.
Nixon had that Sunday afternoon at a black church.
It was an NAACP meeting and Mr. Nixon asked me to
come. | remember that he was very emotional. He
said to the people, “I'm a Pullman porter and every
time | go on my job, | put on an apron or a jacket.”
He said, “You know, we've been wearing aprons for
three hundred years. It's time we took off our
aprons.” | always thought that was a vivid phrase. He
asked them not to get on the bus the next day. He had
spread the word to all the preachers and they all told
their congregations to stay off the buses on that
Monday, the day of Mrs. Parks’ trial. They announced
they would have a meeting at the Holt Street Baptist
Church on Monday night.

Fred Gray represented Mrs. Parks in the

courtroom. She was found guilty and fined. Then he
announced they were going to appeal the case.

That night | left the house to go to the mass
meeting. Mr. Nixon had had to go off on his run as a
Pullman car porter, and Martin Luther King was
selected to be the speaker. There must have been ten
or fifteen thousand black people crowding in and
around that church. At that time | felt on very
friendly terms with all the black community. | hadn't
the slightest feeling of fear being the only white
person, but | couldn’t get into the church because of
the crowd. King made a magnificent speech that
electrified the black people. He became their
undoubted leader that night.

The Parks case went on and on, and so did the
boycott. The black people formed car pools, and the
city tried cracking down on them by arresting the
drivers for going two miles an hour over the speed
limit. The police were harassing them. So Cliff got in
touch with Fred Gray, and they decided to transfer
the case to federal court. It came before a three-judge
panel: Judge Rives and Judge Johnson declare the
ordinance unconstitutional; Judge Lynne dissented,
saying the panel shouldn’t declare the ordinance
unconstitutional until a higher court had ruled in
that area of the law. Then the case went to the Fifth
Circuit Court of Appeals and then to the Supreme
Court. Finally the Supreme Court declared the
ordinance unconstitutional, and the Negroes began to
ride the buses again.

The boycott lasted the entire year, December
1955 until December 1956. | would see the black
women walking to work every morning and walking
back at night. It was like the black tides would come
up out of the black section of town and go to work
and then sweep back again. We would offer the
women rides when we saw them walking,
particularly out in the country club area where the
distances were rather great. | would say to a complete
stranger, “Would you like a ride?” They'd say, “Yes,
thank you very much.” They'd get in the car, and I'd
ask them where they lived. They always lived on the
west part of town. I'd say, “I'm glad to see that you're
supporting the boycott.” “No, ma’am. | hadn’t nothing
to do with that boycott. The lady | work for, she
wasn't feelin’ so good this afternoon so that's why |
was walkin’ home.” “No, ma’am, | don’t have nothin’
to do with that boycott it’s just that her little girl’s
sick.” One reason after another, but they wouldn't
admit they were supporting the boycott.

Then the policemen began giving tickets to the
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white women who were taking black women home. |
had a washwoman who came once a week, an older
lady who belonged to the Church of Christ. She
admired Dr. King greatly. She said she had seen the
angels come down and stand on his shoulders every
Monday night. In everything he said he was speaking
with the voice of God. Now, everything she did was
also dictated by the voice of God. She got so she
talked to God so much that she didn't do much
ironing. She was really a sweet old lady, but she was
a religious fanatic. |1 was taking her home one
afternoon and we were stopped. | knew positively |
had stopped at the stop sign, but a policeman came
roaring up to me. He said that | had stopped too late.
I'd gone two or three feet over the line. | knew there
was no use in arguing, so | told him | was sorry and
got my ticket and took this old lady home. | had to
pay five dollars. This incident was typical of what
happened over and over again all over town.

The mayor of the city, Tacky Gayle, issued a plea
for the white women of Montgomery to stop taking
their black maids home. He said they could break the
boycott if the white women would stop taking their
black maids home, or even stop hiring them. Well,
you have never heard such a roar of indignation in
your life as came from the white women of
Montgomery. They were just furious at Tacky Gayle.
They said, okay, if Tacky Gayle wants to come out
here and do my washing and ironing and cleaning
and cooking and look after my children, he can do it,
but unless he does, I'm going to get Mary or Sally or
Suzy. And they said, “Sally has never had a thing to
do with that boycott in the first place. She told me
she only stays off the buses because she’s scared of
those hoodlums that might hurt her.”

A vast deceit went on. Everybody knew
everybody else was lying, but to save face, they had
to lie. The black women had to say they weren't
taking any part in the boycott. The white women had
to say that the maids didn’t take any part in the
boycott. We had a good example of that in Mary, Mrs.
Durr’s old cook who came from Hardaway, in Mason
County. She’d been with the Durrs for years and now
was Mrs. Durr’s nurse. Mrs. Durr by that time was
quite old and feeble and had to stay in bed, but a lot
of people would drop by in the afternoons. Mary
would sit in the room.

Mrs. Durr was a beautiful old woman, all
propped up in bed, with a pink bed jacket and a pink
ribbon in her hair and looking so pretty. Her mind
was failing her, but she was still able to carry on a
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conversation. One afternoon when | was in the room
somebody said to Mary, “Mary, | hope you don’t have
anything to do with that boycott.” Mary said, “No,
ma’am, | hadn’t had nothing to do with that boycott.
There’s my sister Olla. She don't live very far from
her job so she just walks to work. And my brother,
he’s got a job at the cotton mill and he just goes to
work with some other men who are driving a car.
And my other sister she just walks to work cause it’s
so close. No, ma’am, none of us has a thing to do with
that boycott. We just stays off the buses.” The white
people really believed that. They didn't see through
it at all.

In truth, Mary was a passionate advocate of the
boycott. She'd meet us as we came in the driveway to
ask how the bus boycott was getting on, how Dr. King
was. She couldn’t read and write, but she listened to
the radio. That afternoon after the guests had left
and Mary was fixing supper, Cliff and | said to her,
“Mary, you are the biggest storyteller in the world.
You know very well you're supporting the boycott
and all of your family are. Why in the world did you
make up that tale about how none of you were, and
you were all walking just because you wanted to?”
She laughed and she said, “Well, 1 tell you, Mr. Cliff,
| tell you, I learned one thing in my life and that is,
when your hand’s in the lion’s mouth, it's just better
to pat it on the head.” That expressed the feeling in
the black community. The black women needed those
jobs. They weren't paid very much, but that’s all the
income many of them had. They couldn’t afford to
say, “I'm supporting the boycott” So the white
women lied and the black women lied. And the maids
kept coming and the white women kept driving them
back and forth to work.

There was phenomenal support for the boycott.
Absolutely phenomenal. The unity of the black people
was the most amazing thing | have ever seen in my
life. Because of segregation the blacks had their own
churches and clubs and neighborhoods. There were
two black lawyers, Fred Gray and one other, and
there were several black doctors and a black hospital.
So the black community was complete in and of itself

The Supreme Court of the United States held
that segregation on the buses was unconstitutional,
and the black people felt they had won that decision
by all their walking. | spoke at the Dexter Avenue
Baptist Church and | said that | felt the law had won
black people the right to integrated buses. | didn’t get
much of a hand on that. Not that anybody said
anything against it, but they wanted to believe they

Source: Virginia Durr, “Brown, Buses, and Bombs,” from Outside the Magic Circle: The Autobiography of Virginia Foster Durr, edited by
Hollinger F. Barnard, 274-88. Copyright © 1985. The University of Alabama Press. Used by permission of the publisher.
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had won the victory themselves, that, they had done
it through their own united strength. And they really
had done so, for the first time.

Now, | believe the Supreme Court is made up of
men, not idols, and that they do sense what is going
on in the country. The Brown decision came
absolutely in the middle of the cold war and
McCarthyism. Here we were blaming Russia for being
a totalitarian dictatorship. We had fought nazism and
fascism and the persecution of the Jews. Well, we put
ourselves in the forked stick. The whole basis of the
cold war was that communism meant dictatorship
and capitalism meant democracy. How could anyone
say that capitalism was the best system in the world
when the whole Southern part of the United States
was segregated and Negroes had no rights at all? It
created a great dilemma for the United States.

Dr. King came on the scene at a moment of
history. That's why we here in the South didn’t get
that feeling of total terror and failure that so many
people in the North got during the McCarthy days—
the feeling that there was no use trying. The civil
rights movement was working. | always thought King
was a great politician. He started the movement in
the churches, so when the people started trying to
red-bait the Negro movement, they had to go into
churches and red-bait Jesus Christ—pretty difficult to
do.

All this time, of course, the Alabama Legislature
was passing crazy resolutions. They were going to
dissolve the public school system and give money to
private schools. But Judge Johnson and Judge Rives in
the federal court showed that they were not going to
give in to these threats. A cross was burned on Judge
Johnson’s lawn. Somebody bombed his mother’s
house later. Two federal marshals guarded him all
the time. Even his son, Johnny, was guarded.

Now Judge Rives was from an old Montgomery
family and he never had any guards. He got threats,
and that worried him because his wife was more or
less an invalid, but he always felt that anybody who
was cowardly enough to make a threat anonymously
was too cowardly to act out the threat. Judge Rives
had a great deal of confidence. He was a brave man.

When people finally began to give up
segregation, the favorite phrase was, “Well, I'm doing
it because | don’t want to go to Atlanta,” which meant
they didn’t want to be put in the federal penitentiary.
The threat of the federal penitentiary in Atlanta and
Judge Rives and Judge Johnson standing there so
completely resolute, not giving one single inch,

changed the whole climate of opinion. Judge Rives
and Judge Johnson were going to carry out the law.

In February of 1956, during the bus boycott,
Autherine Lucy went to the University of Alabama.
Folsom was governor then. Robert Shelton was head
of the Ku Klux Klan in Tuscaloosa and a lot of the
rubber workers there were Ku Kluxers. The
opposition to Autherine Lucy was organized and
fomented by a crazy young student at the university
named Leonard Wilson, the Ku Klux Klan, Bobby
Shelton, and the rubber workers. They were the ones
that filled up the campus the day Autherine Lucy was
to start school.

The president of the university at that time was
0. C. Carmichael, whom | had known very well
because he had been one of my teachers in Central
High School in Birmingham. He'd been a Rhodes
Scholar, one of the first in Alabama. He came from a
big family up in northern Alabama. He began
teaching Spanish at the high school just after he
returned from being a Rhodes scholar. | was about
fourteen or fifteen, and the class had about two boys
and eighteen girls. The eighteen girls all fell
simultaneously and madly in love with him. We
would do anything to stay after school just to have a
few minutes more with our god. There wasn't a girl
in his class who failed to fall for him. He was very
handsome, with reddish blond hair and blue eyes. He
had to be extremely proper and stiff and dignified or
the girls would have mobbed him. We didn’t learn
much Spanish, but we certainly did suffer the pangs
of love.

At the time of Autherine Lucy’s admission to the
university, Dr. Carmichael said that he was going to
obey the law. We didn't think he was as encouraging
or as brave as he should have been, but he was too
encouraging and too brave to suit the trustees of the
university and the legislature, so he had to leave.
Cliff and I felt he could have been more forward and
prevented some of the disruption, but all he would
say was, “l will obey the law.” He did obey the law,
and the university made him leave because it didn't
think he put up any fight.

That's why George Wallace got to be so popular—
he always lost, but he put up a fight. That appealed
to the Southern spirit: we're going to resist the
Yankees and we’re not going to let them tell us what
to do. The fact that the law prevailed at that time is
a remarkable thing. And | must say that | think the
firm stand taken by such people as Hugo Black and
Cliff and Judge Rives and Judge Johnson kept events

Source: Virginia Durr, “Brown, Buses, and Bombs,” from Outside the Magic Circle: The Autobiography of Virginia Foster Durr, edited by
Hollinger F. Barnard, 274-88. Copyright © 1985. The University of Alabama Press. Used by permission of the publisher.
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from breaking out in open violence.

Cliff’s brother James was under terrific pressure
at this time, but he still stood by Cliff, even though
he didn't agree with him, and kept him on as lawyer
for the Durr Drug Company. If it hadn't been for
Uncle Jimmy, | doubt if we could have stayed here.
Uncle Jimmy was one of the unsung saints.

James Durr also stood behind the people who
worked for him. A Negro employee, Eli Judkins, drove
one of the car pool cars at night in the boycott. Some
of the Ku Klux Klan or White Citizen’s Council over
in Selma read in the paper that this man had been
arrested for taking part in the boycott, and one night
a druggist called James and said, “Mr. Jimmy, we see
where this man got arrested for being a part of the
boycott. We want you to know until you fire that
man, you'll never get another order from us.” And
James said, “Well, now look, if you want to come over
here and do my hiring and firing and run my
business for me, come over and do it, but as long as
I am head of the Durr Drug Company, | will do my
own hiring and firing.” And he didn’t fire Eli even
though he was against the boycott.

In 1956 or 1957, James bought a big block of
tickets for the Chamber of Commerce dinner and
invited Cliff and me to go. The commissioner of
police, L. B. Sullivan, was at the head table, and all of
a sudden in the middle of the evening | saw a
policeman come around and speak to him. He got up
and went out and | said to Cliff, “I bet there’s
trouble.” We went out into the hall and there was a
Negro waiter whom Cliff knew, and he said Martin
Luther King's house had been bombed. Cliff and | got
in our car and drove up to see what had happened.

When we got there, there were just hundreds—it
seemed to me thousands people around the house, all
black. King's house had been bombed, and his wife
and child had been there but, purely by chance, had
not been hurt.

We parked the car and walked through a great
crowd of Negroes. We knew some of them, and they
all shook our hands and led us right up to the porch
of the house that had been bombed. There was a
feeling of friendship and rapport. And King came
out. His wife and Rev. Ralph Abernathy and all his
supporters were there. At that moment, if King had
said “Burn the town down,” | really believe they
would have done it, because this bombing was the
first act of overt violence. But King stood on the steps
and said, “Now you have got to realize that if you
respond to this hatred with hatred, you're putting
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yourself exactly on the same plane with these people.
This is as low an act as a person can do, to bomb a
man’s house with his wife and child in it.” That was
what he said. He talked some more and then every
one went home. King at that point, | thought—like
Judge Rives and Cliff and Judge Johnson—prevented
terrible violence.

The next bombing took place in 1957 while we
were still living in town, before we moved out to
Cliff's grandfather’s old place at Pea Level. The planes
from Maxwell Air Force Base would often break the
sound barrier but seldom at night. You'd hear a
terrific shattering noise above your head.

One night about two or three o’clock in the
morning, we heard the same sort of noise. It seemed
to be all over town, all over. Of course, it woke us up,
and my first thought was what in the name of God
was Maxwell Air Force Base doing breaking the
sound barrier at three o’clock in the morning. Then
the telephone rang and it was Mr. E. D. Nixon. He
said, “Mrs. Durr, they have bombed Reverend
Abernathy’s house and his church. They've bombed
two or three more black churches and they've
bombed Reverend Graetz's house.” Graetz was a
white Lutheran minister who was active in the MIA,
the Montgomery Improvement Association.

“Did they bomb you?” I asked.

“No,” he said, “they didn't bomb me because |
was sitting here with my shotgun. They came by here
and threw their light on me and when they saw that
shotgun, they went on. You know, I'm not a non-
violent nigger.”

He meant he was going to protect his house.
Later on | asked Mr. Nixon how he had happened to
be up so early. They bombed his house once when he
was out of town; the bomb had barely grazed the
sidewalk, but it frightened his wife a great deal. He
said when he heard the first noise, he realized
immediately what it was, and he went out and got the
shotgun and sat there with his shotgun ready to fire.
He said that two or three cars came up and the lights
fell on him and then went on. He would have shot at
them, no doubt about it.

The Graetz family had four or five children at
the time of these bombings. They were a young
couple in their late twenties. He’d come down as a
missionary and had a Negro Lutheran church on Holt
Street. We went over and invited them to come and
stay with us. Their house was pretty well blasted.
Windows were broken. There was a hole in the yard.
It was cold. | borrowed extra blankets and put up

Source: Virginia Durr, “Brown, Buses, and Bombs,” from Outside the Magic Circle: The Autobiography of Virginia Foster Durr, edited by
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cots. Jeannie Graetz called me the next day and said,
“Virginia, I'm sorry, but I'd rather just take a chance
on staying in this house than moving all these kids.
| just can't face it.” She was pretty shaken up. Later
their house was totally wrecked by a bigger bomb,
but they weren't there.

The First Baptist Church, which was Abernathy’s
church, had been completely bombed out. That
bombing was solved, but in a strange way. The man
in a filling station across the street from Martin
Luther King ‘s house remembered some men who had
stopped there for gas. | don’t know how in the world
he did, but he remembered the cars and had taken
down the license numbers. Ever since King's first
bombing, he had been noticing cars that came out
late at night. The police got the numbers of the cars,
and caught these men cold. They were the men who
had been working at Aubrey Williams's house.

The bombers were not convicted. The only thing
John Blue Hill, who was their lawyer, asked Martin
Luther King was whether he’'d ever proposed to a
white woman and dated white women. The judge
kept ruling him out of order. You see, when you got
down to the roots of the thing, you always got back
to the white woman and the black man. This was the
mystique. | call it the cesspool of the South.

Cliff always said that John Blue Hill stopped the
bombing, because he charged the bombers so much
to defend them. He charged each one of them five
thousand dollars. There were seven of them, so they
had to raise thirty-five thousand dollars. It was very
much the technique Cliff used on the policemen in
the police brutality cases. He knew they weren't
going to get a conviction on any police brutality, but
when they had to come into court and hire a lawyer
and get bad publicity and pay out so much money,
beating up blacks on Saturday night just became too
expensive.

But the thing that struck me again, as it had
struck me so often in the old days of the Klan when
as a child 1 had seen them marching, was how poor
these Ku Kluxers were, how emaciated, how scrawny
they looked. They looked as if they had never had

proper food. You couldn’t help but feel that they had
been deprived all their lives.

The Montgomery city officials closed the zoo and
the park that surrounded it in the late fifties rather
than integrate it. | wrote a letter to the editor about
that and came home and found my whole yard
littered with obscene pamphlets. Children would go
into the park and play on the abandoned merry-go-
rounds, and one three-year-old child got her head
crushed in one. The city even took the chairs out of
the library so no one could sit down. The idea was
that if libraries had to be integrated, everybody had
to stand up. Vertical integration apparently was more
tolerable.

We never felt we were in any real danger during
this time in spite of our identification with Mrs. Parks
and Mr. Nixon and the Council on Human Relations.
But it wasn’t an easy time, and it was especially hard
on the children. Our second daughter, Lucy, had
made a circle of friends before the civil rights
movement started and she had a lot of boyfriends.
She was extremely popular, and her friends didn't
care whether her father or mother committed
murder. But the two younger girls, Tilla and Lulah,
had a rough time of it. The teachers singled them out
in class and embarrassed them, and the children said
their father was a nigger-lover and a Communist.
Finally, they just wouldn’t go to school, so we had to
send them to boarding schools. Tilla went to the
Cambridge School outside of Boston, and Lulah went
to Windsor Mountain School in Lenox, Massachusetts.

There were times still when I thought we should
leave Alabama. Cliff kept getting offers from other
places in the country, but he never really considered
them. He felt that we were at home here.

Source: Virginia Durr, “Brown, Buses, and Bombs,” from Outside the Magic Circle: The Autobiography of Virginia Foster Durr, edited by
Hollinger F. Barnard, 274-88. Copyright © 1985. The University of Alabama Press. Used by permission of the publisher.
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LETTER FROM
BIRMINGHAM JTATL

Peter B. Levy

6.3 Martin Luther King, Jr., “Letter from
Birmingham Jail,” reprinted in the New
Leader (June 24, 1963), pp. 3-11.

My Dear Fellow Clergymen,

While confined here in the Birmingham City
Jail, | came across your recent statements calling our
present activities “unwise and untimely.” ..Since |
feel that you are men of genuine good will...I would
like to answer your statement in what | hope will be
patient and reasonable terms.

I think I should give the reason for my being in
Birmingham, since you have been influenced by the
argument of “outsiders coming in.” | have the honor
of serving as president of the Southern Christian
Leadership Conference..We have some 85 affiliate
organizations all across the South — one being the
Alabama Christian Movement for Human Rights...
Several months ago our local affiliate here in
Birmingham invited us to be on call to engage in a
nonviolent direct-action program if such were
deemed necessary. We readily consented and when
the hour came we lived up to our promises. So | am
here.. Beyond this, | am in Birmingham because
injustice is here. Just as the 8th century prophets left
their little villages and carried their “thus saith the
Lord” far beyond the boundaries of their home town,
and just as the Apostle Paul left his little village of
Taurus and carried the gospel of Jesus Christ to
practically every hamlet and city of the Greco-Roman
world, | too am compelled to carry the gospel of
freedom beyond my home town...

Moreover...I cannot sit idly by in Atlanta and not
be concerned about what happens in Birmingham.
Injustice anywhere is a threat to justice everywhere.
We are caught in an inescapable network of
mutuality tied in a single garment of destiny.
Whatever affects one directly affects all indirectly.
Never again can we afford to live with the narrow,
provincial “outside agitator” idea. Anyone who lives
inside the United States can never be considered an
outsider anywhere in this country.

You deplore the demonstrations that are
presently taking place in Birmingham. But | am sorry
that your statement did not express a similar concern
for the conditions that brought the demonstrations
into being. | am sure that each of you would want to
go beyond the superficial social analyst who looks
merely at effects, and does not grapple with
underlying causes. | would not hesitate to say that it
is unfortunate that so-called demonstrations are
taking place in Birmingham at this time, but | would
say in more emphatic terms that it is even more
unfortunate that the white power structure of this
city left the Negro community no other alternative...

We know through painful experience that
freedom is never voluntarily given by the oppressor;
it must be demanded by the oppressed. Frankly, |
have yet to engage in a direct-action campaign that
was “well timed” in the view of those who have not
suffered unduly from the disease of segregation. For
years now | have heard the word “wait!” It rings in
the ear of every Negro with piercing familiarity. This
“Wait” has almost always meant “Never.” We must
come to see, with one of our distinguished jurists,
that “justice too long delayed is justice denied.”

We have waited for more than 340 years for our
constitutional and God-given rights. The nations of
Asia and Africa are moving with jet-like speed toward
gaining political independence, but we still creep at
horse and-buggy pace toward gaining a cup of coffee
at a lunch counter. Perhaps it is easy for those who
have never felt the stinging darts of segregation to
say, “Wait.” But when you have seen vicious mobs
lynch your mothers and fathers at will and drown
your sisters and brothers at whim; when you have
seen hate-filled policemen curse, kick and even Kill
your black brothers and sisters; when you see the
vast majority of your twenty million Negro brothers
smothering in an airtight cage of poverty in the
midst of an affluent society; when you suddenly find
your tongue twisted and your speech stammering as
you seek to explain to your six-year old daughter why
she can’t go to the public amusement park that has

Source: Levy, Peter B., ed. “Letter from Birmingham Jail.” Let Freedom Ring: A Documentary History of the Modern Civil Rights Movement.
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just been advertised on television, and see tears
welling up in her eyes when she is told that Funtown
is closed to colored children, and see ominous clouds
of inferiority beginning to distort her personality by
developing an unconscious bitterness toward white
people; when you have to concoct an answer for a
five-year-old son who is asking: “Daddy, why do
white people treat colored people so mean?”; when
you take a cross-country drive and find it necessary
to sleep night after night in the uncomfortable
corners of your automobile because no motel will
accept you; when you are humiliated day in and day
out by nagging signs reading “white” and “colored”;
when your first name becomes “boy” (however old
you are) and your last name becomes “John,” and
your wife and mother are never .given the respected
title “Mrs.”; when you are harried by day and haunted
by night by the fact that you are a Negro, living
constantly at tiptoe stance, never quite knowing what
to expect next, and are plagued with inner fears and
outer resentments; when you are forever fighting a
degenerating sense of “nobodiness” then you will
understand why we find it difficult to wait. There
comes a time when the cup of endurance runs over,
and men are no longer willing to be plunged into the
abyss of despair. | hope sirs, you can understand our
legitimate and unavoidable impatience.

You express a great deal of anxiety over our
willingness to break laws. This is certainly a
legitimate concern. Since we so diligently urge people
to obey the Supreme Court’s decision of 1954
outlawing segregation in the public schools, it is
rather strange and paradoxical to find us consciously
breaking laws. One may well ask, “How can you
advocate breaking some laws and obeying others?”
The answer is found in the fact that there are just
laws and there are unjust laws. | would be the first
to advocate obeying just laws. One has not only a
legal but a moral responsibility to obey just laws.
Conversely, one has a moral responsibility to disobey
unjust laws. | would agree with Saint Augustine that
“An unjust law is no law at all.”

..We can never forget that everything Hitler did
in Germany was “legal” and everything the
Hungarian freedom fighters did in Hungary was
“illegal.” It was “illegal” to aid and comfort a Jew in
Hitler's Germany. But | am sure that, if | had lived in
Germany during that time, |1 would have aided and
comforted my Jewish brothers even though it was
illegal. If I lived in a Communist country today where
certain principles dear to the Christian faith are

suppressed, | believe | would openly advocate
disobeying these anti-religious laws.

| must make two honest confessions to you, my
Christian and Jewish brothers. First | must confess
that over the last few years | have been gravely
disappointed with the white moderate. | have almost
reached the regrettable conclusion that the Negroes'
great stumbling block in the stride toward freedom is
not the White Citizens’ “Councilor” or the Ku Klux
Klaner, but the white moderate who is more devoted
to “order” than to justice; who prefers a negative
peace which is the absence of tension to a positive
peace which is the presence of justice; who constantly
says “I agree with you in the goal you seek, but | can't
agree with your methods of direct action”; who
paternalistically feels that he can set the timetable for
another man’s freedom; who lives by myth of time
and who constantly advises the Negro to wait until a
more convenient season. “Shallow understanding
from people of good will is more frustrating than
absolute misunderstanding from people of ill will...”

| had hoped that the white moderate would
understand that law and order exist for the purpose
of establishing justice, and that when they fail to do
this they become the dangerously structured dams
that block the flow of social progress...

In your statement you asserted that our actions,
even though peaceful, must be condemned because
they precipitate violence. But can this assertion be
logically made? Isn’t this like condemning the robbed
man because his possession of money precipitated
the evil act of robbery? ...Isn’t this like condemning
Jesus because His unique God consciousness and
never-ceasing devotion to His will precipitated the
evil act of crucifixion?...

You spoke of our activity in Birmingham as
extreme. At first | was rather disappointed that fellow
clergymen would see my nonviolent efforts as those
of the extremist. | started thinking about the fact that
| stand in the middle of two opposing forces in the
Negro community. One is a force of complacency
made up of Negroes who, as a result of long years of
oppression, have been so completely drained of self-
respect and a sense of “somebodiness” that they have
adjusted to segregation, and of a few Negroes in the
middle class who, because of a degree of academic
and economic security, and because at points they
profit by segregation, have unconsciously become
insensitive to the problems of the masses. The other
force is one of bitterness and hatred and comes
perilously close to advocating violence. It is

Source: Levy, Peter B., ed. “Letter from Birmingham Jail.” Let Freedom Ring: A Documentary History of the Modern Civil Rights Movement.
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expressed in the various black nationalist groups that
are springing up over the nation...This movement is
nourished by the contemporary frustration over the
continued existence of racial discrimination. It is
made up of people who have lost faith in America,
who have absolutely repudiated Christianity, and
who have concluded that the white man is an
incurable “devil.”

I must admit that | was initially disappointed in
being so categorized... But as | continued to think
about the matter | gradually gained a bit of
satisfaction from being considered an extremist. Was
not Jesus an extremist in love?.. Was not Martin
Luther an extremist?... Was not Abraham Lincoln...
Thomas Jefferson...

So the question is not whether we will be
extremist but what kind of extremist will we be. Will
we be extremists for hate or will we be extremists for
love? Will we be extremists for the preservation of
injustice — or will we be extremists for the cause of
justice?

Before closing | am impelled to mention one
other point in your statement that troubled me
profoundly. You warmly commended the Birmingham
police force for keeping “order” and “preventing
violence. | don't believe you would have so warmly
commended the police force if you had seen its angry
violent dogs literally biting six unarmed, nonviolent
Negroes... It is true that they have been rather
disciplined in their public handling of the
demonstrations. In this sense they have been rather
publicly “nonviolent.” But for what purpose? To
preserve the evil system of segregation...

| wish you had commended the Negro sit-inner
and demonstrators for their sublime courage, their
willingness to suffer, and their amazing discipline in
the midst of the most inhuman provocation. One day
the South will recognize its real heroes. They will be
the James Merediths, courageously and with a
majestic sense of purpose, facing jeering and hostile
mobs... They will be old, oppressed, battered Negro
women, symbolized in a 72-year-old woman of
Montgomery, Alabama, who rose up with a sense of
dignity and with her people decided not to ride the
segregated buses, and responded to one who
inquired about her tiredness with ungrammatical
profundity: “My feets is tired, but my soul is rested...”
One day the South will know that..they were in
reality standing up for the best in the American
dream and the most sacred values in our Judeo-
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Christian heritage...

6.4 Rather than deterring the protesters,
King’s imprisonment emboldened them. Shortly
afterward, Birmingham experienced unparalleled
protest, highlighted by the daring freedom marches
of school children. Thousands of them were
arrested, others were set upon by Sheriff Bull
Connor’s police dogs and knocked down by
torrents of water shot at them from fire hoses.
The mass media captured this vicious side of
segregation, broadcasting pictures of it across the
airwaves. Americans from all regions of the
nation proclaimed their horror and demanded
that President Kennedy intervene. As a result, city
authorities and the business community
negotiated an accord, which King and others
proclaimed a tremendous victory. However, a day
after it was announced, the KKK held a massive
rally and later, that same day, bomb blasts ripped
through the homes of Reverend A. D. King and the
Gaston Motel, owned by Birmingham’s wealthiest
black citizen. A miniriot broke out and SCLC
averted a major one only by pleading with the
citizens to remain nonviolent. The campaign was
successful. According to Shuttlesworth if one
placed it in its historical context, then the black
community had made considerable strides
forward.

6.4 Fred L. Shuttlesworth, “Birmingham Shall
Be Free Some Day,” Freedomways (Winter
1964), pp. 16-19.

..Much has been written about Birmingham
since the demonstrations, and what the Birmingham
Direct Action has meant to the nation and the world.
“But you ought to have seen and known how bad and
terrible Birmingham was before the demonstrations,”
says a typical Negro citizen, “and it ain’'t much better
now. If it hadn’t been for the Movement, we would
now be back in complete slavery.” This reflects the
sentiment of most of the Birmingham Negro
community. Birmingham, for many years, has been
so afflicted with bleakness, and like Tombstone
Territory of old, it has been “not good enough to live
and too sinful to die.”

Years ago, only a few Negro citizens dared to
speak out, and there could be no consistent challenge
to segregation; the Ku Klux Klan saw to that, and
back of them were the police. The unwritten rule was
“if the mobs don’t stop Negroes, the police will.” Not
only was there no vociferous clamor for civil rights;

Source: Levy, Peter B., ed. “Letter from Birmingham Jail.” Let Freedom Ring: A Documentary History of the Modern Civil Rights Movement.

New York: Praeger, 1992.
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the Negro's existence depended upon his keeping
quiet and upon the white man’s paternalism.

Dialogue between the white and Negro
community was non-existent, except that between
servant and master... Indeed, men were arrested for
holding interracial meetings.. When a reporter
interviewed “Bull” Connor about his attitude and
obedience to law, the commissioner was quoted in
the Afro-American newspaper as saying “Damn the
law, down here | am the Law.”

With such an official attitude prevailing in
Birmingham, one can understand why there have
been over 50 bombings in 30 years. The city has
sanctioned “keeping Negroes in their place,” and so

the police were considered to be acting intelligently
when they slapped, beat, or abused hundreds of
colored people; or when they made it untenable for
Negroes to be in the streets late at night-even when
coming from jobs...

Despite this and other things, “Bull” was again
elected commissioner (1956-59) and he felt this a
mandate to continue leading the city backwards. The
other commissioners were not better, just more
dignified...

At the inception of the “Movement” it was
common practice for police to issue a hundred or
more parking tickets on meeting nights...

Letter from Birmingham Jail

QUESTIONS FOR ANALYSIS AND DISCUSSION

1. Why does Dr. King say he is not an “outsider” and that he has a right to be in Birmingham? (2 reasons)

2. What is the Biblical reference?

3. What does “Injustice anywhere is a threat to justice everywhere” mean2 What are the implications of this
line of reasoning?

4. Why are people now refusing to “wait”2 (Give specific incidents.)

5. Discuss Dr. King's definitions of “legal” and “illegal,” laws.

6. What are his two confessions?

7. How does Dr. King explain the violence that is now occurring® What examples does he give?

8.

relation to these?
9.  Name some famous “extremists.”

What are the two opposing forces in the African-American community? Where does Dr. King stand in

10. How did the Birmingham police force keep “order” and prevent “violence”?

11. Who are the South’s real heroes? Why?

12. Why is this letter so important? What happened as a result2

Questions developed by Arlene Shenkus

Source: Levy, Peter B., ed. “Letter from Birmingham Jail.” Let Freedom Ring: A Documentary History of the Modern Civil Rights Movement.

New York: Praeger, 1992.
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UNIT ]I
AN INTRODUCTION TO A STUDY
OF THE HOLOCAUST AND
GENOCIDE:
VIEWS OF PREJUDICE AND
GENOCIDE

etween World War | and World War 11, many Germans came to regard Jews as the source of

their serious economic and political misfortune. Stereotypes and scapegoating of Jews, which
had existed for two thousand years, coupled with late 19th Century racial anti-Semitism, was also
affected by the defeat of Germany in World War | and Treaty of Versailles. This created a climate that
allowed cruelty, terror and extremist behaviors to manifest themselves. In Germany during the
volatile 1920s and 1930s, many felt compelled to combat the alleged “Jewish conspiracy” before it
was too late. This eventually led to murderous measures to assure what the Nazis called a “Final
Solution to the Jewish Problem.” This unexpected development in a modern and highly civilized state
demands explanation and understanding.

In preparation for their formal study of the Holocaust, it is important for students to explore the
phenomenon of prejudice and its potential for venomous and ultimately lethal expression. Essential
questions must be raised regarding how and why fear can lead to abusive violent behaviors. In order
to make the issues more relevant to the lives of students, they will be asked to explore the recurrence
of vicious behavior in our own time. Examples include the advent of extremist groups such as white
supremacists and terrorists seeking “ethnic cleansing.” In an effort to personalize the content of this
unit, students will be asked to engage in activities that are designed to help them become more
acutely aware of their own attitudes toward various groups in our society. Students should be
encouraged to reflect upon these attitudes throughout their study of this curriculum.

Teachers may wish to supplement activities in this unit with the following curriculum materials
that are endorsed by the N.J. Commission on Holocaust Education: Understanding Hate: From
Holocaust to Columbine to the Internet—Where Hate Comes From and How You Can Help
Stop It. New York: Scholastic, 2001, and Richard F. Flaim and Harry Furman, Eds. The Hitler Legacy:
A Dilemma of Hate Speech and Hate Crime in a Post-Holocaust World. Trenton, NJ: N.J.
Commission on Holocaust Education, 2002. (Scholastic developed the former in cooperation with the
N.J. Commission on Holocaust Education and the latter constitutes an addendum to this curriculum
guide available under separate cover.)
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Unit I is designed to help students understand that genocide is a possible consequence of
prejudice and discrimination that are left unchecked. Students will be asked to (1) define and explain
the nature of prejudice as a universal human phenomenon; (2) examine the contemporary examples
of prejudice, scapegoating, bigotry, discrimination and genocide; (3) define and examine the history
of anti-Semitism from ancient times to 1933; (4) investigate current extremist groups and examine
whether advanced education and culture reduce the potential for genocide; and (5) reassess their
previous generalizations about human nature in light of their study of prejudice and genocide.

New Jersey Commission on Holocaust Education



Unit I

UNIT II: AN INTRODUCTION TO A STUDY OF THE HOLOCAUST AND

GENOCIDE: VIEWS OF PREJUDICE AND GENOCIDE
UNIT GOAL:  Students will understand that genocide is a possible consequence of prejudice and

discrimination.

PERFORMANCE TEACHING/LEARNING INSTRUCTIONAL
OBJECTIVES STRATEGIES AND ACTIVITIES MATERIALS/RESOURCES

define and
explain the nature
of prejudice as a
universal human
phenomenon.

1. Students will A.

Explore your “self” through
one or more of the following
activities:

Read the poem, “Our Human
Rights,” using the Essential
Questions and Activities as a
basis for self-reflection about the
identified issues. Discuss in small
groups.

Complete and discuss the results
of the “Attitudes Toward Groups”
survey. Complete the following
sentence(s):

“The most positive thing |
learned about myself, was....;”

“The most surprising thing |
learned about myself was...”

Share your findings in small
groups, then develop and share
with the class, several general
conclusions from the activity.
(Students should not be required
to reveal their own results.)

Note: The notation, (READING
#___), in this column, indicates that
a copy of the article is included in
this curriculum guide.

A. Resources for Section A:

1. Cummings, Susan. “Our Human
Rights,” Individual Differences:
An Experience in Human
Relations for Children. Madison,
WI: Madison Public Schools, 1974.
(READING #1)

2. Furman, Harry, Ed. “Attitudes
Toward Groups.” The Holocaust
and Genocide: A Search for
Conscience- An Anthology for
Students. New York: Anti-
Defamation League, 1983.
(READING #2)

3. “The National Hate Test.” USA
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PERFORMANCE
OBJECTIVES

TEACHING/LEARNING
STRATEGIES AND ACTIVITIES

Complete “The National Hate
Test;” view the video of the same
title; and discuss the prejudices
that lie within us. (Again,
students should not be required
to publicly reveal their own
results. Self-awareness is an
important outcome.)

Read “Little Boxes” using the
following questions as a guide to
your reading and follow-up
discussion:

How can labels obscure what a
person is really like?

Why do you believe society uses
labels for people?

What labels has society ascribed
to you, and how do these labels
affect others’ opinions of you?

What is the main lesson to be
learned from this reading? (Refer
to the “Connections” segment of
the reading for additional
questions and activities related to
this reading.)

How do we see the world in
which we live?

View the video Shadow of Hate
and take notes on the events that
are depicted. Discuss the events
in small groups and share group
responses with the class.

INSTRUCTIONAL
MATERIALS/RESOURCES

Networks, China Train
Productions, 1998. Also, consult
website: http://www.usanet
work.com/functions/nohate/e
rasehate.html

(READING #3)

Strom, Margot Stern. Ed. “Little
Boxes.” Facing History and
Ourselves. The Holocaust and
Human Behavior. Brookline, MA:
Facing History and Ourselves
National Foundation, 1994.
(READING # 4 )

B. Resources for Section B:

Shadow of Hate: A History of
Intolerance in America. Dir.
Charles Guggenheim.
Videocassette. Southern Poverty
Law Office, 1995. See Southern
Poverty Law Center website:
http://www.splcenter.org/

New Jersey Commission on Holocaust Education




PERFORMANCE
OBJECTIVES

TEACHING/LEARNING
STRATEGIES AND ACTIVITIES

Complete a variety of activities
from The Prejudice Book to raise
awareness of prejudice:

“Prejudice and Dislike”
“Personal Contact Inventory”

View Prejudice: Answering
Children’s Questions using the
following questions as a guide.

How many races are there
normally thought to be and,
according to the video, how many
are there? Explain what caused
each of the major races to form.

What is Jane Elliott’s purpose for
giving people such a hard time?
How do people react to her?
Why? How do you react to her?

What does the little girl say to
the person with “Philly” tattooed
across his head? What do you
think about this confrontation?

Summarize what you learned
from this video. Which segment
taught you the most?

What can you now do with this
knowledge? (NOTE: Students may
be asked to share their responses
in small groups and their group’s
conclusions in full class
discussion.)

View Children In the Crossfire.
This is about children in
Northern Ireland, how some are
raised in a culture of fear and
violence, and one effort to

Unit I

INSTRUCTIONAL
MATERIALS/RESOURCES

2. Shiman, David A. “Prejudice and
Dislike.” The Prejudice Book.
New York: Anti-Defamation
League, 1994. (READING # 5 )

3. Prejudice: Answering Children’s
Questions. ABC News.
Videocassette. 1992

4. Children In the Crossfire. Vestron
Video, Schaefer-Karpf.
Videocassette. 1984.

147



148

THE HOLOCAUST AND GENOCIDE: Views of Prejudice and Genocide

INSTRUCTIONAL
MATERIALS/RESOURCES

PERFORMANCE
OBJECTIVES

TEACHING/LEARNING
STRATEGIES AND ACTIVITIES

change the prejudicial attitudes
that develop. (Note: Discussion of
this video should include a
review of recent official
developments to reconcile long-
standing problems between
Protestants and Catholics in
Northern Ireland. Students may
wish to predict the short and
long-term impact of these efforts
on reducing prejudicial feelings
in that country.)

Define “prejudice” after
reading the selection from the
chapter, “What is the
Problem?” from The Nature of
Prejudice, by Gordon Allport. In
small groups, identify some
common prejudices that students
possess and meet the definition
offered by Allport. (Note: The
teacher may use the article,
written in the 1940, to help
students note the difference in
language usage. For example,
Allport used the word “Negro” to
refer to the group of people who
are more commonly referred to
today as African-Americans.)

Use one or more of the
following readings or
activities to define and
discuss prejudice:

“l Ain’t Sleepin’ Nexta No
Nigger!,” a reading from the
autobiography of Sammy Davis,
Jr., in which he describes his
encounter with prejudice in the
U.S. Army during basic training.

1.

C. Resources for Section C:

1. Allport,Gordon W. “What is the

Problem?” The Nature of
Prejudice. New York: Perseus
Press, 1988. (READING #6)

D. Resources for Section D:

Davis, Jr., Sammy. “l Ain’t
Sleepin’ Nexta No Nigger.”
Selection from Yes | Can, by
Sammy Davis, Jr. and Burt Boyar.
New York: Farrar, Straus and
Giroux, Inc. 1965. Reprinted with

New Jersey Commission on Holocaust Education




PERFORMANCE
OBJECTIVES

TEACHING/LEARNING
STRATEGIES AND ACTIVITIES

“Survey: Race Still Factor in
Military”. Discuss the results of
this survey and relate them to
the experience of Sammy Davis,
Jr. In small groups, discuss
reasons why race is still a factor
in the military after all these
years.

Shadows Between Friends
(video), a personal dilemma
between Mexican-Americans and
Anglo-Americans in Los Angeles.

Prejudice a Universal Problem

Ecidujerp, Prejudice

Identify individuals who have
experienced and have overcome
prejudice, and complete one of
the activities below in which you
will express the nature of the

Unit I

INSTRUCTIONAL
MATERIALS/RESOURCES

permission in The Holocaust and
Genocide: A Search for
Conscience—An Anthology for
Students, by Harry Furman, Ed.,
New York: Anti-Defamation
League, 1983. (READING # 7)

2. “Survey: Race Still a Factor in
Military.” The Press. Atlantic City,
NJ. 24 Nov. 1999, Al.
(READING # 8)

3.  Shadows Between Friends.
Videocassette. ADL, New York,
1991.

4. Selee, James. Prejudice a
Universal Problem. Chapter 8.
Omaha, Neb.: University of
Nebraska at Omaha College of
Education.

5. Furman, Harry, Ed. The
Holocaust and Genocide: A
Search for Conscience—An
Anthology for Students. New
York: Anti-Defamation League,
1983. Reprinted with permission
from Ecidujerp, Prejudice, by
Irene Gersten and Betty Bliss.
New York: Anti-Defamation
League, 1974,

(READING # 9)

6. Sources may include biographies,
articles, interviews, reports,
Internet references on the
following, or other student-or
teacher-identified, examples:
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PERFORMANCE
OBJECTIVES

TEACHING/LEARNING
STRATEGIES AND ACTIVITIES

prejudice and how the
individual(s) was (were) able to
overcome it. You may include
past or contemporary subjects
who experienced a type of
prejudice based upon religion,
race, ethnic group, gender,
disability, sexual orientation, or
others. You may select from the
following alternative activities:

Alternative activities:
Character sketches
Skits

Mock interviews

Portfolio of written and artistic
expression

Small-group role play of the
individual

Panel discussion:
compare/contrast several
individuals

Original poetry

Original music

Posters

Reflective essays

Invite a speaker who has
experienced/overcome prejudice:
prepare questions and format
Write to the personalities inviting
them to respond in writing or on

videotape to a series of prepared
questions.

INSTRUCTIONAL
MATERIALS/RESOURCES

Jackie Robinson, Marian
Anderson, Arthur Ashe, Elie
Wiesel, John F. Kennedy, Cesar
Chavez, Daniel Inouye, Greg
Louganis, Ellen DeGeneres. Local
people may also be identified.

New Jersey Commission on Holocaust Education




PERFORMANCE
OBJECTIVES

TEACHING/LEARNING
STRATEGIES AND ACTIVITIES

Recognize and define the
profiles of people who display
prejudice, stereotyping,
scapegoating, and bigotry.

How are prejudice and scape-
goating responses to unmet
needs? What are our needs?
wants? How do they differ?

List and discuss universal human
needs.

What is stereotyping?

Note: Being Fair, Being Free
contains 20 individual lessons
that help students to understand
the nature of prejudice and how
it conflicts with basic American
values.

Read the article “Scapegoating,”
that contains selections by
Gordon Allport, and use the
included handout “Is Blame
Justified?” as a guide for analysis
and discussion.

Read “Helga’s Dilemma.” The
complete lesson plan includes the
dilemma story, questions,
objectives and suggested
strategies. (Note to the teacher:
Additional activities to develop
higher-order and critical thinking
skills may be completed from
Reducing Adolescent Prejudice.)

Examine the lyrics, and listen to
the recording of Word Game by
Stephen Stills. (Musically-talented
students may perform this song
for the class and lead a discussion

Unit I

INSTRUCTIONAL
MATERIALS/RESOURCES

E.

Resources for Section E:

1-2. Seeds of Hate: An Examination

of Prejudice. Filmstrip. Warren
Schloat Productions, 1974.
(READING #10)

Being Fair, Being Free. New
York: Anti-Defamation League,
1992.

“Scapegoats: Lesson 2.” Night.
USA: The Center for Learning,
1993.

(READING # 11)

Gabelko, Nina Hersch and John U.
Michaelis. Reducing Adolescent
Prejudice. “Helga’'s Dilemma.”
New York: Teachers College Press,
1981.

(READING # 12)

Stills, Stephen. Word Game.
Words and music by Stephen
Stills. Gold Hill Music, Inc. 1971.
Reprinted with permission in
The Holocaust and Genocide:
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INSTRUCTIONAL
MATERIALS/RESOURCES

PERFORMANCE
OBJECTIVES

10.

TEACHING/LEARNING
STRATEGIES AND ACTIVITIES

of its meaning.) The lyrics raise
questions about the relationship
between fear and prejudice and
whether there is a relationship
between age and prejudice.

View The Eye of the Storm which
analyzes the effects of prejudice
as it developed in a typical
classroom. This is the classic
account of the “Blue-Eyed, Brown-
Eyed Experiment.” Discuss in
small groups the implications of
this experiment for
understanding prejudice.

View and discuss A Class Divided
which does a follow-up on Eye of
the Storm many years later when
the students are adults.

View Names Can Really Hurt Us
that depicts teenagers from
ethnically and racially diverse
neighborhoods talking about
painful experiences. Share with
the class names you have been
called, how you felt and how it
affected you. Write your feelings
down before sharing with the
class.

Complete the activity “Ethnic
Jokes,” and share your responses
in small groups. A class
discussion should follow, with
conclusions developed regarding
the impact of ethnic jokes. (While
this activity deals with ethnic
jokes, the teacher may ask
students to relate it to other
groups that are typical targets of
prejudice: i.e., gays, women,
religious groups, the disabled,
senior citizens, etc.)

10.

A Search for Conscience—An
Anthology for Students. New
York: Anti-Defamation League,
1983. (READING #13)

The Eye of the Storm.
Videocassette. The Center for the
Humanities Inc., Mt. Kisco, NY

A Class Divided. Videocassette.
“Frontline.” PBS, 1987.

Names Can Really Hurt Us.
Videocassette. WCBC-TV. Anti-
Defamation League 1989.

A World of Difference. “Ethnic
Jokes,” New York: Anti-
Defamation League.
(READING #14)

New Jersey Commission on Holocaust Education




PERFORMANCE
OBJECTIVES

2. Students will
define and
examine
contemporary
examples of
prejudice,
scapegoating,
bigotry,
discrimination
and genocide.

TEACHING/LEARNING
STRATEGIES AND ACTIVITIES

11. Discuss the role that the media
play in stereotyping racial or
other groups. Express your views
in any of the following ways:

e Create a collage
e Prepare a scrapbook
e Write in a journal

e Create a series of examples in a
videotape or PowerPoint
presentation

12. Read and discuss “Rock, He
Called Me A Guinea,” from
Biography of a First Son, the
story of former heavyweight
boxing champion, Rocky
Marciano. Use questions in the
reading to guide your analysis
and discussion.

13. Read excerpt from Black Boy, by
Richard Wright, and complete the
activity, “Limitations, Feelings
and Defenses,” included in the
reading. Use this as a basis for
class discussion.

A. Conduct research using

multiple sources on
contemporary examples of
prejudice, scapegoating,
bigotry, discrimination and
genocide. Draw conclusions
about the relationship
between prejudice and
discrimination and the tragic
results of any of the following
examples:

Unit I

INSTRUCTIONAL
MATERIALS/RESOURCES

11. Select contemporary sources,
including popular music,
magazines, newspapers,
television, and all types of
commercials.

12. Marciano, Rocky. Biography of a
First Son. “Rock, He Called Me A
Guinea.” Everett M.J. Kehan,
Houghton and Mifflin Co., 1977
(READING # 15)

13. Night: Curriculum Unit.
“Excerpt from Black Boy” (by
Richard Wright), and “Limitations,
Feelings and Defenses” by
Richard Wright. USA: The Center
for Learning, 1993.
(READING # 16)

A. Resources for Section A:

1. Teacher and student-identified
multiple resources.

2. The following videos may be
helpful in this section:

* Love Hate Prejudice Peace.
Carole Martin, David Diaz. WNET,
Channel 13 (New York), PBS
Production
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PERFORMANCE
OBJECTIVES

TEACHING/LEARNING

STRATEGIES AND ACTIVITIES

Cambodia, 1975-1979

Rwanda: Hutu-Tutsi Conflict, 1994
Bosnia

Kosovo

Massacre at Columbine High
School in 1999

South Africa

East Timor

Los Angeles Riots

Crown Heights (NY) Incident

Native Americans of Central and
South America

Native Americans of North
America

Worldwide Terrorist Activities
Eastern Europe (anti-Semitism)
Haiti

Cuba

Mexicans

Korean and African-American
Communities Conflict

Goshen, Indiana Hate Crime:
Random Murder, 1999

Jasper, Texas: Hate Crime- Murder

INSTRUCTIONAL
MATERIALS/RESOURCES

Racism 101. “Frontline.” PBS

Beyond Hate Trilogy.
Videocassette. Bill Moyers. Dir.
Catherine Tatge and Dominique
Lasseur, Mystic Fire Video, 1992

Hate Crimes. Bergen County (NJ)
Prosecutor’s Office

The Shadows Between Friends.
New York: Anti-Defamation
League, 1991,

I'm Not Prejudiced. New York:
Anti-Defamation League
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PERFORMANCE
OBJECTIVES

3. Students will
define and
examine the
history of Anti-
Semitism from
ancient times to
1933.

TEACHING/LEARNING
STRATEGIES AND ACTIVITIES

Notes to the Teacher: Students
can use the Internet, school and
other local libraries to identify
the multiple sources needed to
complete this assignment. Part of
the objective of this assignment is
for students to address Workplace
Readiness Standard 2 in the N.J.
Core Curriculum Content
Standards: “All students will use
information, technology and
other tools;” and (2) many of the
contemporary examples listed
above are treated in greater
detail in Unit VI: Genocide.

Select from the following
activities:

Read and discuss “Religious and
Racial Anti-Semitism,” by Milton
Meltzer, which describes the
historic relations between
Christians and Jews from the
time of Jesus.

Read “The Things They Say
Behind Your Back” and analyze
the following historic examples of
stereotypes about Jews in terms
of their causes and effects. Why
have these stereotypes been
difficult to eliminate? (See the

Unit I

INSTRUCTIONAL
MATERIALS/RESOURCES

A. Resources for Section A:

1. Meltzer, Milton. “Religious and
Racial Anti-Semitism.” Never to
Forget: The Jews of the
Holocaust. New York: Harper and
Row Publishers, 1976. Used with
permission in The Holocaust and
Genocide: A Search for
Conscience—An Anthology for
Students. New York: Anti-
Defamation League, 1983.
(READING #17)

2. Helmreich, William B. “The
Things They Say Behind Your
Back: Stereotypes About Jews.”
Ivan L. Tillem., Ed. The Jewish
Directory and Almanac. New
York: Pacific Press, 1984
(READING #18)
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PERFORMANCE TEACHING/LEARNING INSTRUCTIONAL
OBJECTIVES STRATEGIES AND ACTIVITIES MATERIALS/RESOURCES

end of the reading for additional
thought-provoking questions.)

e International plot to take over the
world

e Shrewd businessmen

e Chosen People concept
e Christ killers

e Control Wall Street

e Rich and ostentatious
e Communists

e Control Media and the U.S.
Congress

156 3. Identify common stereotypes of 3. Student-identified resources.
one or two additional groups in
our society, and reflect upon the
harm they do, and who perceives
themselves to benefit from
stereotyping.

4, Read “What Is A Jew?” and 4. Rosen, Dr. Philip. “What Is A
complete the following: Jew?” Cherry Hill, NJ:
unpublished, November 1999
e In small groups, determine those (READING #19)

unique characteristics that all
Jews share in common.

e Are there differences among
people of the Jewish faith?

¢ What characteristics do they
share with other people of the
world?

New Jersey Commission on Holocaust Education



View Children of Jacob and
discuss the question: “What are
your perceptions of a person who
belongs or converts to the Jewish
faith?”

View Of Pure Blood. This is a
chilling look at the Nazi plan to
develop a “super race,” Hitler's
plan to breed multitudes of ideal
Germans. Discuss: What values
were reflected in this plan? What
were its implications? How
successful was it?

Use the Internet to investigate
views of Social Darwinism. One
example is Modern History
Sourcebook: Herbert Spencer:
Social Darwinism, 1857. How
might these views have
influenced Hitler and the Nazis?

Investigate the theme of Pre-Nazi
Anti-Semitism in art, and report
your findings, using specific
examples in your presentation.

Compare and contrast anti-
Semitic views reflected in
classic literature and
films/videos.

Read “The Princess Tale” by
Geoffrey Chaucer and discuss the
concept of blood libel.

View The Fixer, based on the
Beilis Case of 1911-12. Yakov
Bok, a “fixer,” or handyman, is
unjustly accused of ritualistically

6a.

6h.

Unit I

PERFORMANCE TEACHING/LEARNING INSTRUCTIONAL
OBJECTIVES STRATEGIES AND ACTIVITIES MATERIALS/RESOURCES

Children of Jacob.
Producer/Director, Jeremy
Newman, 1999.

Of Pure Blood. Dir. Joseph
Sargent. Perf. Patrick McGoohan,
Lee Remick, et. al. MPI Video,
15825 Rotary Drive, Oak Forest,
[llinois, 60452 (1-800-323-0442)

Adam, Peter. Art of the Third
Reich. New York: Harry Abrams.

http://www.fordham.edu/
halsall/mod/spencerdarwin.ht
ml

A Survey of Western Art. CD-
Rom. Crystal Productions, Box
2159, Glenview, lllinois, 60025.
or http://www.crystalproduc
tions.com

Resources for Section B:

Chaucer, Geoffrey. Nevill Coghill,
Trans. The Canterbury Tales.
“The Princess Tale.” New York:
Penguin Books, 1989.

The Fixer. Dir. John
Frankenheimer. Perf. Alan Bates,
Dirk Bogarde, et. al.
Videocassette. MGM Home
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PERFORMANCE
OBJECTIVES

TEACHING/LEARNING
STRATEGIES AND ACTIVITIES

murdering a young boy in the
Christian sector of Kiev in pre-
revolutionary 20th Century
Russia. While everyone knows he
is innocent, Bok symbolizes the
plight of being a Jew in a rabidly
anti-Semitic country.

As a follow-up activity, express
your interpretation of Bok’s
experience through a medium
that is meaningful: a poem; a
drawing, a sketch or a painting; a
reflective essay; or an original
piece of music. Share the product
with the class with a follow-up
discussion of the video and/or
book.

Read scenes from The Merchant
of Venice by William
Shakespeare, which deals with
anti-Semitism. It should be noted
that in the 12th Century, Jews
were banished from England by
decree. Shakespeare never met a
Jew, but in his play, The
Merchant of Venice, there is a
key character who is Jewish. See
Act 111, Scene I; and Act IV—court
scenes.

Read The Jew of Malta, by
Christopher Marlowe, and
compare and contrast the views
of anti-Semitism expressed in the
works of Chaucer, Shakespeare
and Marlowe. (Note to the
Teacher:: This is one of the best-
known works by the influential
English Renaissance dramatist. In
order to raise tribute demanded
by the Turks, Ferneze, the
Christian governor of Malta,

INSTRUCTIONAL
MATERIALS/RESOURCES

Entertainment, 1994.

and

Malamud, Bernard. The Fixer.
New York: Penguin, 1994,

Nelson, William Allen, and
Charles Hill Jarvis. Plays and
Poems of William Shakespeare.
New York: Houghton Mifflin,
1942.

Marlowe, Christopher. David
Bevington, ed. The Jew of Malta.
Revels Student Editions.
Manchester: Manchester
University Press: 1997
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PERFORMANCE
OBJECTIVES

TEACHING/LEARNING
STRATEGIES AND ACTIVITIES

seizes half the property of all
Jews on the island. Students may
act out portions of the drama and
discuss its meaning.)

View The Longest Hatred, which
examines Jewish-Christian
relationships over the past 2,000
years. Part | uses images from
art, vintage clips and covers the
Middle Ages, the Reformation, up
to the Third Reich, resurgence in
Austria, Poland and Russia. Part Il
deals with the Islamic World.
(Note to the Teacher: This
video is recommended for
advanced students at the high
school level. As with all films, the
teacher is advised to preview
before using.)

Create a timeline depicting the
major events of Anti-Semitism:
blood libels, Crusades, Black
Plague, Martin Luther, Protocols
of the Elders of Zion, Dreyfus
Case, Doctors’ Plot (Russia).

Read “Luther” from Poliakov's
book The History of Anti-
Semitism using the following
questions as a guide to your
analysis and follow-up discussion:

What were Martin Luther’s views
of the Jews in his later years?
Why do you believe these views
were accepted by many people?

Examine Luther’s use of language.
Compare his use of inflammatory
and derogatory language with
that of other historical or
contemporary leaders.

5.

6.

6-7.

Unit I

INSTRUCTIONAL
MATERIALS/RESOURCES

The Longest Hatred. The History
of Anti-Semitism. Videocassette.
Anti-Defamation League, 1997.

Jackdaws Kit. Anti-Semitism.
Amawak, NY: Golden Owl
Publications. (P.0. Box 503,
Amawak, NY 10501; phone: 914
962-6911)

Poliakov, Leon. The History of
Anti-Semitism. New York:
Schocken Books, 1974.

out of print

(READING # 20)
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PERFORMANCE
OBJECTIVES

10.

TEACHING/LEARNING
STRATEGIES AND ACTIVITIES

Review and analyze “The
Canonical and Nazi Anti-Jewish
Measures,” and “Pre-Nazi and Nazi
Anti-Jewish Measures,” by Raul
Hilberg. Using questions at the
end of the readings, discuss what
you believe to be Hilberg’s point.

Read and discuss “About the Jew,”
by Adolf Hitler.

Research anti-Semitism in the
United States:

What were Henry Ford’s anti-
Semitic theories in the 1920's
that were articulated in his book,
The International Jew?
According to the authors of Ford
and Hitler, how do their views
compare?

What was the focus of Father
Charles E. Coughlin, a Detroit
priest who spoke on a radio
program weekly in 1938-1939?
How is Coughlin portrayed in the
cartoon in Dr. Seuss Goes to
War?

Research the views of
fundamentalist preacher, Gerald
L.K. Smith.

INSTRUCTIONAL
MATERIALS/RESOURCES

8. Hilberg, Raul. “Canonical and Nazi
Anti-Jewish Measures,” and “Pre-
Nazi, Anti-Jewish Measures.” The
Destruction of the European
Jews. New York: Holmes & Meier
Publishers, Inc., 1985.
(READING # 21 )

9. Chartock, Roselle and Jack
Spencer. “About the Jew.” The
Holocaust Years: Society on
Trial. New York: Bantam Books,
1978. (READING # 22)

10a. Pool, James and Suzanne. “Ford
and Hitler.” Who Financed
Hitler? New York: Dial Press,
1978. (READING # 23)

10a-e. Gorberg, David. Anti-Semitism
in American History. Urbana
ILL.: University of Ilinois Press,
1986.

10a,e,c. Herzstein Robert F. Roosevelt
and Hitler: Prelude to War. New
York: Paragon Press, 1989.

10b. Minear, Richard H. Dr. Seuss Goes
to War. New York: New Press,
1999.
Warren, David and Donald.
Radio Priest: Charles Coughlin,
the Father of Hate Radio. New
York: Free Press, 1996.
Wechsler, James. “Coughlin
Terror.” The Nation. 22 July
1939, pp. 92-97.

10c. Marrus, Michael R. The Holocaust
in History. New York: Meridian,
1987.
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PERFORMANCE
OBJECTIVES

d.

TEACHING/LEARNING
STRATEGIES AND ACTIVITIES

Research the myths of Christian
anti-Semitism.

Review the rise of the Ku Klux
Klan, the America First Party, and
the isolationist ideas of Charles
Lindbergh.

Amazon.com sells a book, The
Protocols of Zion. A good many
chapters are reprints from Ford’s
The International Jew. Some are
calling for a ban on its
distribution. On the Internet,
Amazon says:

“Should Amazon.com sell The
Protocols and other
controversial works? As a
bookseller, Amazon.com strongly
believes that providing open
access to written speech, no
matter how hateful or ugly, is
one of the most important things
we do. It is a service that the
United States Constitution
protects, and one that follows a
long tradition of booksellers
serving as guardians of free
expression in our society.”

Do you agree with Amazon’s
view? Is a bookseller obliged to
sell books that promote hate?
Amazon admits, “You can also

Unit I

INSTRUCTIONAL
MATERIALS/RESOURCES

10d. Hay, Malcolm. The Roots of
Christian Anti-Semitism. New
York: Anti-Defamation League,
1981.
H-Antisemitism Website:
http://www.h-net.msu.
edu/"antis/

10e. KKK: A Secret History. Rep.
Roger Mudd. Videocassette. The
History Channel, 1998.
(1-800-708-1776)

Wade, Wyn Craig. The Fiery
Cross: The Ku Klux Klan in
America. New York: Simon and
Schuster, 1989

Herzstein, Robert E.

Roosevelt and Hitler: Prelude to
War. New York: Paregon House,
1989.
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PERFORMANCE
OBJECTIVES

4. Students will
investigate
current extremist
groups and
examine whether
advanced
education and
culture reduce the
potential for
genocide.

TEACHING/LEARNING

STRATEGIES AND ACTIVITIES

find books in other sections of
Amazon.com online bookstore
that analyze The Protocols’
fraudulent origins and its tragic
historical role in promoting anti-
Semitism and Jewish
persecution...” Discuss the
implications of your response for
our society.

Conduct and share the results
of research on the beliefs of
the Ku Klux Klan.

Conduct research on the Ku Klux
Klan in the United States, using
library and Internet sources, with
a focus on beliefs of the Klan,
and its current strength and
influence in the United States.

INSTRUCTIONAL
MATERIALS/RESOURCES

A. Resources for Section A.

la. Hate Watch. Website:
http://hatewatch.org/
(CAUTION: This website
includes links to a large
number of racist and militant
groups, including those of the
Ku Klux Klan, Nazis,
Skinheads, and Holocaust
deniers. Teachers must
preview this site and exercise
discretion regarding careful
preparation and guidance in
advance of any assignment,
and the monitoring of
students during their use of
the site. School policies
regarding use of such sites
should be reviewed.)

1b. Klan Watch. Website of the
Southern Poverty Law Center:
http://splcenter.org/
intelligenceproject/ip-index.
html
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PERFORMANCE
OBJECTIVES

TEACHING/LEARNING
STRATEGIES AND ACTIVITIES

Presentations of the results of
your research may take the form
of: discussion in cooperative
learning groups, an oral
presentation, a written report or
a Power Point presentation.

Conduct a study of extremist
groups in the United States,
their goals, methods of
advertising and recruiting,
activities, successes or
failures, and public response
to them.

Note to Teachers: You may wish
to consult The Hitler Legacy: A
Dilemma of Hate Speech and
Hate Crime in a Post-Holocaust
World. This curriculum guide and
student reader, available from the
N.J. Commission on Holocaust
Education, focuses upon eight
topics:

Hatred A Search for
Understanding

Hate Speech and the First
Amendment

Hate and the Internet
Implications of Hate Crime Laws

The Denial of History (Holocaust
Deniers)

Unit I

INSTRUCTIONAL
MATERIALS/RESOURCES

1c. Digital Hate 2000. Vol. Il. CD-
Rom. Simon Wiesenthal Center
Interactive Report on the
Internet. 1999.

2. Teacher and student identified
resources.

B. Resources for Section B:

1. Flaim, Richard F. and Harry
Furman, Eds. The Hitler Legacy:
A Dilemma of Hate Speech and
Hate Crime in a Post-Holocaust
World. Trenton, NJ: N.J.
Commission on Holocaust
Education, 2002. (Contact N.J.
Commission on Holocaust
Education, P.O Box 500, Trenton,
NJ 08625.)

2. Goldman, Caren. “Profile:
Recovery from Hate.” Common
Boundary July/August 1996.
(READING #24)

Cochran, Floyd. Speaker. c/o
Education & Vigilance, PO Box
407, Coudersport, PA 16915.
(814) 274-1791 (References are
available)

= County Prosecutors’ offices in
New Jersey
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PERFORMANCE
OBJECTIVES

4.

TEACHING/LEARNING
STRATEGIES AND ACTIVITIES

The Hitler Fascination
The Massacres at Columbine
Drawing Conclusions

Invite a speaker to address the
class on extremist groups. (One
well-received speaker is Floyd
Cochran, once a member and
recruiter of the Aryan Nations
who left the group in 1992 and
has dedicated his life to exposing
hate groups through his
presentations at college and high
schools throughout the country.)

Evaluate the role of extremist
groups in society today, and
how the lives of young people
are impacted by them. Why are
some young people attracted to
them? How do we reconcile the
existence of extremist groups
with our democratic principles,
including the freedom of
expression and assembly?

Research and debate the role
of rap music and rap videos
in terms of their potential to
promote hatred.

Examine and interpret lyrics
Consider issues related to the
First Amendment

Interview a sampling of students
and adults

Present findings to the class

INSTRUCTIONAL
MATERIALS/RESOURCES

= Bias Crime and Community
Relations Unit, NJ Attorney
General’s Office, Trenton, NJ

Contact local office of the Anti-
Defamation League of B’nai B'rith
for list of speakers.

Resources for Section C:

Consult web site for the American
Sociological Association:
www.publiceye.org/hate/
hate99ASA-10.html

Resources for Section D:

Razzamatazz. New York: Anti-
Defamation League, 1991.

New Jersey Commission on Holocaust Education




Unit I

PERFORMANCE TEACHING/LEARNING INSTRUCTIONAL
OBJECTIVES STRATEGIES AND ACTIVITIES MATERIALS/RESOURCES

5. Students will A. Reassess and, where A. Resources for Section A:
reassess their warranted, revise your Students’ previous generalization
previous previous generalization about about human nature completed at
generalizations human behavior based upon the conclusion of Unit I.
about human your newly acquired
nature in light of knowledge of prejudice and
their study of genocide.
prejudice and
genocide.
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READINGS INCLUDED TN UNIT I

Reading# Title/Reference

1

10.

11.

12.

13.

14.

Cummings, Susan. “Our Human Rights,” Individual Differences: An Experience in Human
Relations for Children. Madison, WI; Madison Public Schools, 1974.

Furman, Harry, Ed. “Attitudes Toward Groups.” The Holocaust and Genocide: A Search for
Conscience—An Anthology for Students. New York: Anti-Defamation League, 1983.

“The National Hate Test.” USA Networks, China Train Productions, 1998.

Strom, Margot Stern. Ed. “Little Boxes.” Facing History and Ourselves. The Holocaust and
Human Behavior. Brookline, MA: Facing History and Ourselves National Foundation, 1994.

Shiman, David A. “Prejudice and Dislike.” The Prejudice Book. New York: Anti-Defamation
League, 1994.

Allport,Gordon W. “What is the Problem?” The Nature of Prejudice. New York: Perseus Press,
1988.

Davis, Jr., Sammy. “I Ain’t Sleepin’ Nexta No Nigger.” Selection from Yes | Can, by Sammy Davis,
Jr. and Burt Boyar. New York: Farrar, Straus and Giroux, Inc. 1965. Reprinted with permission
in The Holocaust and Genocide: A Search for Conscience—An Anthology for Students, by
Harry Furman, Ed., New York: Anti-Defamation League, 1983.

“Survey: Race Still a Factor in Military.” The Press. Atlantic City, NJ. 24 Nov. 1999, Al.

Gersten, Irene and Betty Bliss. “Ecidujerp, Prejudice.” The Holocaust and Genocide: A Search
for Conscience—An Anthology for Students. Harry Furman, Ed. New York: Anti-Defamation
League, 1983.

Seeds of Hate: An Examination of Prejudice. Filmstrip. Warren Schloat Productions, 1974.

“Scapegoats: Lesson 2.” Night Curriculum Unit. USA: The Center for Learning, 1993.

Gabelko, Nina Hersch and John U. Michaelis. “Helga’s Dilemma.” Reducing Adolescent
Prejudice. New York: Teachers College Press, 1981.

Stills, Stephen. Word Game. Words and music by Stephen Stills. Gold Hill Music, Inc. 1971.
Reprinted with permission in The Holocaust and Genocide: A Search for Conscience—An

Anthology for Students. Harry Furman, Ed. New York: Anti-Defamation League, 1983.

A World of Difference. “Ethnic Jokes,” New York: Anti-Defamation League.
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16.

17.

18.

19.

20.

21.

22.

23.

24.

Unit I

Marciano, Rocky. Biography of a First Son. “Rock, He Called Me A Guinea.” Everett M.J. Kehan,
Houghton and Mifflin Co., 1977

“Excerpt from Black Boy” and “Limitations, Feelings and Defenses.” (by Richard Wright), Night:
Curriculum Unit. USA: The Center for Learning, 1993.

Meltzer, Milton. “Religious and Racial Anti-Semitism.” Never to Forget: The Jews of the
Holocaust. New York: Harper and Row Publishers, 1976. Used with permission in The

Holocaust and Genocide: A Search for Conscience—An Anthology for Students. New York:
Anti-Defamation League, 1983.

Helmreich, William B. “The Things They Say Behind Your Back: Stereotypes About Jews.” lvan
L. Tillem., Ed. The Jewish Directory and Almanac. New York: Pacific Press, 1984.

Rosen, Dr. Philip. What Is A Jew? Cherry Hill, NJ: unpublished, November 1999.
Poliakov, Leon. The History of Anti-Semitism. New York: Schocken Books, 1974.

Hilberg, Raul. “Canonical and Nazi Anti-Jewish Measures,” and “Pre-Nazi, Anti-Jewish Measures.
The Destruction of the European Jews. New York: Holmes & Meier Publishers, Inc., 1985.

Chartock, Roselle and Jack Spencer. “About the Jew.” The Holocaust Years: Society on Trial.
New York: Bantam Books, 1978.

Pool, James and Suzanne. “Ford and Hitler.” Who Financed Hitler? New York: Dial Press, 1978.

Goldman, Caren. “Profile: Recovery from Hate.” Common Boundary. July/August 1996.
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Unit 1I: READING #1

OUR HUMAN RIGHTS

| have a right to be happy and to be
treated with compassion in this room:
This means that no one
will laugh at me or
hurt my feelings.

I have a right to be myself in this room:
This means that no one will
treat me unfairly because
of my skin color,
fat or thin,
tall or short,
boy or girl,
or by the way | look-

| have a right to be safe in this room:
This means that no one will
hit me,
kick me,
push me,
pinch me,
or hurt me.

I have a right to hear and be heard in this room:
168 This means that no one will
yell,
scream,
shout,
or make loud noises.

| have a right to learn about myself in this room:
This means that | will be
free to express my feelings
and opinions without being
interrupted or punished.

| have a right to learn according to my own ability.
This means no one will call
me names because of the way | learn.

ESSENTIAL QUESTIONS AND ACTIVITIES

1. After reading the poem, “Our Human Rights,” identify those rights that have been violated against you
during your years in school. How did these experiences affect your feelings? Your behavior? What was
done to those responsible? (These may be discussed in a small group with results shared with the class.)

2. Have you ever observed the rights of classmates being violated? How did this make you feel2 What did
you do?

3. How would your school be different if everyone respected “Our Human Rights2”

4. Draw or paint a picture, or write or perform a song, that expresses your feelings about the importance of
human rights.

Source: Cummings, M. (1974). Individual Differences, An Experience in Human Relations for Children, Madison, Wisconsin: Madison
Public Schools.)
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Unit II:

ATTITUDES TOWARD GROUPS

Jews; “B,” Blacks; and “H,” Hispanics.

Another way to do this activity within a classroom is to divide into groups of five. Each group should,
after extensive discussion, come to a consensus about these ethnic and racial groups. This activity has been

adapted from The Racist Reader by Gary McCuen.

© o N o g &~ w D E

[ay
o

Source: Furman, Harry, Ed. The Holocaust and Genocide: A -Search for Conscience—An Anthology for Students. New York: Anti-

I-W—-J—-B—H

Have many irritating habits and manners.
Are usually very well dressed.

Have superior athletic ability.

Will seek to exploit others.

Must be dealt with forcefully since democratic procedures will never make them behave properly.

Tend to keep to themselves and are suspicious of others.

Usually meddle too much and interfere with other people’s business.
Are generally tolerant of other people.

Often lack initiative and dependability.

. Are extremely ambitious, capable, and intelligent.
11.
12.
13.
14.
15.
16.
17.
18.
19.
20.
21.

Are often lazy and ignorant.

Are morally superior to others.

Often discriminate against others.

Usually become wealthy by manipulating and cheating unsuspecting people.
Are satisfied with their lot and are fair in their dealings with others.

Are never satisfied and are always seeking more money and power.

Usually try to exert control and influence over others.

Are the ones behind the Communist menace in the United States.

Have money and power out of all proportion to their numbers.

Are mostly patriotic individuals who would stand up for the U.S. above all others.

Are largely responsible for the increase of crime and lawlessness in the U.S.

Defamation League, 1983.

READING #2

e begin this unit by exploring your views about certain groups. Examine each statement very
carefully. In the space to the left of each statement, print (SA) if you strongly agree; (A) if you agree;
(D) ifyou disagree; or (SD) if you strongly disagree. Apply each statement to the various groups whose initials
are found at the top of the columns to the left: “I” stands for Italians; “W,” White Anglo-Saxon Protestants; “J,”
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Unit II: READING #2

22. Put more emphasis on material than spiritual values.

23. Are fair with each other but ruthless in their dealings with other people.
24. Will probably succeed in education.

25. Prove to be as trustworthy as other people.

26. Control most of our powerful economic and political institutions.
27. Should be allowed to intermarry with any group.

28. Are the most likely to be aggressive and start fights.

29. Are almost always courteous and friendly.

30. Practice strange customs.

31. Lack imagination.

32. Are cunning and proud.

33. Will often display compassion for people in trouble.

34. Are often too emotional.

QUESTIONS FOR DISCUSSION

1. Did you find any differences in your attitudes toward the various groups you examined? How do you
explain these differences?

170 2. Substitute other ethnic, religious and racial groups for those listed above—i.e:. Poles, Vietnamese,
Mexicans, Germans, Catholics, Jehovah's Witnesses. What differences do you find in your attitudes?
Why?

Source: Furman, Harry, Ed. The Holocaust and Genocide: A -Search for Conscience—An Anthology for Students. New York: Anti-
Defamation League, 1983.
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Unit II: READING #3

THE NATTONAL HATE TEST

QUESTIONS RESPONSE
How important is it to you that O  Extremely important
your children have friends of other O Very important
races? O  Somewhat important
O  Not very important
O Not important at all
O  Not sure
How much would allowing a child O Wouldn't bother you at all
of yours to play with another child O  Bother you somewhat
who is HIV positive bother you? O Bother you a lot
O Wouldn't allow your child to play with
another child who is HIV positive
O Not sure
How comfortable would you feel if O Very comfortable
you were working with someone O  Fairly comfortable
that is openly gay? O  Somewhat comfortable
O  Not very comfortable
O Not at all comfortable
O Not sure
If you found out that a teacher in O  Yes
your child’s school is openly gay, O No
would you want your child taught O  Not sure
by someone else?
How comfortable would you feel O Comfortable
having a woman as your O  Have reservations
immediate boss? O  Not comfortable
O  Never feel comfortable
O Not sure
How comfortable would you feel O Comfortable
dating someone who is in a O  Have reservations
wheelchair? O  Not comfortable
O  Never feel comfortable
O Not sure

“The National Hate Test.” USA Networks, China Train Productions, 1998.
Also, consult website: http://www.usanetwork.com/functions/nohate/erasehate.html
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How comfortable would you feel 0O Comfortable

with having one of your immediate O Have reservations

family members marry someone O Not comfortable

who is of another race? O  Never feel comfortable
O Not sure

How comfortable would you feel 0O Comfortable

with walking on the same side of O Have reservations

the street as a group of teenagers? O Not comfortable
O  Never feel comfortable
O Not sure

Who could do a better job caring O Male baby-sitter

for a toddler: a male baby-sitter or O Female baby-sitter

a female baby-sitter? O  Both the same
O  Depends
O Not sure

How comfortable would you feel if O  Very comfortable

you were talking to someone who O Fairly comfortable

is obviously disabled? O  Somewhat comfortable
O  Not very comfortable
O  Not comfortable at all
O Not sure

172

Is learning a new job something O Something younger people do better

younger people do better, or is it O  Something older people do better

something older people do better? O They do about the same
O Not sure

How comfortable would you feel being O  Very comfortable

examined by a physician of another O Fairly comfortable

race? O  Somewhat comfortable
O  Not very comfortable
O Not comfortable at all
O  Not sure

How comfortable would you feel O Very comfortable

having a next door neighbor of another O Fairly comfortable

race? O  Somewhat comfortable
O Not very comfortable
O  Not comfortable at all
O Not sure

Unit II: READING #3

“The National Hate Test.” USA Networks, China Train Productions, 1998.
Also, consult website: http://www.usanetwork.com/functions/nohate/erasehate.html
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Unit II: READING #3

If your spouse or partner had been O Just as attracted to them

30 pounds heavier when you first O Slightly less attracted to them

met them, would you have been as O A good deal less attracted to them

attracted to them as you actually O A great deal less attracted to them

were at that time? O Not sure

How likely are you to confront a O Somewhat likely to confront that person

person who has made a slur O Not very likely to confront that person

against another religion? O Not at all likely to confront that person
O Not sure
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“The National Hate Test.” USA Networks, China Train Productions, 1998.
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Unit II: READING #4

LITTLE BOXES

Margaret Stern Strom

( ategories and labels can help us understand
why we act the way we do. But sometimes

those labels obscure what is really important about a
person. Student Anthony Wright's difficulties in
filling in the “little boxes” on an application form
explains why reducing individuals to a category can
be misleading.

Little Boxes. “How would you describe yourself?
(please check one)” Some aren't as cordial. “Ethnic
Group™: These little boxes and circles bring up an
issue for me that threatens my identity. Who am 1?

Unlike many others, | cannot answer that
question easily when it comes to ethnicity. My mother
is Hispanic (for those who consider South American
as Hispanic) with an Asian father and my father is
white with English and Irish roots. What does that
make me? My identity already gets lost when my
mother becomes a “Latino” instead of an
“Ecuadorean.” The cultures of Puerto Rico and
Argentina are distinct, even though they are both
“Hispanic.” The same applies to White, Asian, native
American or Black, all vague terms trying to classify
cultures that have sometimes greater disparities
inside the classification than with other cultures. Yet
I can’t even be classified by these excessively broad
terms.

My classification problem doesn’t stop with my
ethnicity. My father is a blue-collar worker, yet the
technical work he does is much more than manual
labor. My family, through our sweat, brains and
savings, have managed to live comfortably. We no
longer can really be classified as poor or lower class,
but we really aren't middle class. Also, in my
childhood my parents became disillusioned with the
Catholic religion and stopped going to church. They
gave me the option of going or not, but | was lazy
and opted to stay in bed late Sunday mornings. Right
now | don't even know if 1 am agnostic, atheist or
something else, like transcendentalist. | just don't fit
into categories nicely.

My biggest conflict of identity comes from
another source; education. In the seventh grade, |
was placed in a prep school from P.S. 61. The only

similarity between the two institutions is that they
are both in the Bronx, yet one is a block away from
Charlotte Street, a nationally known symbol of urban
decay, while the other is in one of the wealthiest
sections of New York City. Prep for Prep, a program
for disadvantaged students that starts in the fifth
grade, worked with me for fourteen months, bringing
me up to the private-school level academically and
preparing me socially, but still, the transition was
rough. Even in my senior year, | felt like | really did
not fit in with the prep school culture. Yet | am
totally separated from my neighborhood. My home
happens to be situated there, and | might go to the
corner bodega for milk and bananas, or walk to the
subway station, but that is the extent of my contact
with my neighborhood. | regret this, but when more
than half the teen-agers are high-school dropouts,
and drugs are becoming a major industry there,
there is no place for me. Prep for Prep was where |
would “hang out” if not at my high school, and it took
the place of my neighborhood and has been a
valuable cushion. At high school, | was separate from
the mainstream majority, but still an inextricable
part of it, so | worked there and put my effort into
making it a better place.

For a while, | desperately wanted to fit into a
category in order to be accepted. Everywhere | went
| felt out of place. When | go into the neighborhood
restaurant to ask for arroz y pollo, my awkward
Spanish and gringo accent makes the lady at the
counter go in the back for someone who knows
English, even though I think | know enough Spanish
to survive a conversation. When | was little,. and had
short straight black hair, | appeared to be one of the
few Asians in my school, and was tagged with the
stereotype. | went to Ecuador to visit relatives, and
they could not agree about whether | was Latino or
gringo. When the little boxes appeared on the
Achievements, | marked Hispanic even though | had
doubts on the subject. At first sight, | can pass as
white, and my last name will assure that I will not be
persecuted as someone who is dark and has
“Rodriguez” as his last name. | chose Hispanic

Source: Strom, Margot Stern. Ed. “Little Boxes.” Facing History and Ourselves. The Holocaust and Human Behavior.
Brookline, MA: Facing History and Ourselves National Foundation, 1994.
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because | most identified with it, because of my
Puerto Rican neighborhood that | grew up in, and my
mother, who has a big influence on me. However,
many people would not consider me a Latino. And by
putting just “Hispanic,” “White,” or “Asian,” | felt as if
I was neglecting a very essential side of me, and lying
in the process. | now put “Other” in those little boxes,
and when possible indicate exactly what | am.

| realize now the problem is not with me but
with the identification system. The words Black,
White, Hispanic, Asian, and Native American,
describe more than one would expect. They describe
genealogy, appearance and culture, all very distinct
things, which most people associate as one; but there
exists many exceptions, like the person who grows up
in the Black inner city and adopts that culture, but is
white by birth; or the Puerto Rican immigrant with
blue eyes and blond hair. Religion can also obscure
definitions, as is the case in Israel recently with the
label “Jewish,” which can be a race, culture or
religion, and the definition of being Jewish by birth.
The classifications especially get confused when
appearance affects the culture, as with non-White
cultures due to discrimination. Defining what is
“culture,” and the specifics also confuses the issue.
For example, it can be argued that almost every
American, regardless of race (genealogy), is at least to
some degree of the white culture, the “norm” in this
country. With more culturally and racially mixed
people like myself entering society, these
classifications have to be addressed and defined.

My mixture helps me look to issues and ideas
from more than one viewpoint, and I like that. Racial,
economic, social and religious topics can be looked
upon with a special type of objectivity that | feel is
unique. I am not objective. | am subjective with more
than one bias, so | can see both sides of an argument
between a black militant and white conservative, a
tenant and a landlord or a Protestant and a Catholic.
| will usually side with the underdog, but it is
necessary to understand opposing viewpoints in
order to take a position. This diversity of self that |

Unit II: READING #4

have, | enjoy, despite the confusion caused by a
society so complex that sweeping generalizations are
made. | cannot and don’t deserve to be generalized
or classified, just like anybody else. My background
and position have affected me, but | dislike trying to
be treated from that information. | am Anthony E.
Wright, and the rest of the information about me
should come from what | write, what | say and how
| act. Nothing else.

CONNECTIONS

Construct an identity chart for Anthony Wright.
How does it help explain why he called his essay
“Little Boxes™ Why does he find it so difficult to
classify himself? When does a special designation
become a box that limits person?

Psychologist Deborah Tannen writes, “We all
know we are unique individuals but we tend to see
others as representatives of groups. It's a natural
tendency since we must see the world in patterns in
order to make sense of it; we wouldn't be able to deal
with the daily onslaught of people and objects if we
couldn't predict a lot about them and feel that we
know who and what they are. But this natural and
useful ability to see patterns of similarity create
unfortunate consequences. It is offensive to reduce
an individual to a category, and it is also misleading.”

Give examples of the ways that generalizing can
be useful. Give examples of its “unfortunate
consequences.” How does Wright's essay support
Tannen’s observation?

What is Wright's dilemma? Do you or people you
know share that dilemma? If so, how do you or they
resolve it? Does the reverse of Wright’s dilemma ever
cause problems? That is, do people ever feel hurt
because their membership in a group is not
acknowledged?

How do Tannen’s comments help explain why
Wright concludes that “I cannot and don't deserve to
be generalized or classified, just like anybody else™
Do you share his feelings?

Source: Strom, Margot Stem. Ed. “Litlle Boxes.” Facing History and Ourselves. The Holocaust and Human Behavior.
Brookline, MA: Facing History and Ourselves National Foundation, 1994.
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Activity:
Goal:

THE PREJUDICE BOOK ACTIVITIES
JOR THE CLASSROOM

David A. Shiman

PREJUDICE AND DISLIKE

To help students distinguish between a prejudice against a group and a dislike of an individual.
Materials: None

First discuss term “dislike” and “prejudice” with the class. Then ask two students to read the

dialogues below. For each of the dialogues below, ask the students if the attitude displayed is a
prejudice or a dislike. The students should be encouraged to explain the difference between the

Procedure:
two terms in their own words.

DIALOGUE #1

Mary: | don't like that Bobby Lewis.

Josh:  Why?

Mary:  He's always teasing people.

Josh:  How do you mean?

Mary:  Oh, you know. He calls Carol “dummy” and
laughs when she makes mistakes in class.

Josh:  Well, she’s not very smart.

Mary:  That's not the point. He’s just mean. And
he calls me “skinny” every time he sees
me.

Josh:  Oh, Bobby doesn’t mean any harm. He's
just trying to be friendly.

Mary: | don't care. | still can’t stand him.

DIALOGUE #2

John:  Did you know that those new boys David
and Paul Rosen are Jewish?

Ann:  Yeah, what about it?

John:  Well, I hope they don’t try to run
everything.

Ann:  What do you mean?

John:  Oh, you know what | mean. Jews always
want to be class officers. They always want
to be president of the school clubs.

Ann: But Carol Brown is Jewish and she’s not
bossy.

John:  There are always some exceptions. You

watch, those Rosen boys will be just like
all the others.

DIALOGUE #3

Bob:

Did you hear that somebody broke into
Tommy's home last night and stole his
family’s stereo and television?

Alice:  Yeah, wasn't it terrible. | wonder who did
it.

Bobh: | can guess.

Alice:  Really, who do you think?

Bob: Those black guys in the high school.

Alice:  Why do you think they did it?

Bob: Well, my father told me that wherever
there are black people there’s always a lot
of crime.

DIALOGUE #4

Carol:  Have you heard the good news about that
Puerto Rican girl Anna Ruiz?

Larry:  No, what about her?

Carol: I just learned that she’s moving away at
the end of the school year.

Larry:  Don't you like Puerto Ricans?

Carol:  It's not that. She’s always picking fights
with me.

Larry: I didn’t know that.

Carol:  Yeah, she’s just like all the other Puerto

Ricans. You know, always fighting and
pushing.

(This dialogue is a bit more complex,
involving both a dislike and a prejudice.
The students might need help in sorting
these out.)

Source: Shiman, David A. “Prejudice and Dislike.” The Prejudice Book. New York: Anti-Defamation League, 1994.
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WHAT IS THE PROBLEM?

Gordon Allport

Definition

The word prejudice, derived from the Latin noun
praejudicium, has, like most words, undergone a
change of meaning since classical times. There are
three stages in the transformation:

1. To the ancients, praejudicium meant a
precedent—a judgment based on previous
decisions and experiences.

2. Later, the term, in English, acquired the
meaning of a judgment formed before due
examination and consideration of the
facts—a premature or hasty judgment.

3. Finally the term acquired also its present
emotional flavor of favorableness or
unfavorableness that accompanies such a
prior and unsupported judgment.

Perhaps the briefest of all definitions of
prejudice is: thinking ill of others without sufficient
warrant. This crisp phrasing contains the two
essential ingredients of all definitions: reference to
unfounded judgment and to a feeling-tone. It is,
however, too brief for complete clarity.

In the first place, it refers only to negative
prejudice. People may be prejudiced in favor of
others; they may think well of them without
sufficient warrant. The wording offered by the New
England Dictionary recognizes positive as well as
negative prejudice:

A feeling, favorable or unfavorable,

toward a person or thing, prior to, or not

based on, actual experience.

While it is important to bear in mind that biases
may be pro as well as con, it is nonetheless true that
ethnic prejudice is mostly negative. A group of
students was asked to describe their attitudes toward
ethnic groups. No suggestion was made that might
lead them toward negative reports. Even so, they
reported eight times as many antagonistic attitudes
as favorable attitudes...

The phrase “thinking ill of others” is obviously
an elliptical expression that must be understood to
include feelings of scorn or dislike, of fear and
aversion, as well as various forms of antipathetic
conduct: such as talking against people, discrim-
inating against them, or attacking them with
violence.

It is not easy to say how much fact is required in
order to justify a judgment. A prejudiced person will
almost certainly claim that he has sufficient warrant
for his [or her] views. He [or she] will tell of bitter
experiences...with refugees, Catholics, or Orientals.
But, in most cases, it is evident that his facts are
scanty and strained. He [or she] resorts to a selective
sorting of his [or her] own memories, mixes them up
with hearsay, and overgeneralizes. No one can
possibly know all refugees, Catholics, or Orientals.
Hence any negative judgment of these groups as a
whole is, strictly speaking, an instance of thinking ill
without sufficient warrant.

Sometimes, the ill-thinker has no first-hand
experience on which to base...judgment. A few years
ago most Americans thought exceedingly ill of Turks-
but very few had ever seen a Turk nor did they know
any person who had seen one. Their warrant lay
exclusively in what they had heard of the Armenian
massacres and of the legendary crusades. On such
evidence they presumed to condemn all members of
a nation.

Ordinarily, prejudice manifests itself in dealing
with individual members of rejected groups. But in
avoiding a Negro neighbor, or in answering “Mr.
Greenberg's” application for a room, we frame our
action to accord with our categorical generalization
of the group as a whole. We pay little or no attention
to individual differences, and overlook the important
fact that Negro X, our neighbor, is not Negro Y, whom
we dislike for good and sufficient reason; that Mr.
Greenberg, who may be a fine gentleman, is not Mr.
Bloom, whom we have good reason to dislike.

So common is this process that we might define
prejudice as:

An avertive or hostile attitude toward a
person who belongs to a group, simply
because he [or she] belongs to that group,
and is therefore presumed to have the
objectionable qualities ascribed to the
group

This definition stresses the fact that while ethnic
prejudice in daily life is ordinarily a matter of
dealing with individual people it also entails an
unwarranted idea concerning a group as a whole.

Returning to the question of “sufficient

Source: Allport, Gordon W. “What is the Problem2” The Nature of Prejudice. New York: Perseus Press, 1988,6-9.
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warrant,” we must grant that few if any human
judgments are based on absolute certainty. We can be
reasonably, but not absolutely, sure that the sun will
rise tomorrow, and that death and taxes will finally
overtake us. The sufficient warrant for any judgment
is always a matter of probabilities. Ordinarily our
judgments of natural happenings are based on firmer
and higher probabilities than our judgments of
people. Only rarely do our categorical judgments of
nations or ethnic groups have a foundation in high
probability.

Take the hostile view of Nazi leaders held by
most Americans during World War 1. Was it
prejudiced? The answer is no, because there was
abundant available evidence regarding the evil
policies and practices accepted as the official code of
the [Nazi] Party. True, there may have been good
individuals in the party who at heart rejected the
abominable program; but the probability was so high
that the Nazi group constituted an actual menace to
world peace and to humane values that a realistic
and justified conflict resulted. The high probability
of danger removes an antagonism from the domain
of prejudice into that of realistic social conflict.

In the case of gangsters, our antagonism is not a
matter of prejudice, for the evidence of their
antisocial conduct is conclusive. But soon the line
becomes hard to draw. How about an exconvict? It is
notoriously difficult for an exconvict to obtain a
steady job where he can be self-supporting and self-
respecting. Employers naturally are suspicious if they
know the...[person’s] past record. But often they are
more suspicious than the facts warrant. If they looked
further they might find evidence that the man who
stands before them is genuinely reformed, or even
that he was unjustly accused in the first place. To shut
the door merely because a ... [person] has a criminal
record has some probability in its favor, for many
prisoners are never reformed; but there is also an
element of unwarranted prejudgment involved. We
have here a true borderline instance.

We can never hope to draw a hard and fast line
between “sufficient” and “insufficient’ warrant. For
this reason we cannot always be sure whether we are
dealing with a case of prejudice or nonprejudice. Yet
no one will deny that often we form judgments on
the basis of scant, even nonexistent, probabilities.

Overcategorization is perhaps the commonest
trick of the human mind. Given a thimbleful of facts
we rush to make generalizations as large as a tub.
One young boy developed the idea that all

Norwegians were giants because he was impressed by
the gigantic stature of Ymir in the sage, and for years
was fearful lest he met a living Norwegian. A certain
man happened to know three Englishmen personally
and proceeded to declare that ... all people from
England had the common attributes that he observed
in these three.

There is a natural basis for this tendency. Life is
so short, and the demands upon us for practical
adjustments so great, that we cannot let our
ignorance detain us in our daily transactions. We
have to decide whether objects are good or bad by
classes. We cannot weigh each object in the world by
itself. Rough and ready rubrics, however coarse and
broad, have to suffice.

Not every overblown generalization is a
prejudice. Some are simply misconceptions,
wherein we organize wrong information. One child
had the idea that all people living in Minneapolis
were “monopolists.” And from his father he had
learned that monopolists were evil folk. When in
later years he discovered the confusion, his dislike of
dwellers in Minneapolis vanished.

Here we have the test to help us distinguish
between ordinary errors of prejudgment and
prejudice. If a person is capable of rectifying his [or
her] erroneous judgments in the light of new
evidence he [or she] is not prejudiced. Prejudgments
become prejudices only if they are not reversible
when exposed to new knowledge. A prejudice, unlike
a simple misconception, is actively resistant to all
evidence that would unseat it. We tend to grow
emotional when a prejudice is threatened with
contradiction. Thus the difference between ordinary
prejudgments and prejudice is that one can discuss
and rectify a prejudgment without emotional
resistance.

Taking these various considerations into
account, we may now attempt a final definition of
negative ethnic prejudice. Each phrase in the
definition represents a considerable condensation of
points we have been discussing:

Ethnic prejudice is an antipathy based

upon a faulty and inflexible general-

ization. It may be felt or expressed. It may

be directed toward a group as a whole, or

toward an individual because he [or she]

is @ member of that group.

The net effect of prejudice, thus defined, is to
place the object of prejudice at some disadvantage
not merited by his [or her] own conduct.

Source: Allport, Gordon W. “What is the Problem2” The Nature of Prejudice. New York: Perseus Press, 1988,6-9.
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QUESTIONS FOR DISCUSSION

| After reading the article, discuss with a small group the difference between a misconception and
prejudice. Identify any examples of such misconceptions based upon the experiences of those in your

group.

2. After reviewing Allport’s definition of prejudice, discuss various examples of prejudice that have had an
impact upon your community or school as well as the nation and the world. Identify the probable basis
for such prejudices.

3. Can prejudice be prevented? If so, what suggestions do you and your peers have?

4. You may have noted that the author, who wrote in the 1940’s, used some language that today could be

considered offensive to members of several groups. Identify several examples and discuss possible
explanations for this. Why might individuals in those groups today feel offended?

179
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I AIN”T SLEEPIN NEXTA NO NIGGER!

Sammy Davis, Jr.

In this selection taken from his autobiography, Sammy Davis, Jr. recalls his experience in army basic
training. Blacks have historically been subject to a special kind of prejudice in this country. Of special
interest in this story are not only the actions of Davis and his tormentors but also the aftitude of the

majority who were not directly involved.

He was sitting on the steps of a barracks,
sewing an emblem onto a shirt. | walked over
to him. “Excuse me, buddy. I'm a little lost. Can you
tell me where 202 is?”

The soldier jerked his head, indicating around
the corner. “Two buildings over, and I'm not your
buddy, you black bastard!” He turned back to his
sewing.

The corporal standing outside 202 checked my
name against a list on a clipboard. “Yeah-well, you
better wait over there awhile ‘til we figure out what
to do with you.”

| was at the Infantry’s Basic Training Center at
Fort Francis E. Warren in Cheyenne, Wyoming.

| sat on the steps where he'd pointed. Other guys
were showing up and he checked them off his list and
told them, “Go inside and take the first bunk you
see.” | looked away for a moment and heard him
saying, “Sit over there with Davis.”

A tall, powerfully built guy dropped his gear
alongside mine. “My name’s Edward Robbins.” We
shook hands and he sat down next to me. One by one,
men were arriving and being sent inside. They kept
on coming but no one else was told to wait with us.
Then, finally, there was no point in hoping against
the obvious. It was clear that we were the only ones
being held outside while all the white guys were
going right in.

The corporal went inside. We were sitting in
front of a screen door so even though he lowered his
voice | could hear every word he was saying. “...1ook,
we got a problem. Those niggers out there are
assigned to this company. I'm gonna stick ‘em down
there. You two guys move your gear so | can give ‘em
those last two bunks.”

There was the sound of iron beds sliding across
the wooden floor. The corporal beckoned from the
doorway. “Okay, ¢'mon in and I'll assign you your

bunks. Let’'s go,” he snapped, “on the double.” We
picked up our gear and followed him through the
door. | felt like a disease he was bringing in.

There were rows of cots on both sides with an
aisle down the center. The guys were standing in
groups. They'd stopped talking. | looked straight
ahead. | could feel them staring as we followed the
corporal down the aisle. He pointed to the last two
cots on one side. “These are yours. Now' we don’t
want no trouble with you. Keep your noses clean, do
as you're told, and we’ll get along.” He walked away.

| looked around the barracks. The bed nearest to
ours was empty. All the cots were about two feet
apart from each other except ours, which was
separated from the rest by about six feet-like we were
on an island.

A few of the men sort of smiled and half waved
hello. Some wouldn't look over at us. The nearest, a
tall husky guy who must have been a laborer or an
athlete, kept his back turned.

A sergeant came in and from the center of the
barracks announced, “I'm Sergeant Williams. I'm in
charge of this company and 1...” His glance fell on the
space between the two beds. He turned to the
corporal. “What the hell is that?”

The corporal quietly explained how he’d
handled things. Sergeant Williams listened, then
spoke sharply: “There is only one way we do things
here and that’s the Army way! There will be exactly
three feet of space, to the inch, between every bed in
this barracks. You have sixty seconds to replace the
beds as you found them. Move!”

He came over to me. “What's your name,
soldier?”

“Sammy Davis, Jr.”

“Of all the men in this barracks did you arrive
first or tenth or last or what?”

“About in the middle.”

Source: Furman, Harry, Ed. The Holocaust and Genocide: A Search for Conscience—An Anthology for Students.

New York: Anti-Defamation League, 1983.
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“Did you choose this bunk?”

“Well, no | was told...”

He looked around. By this time the barracks had
been re-arranged. “All right, Davis. Move your gear
one bunk over.” He turned to Edward. “You do the
same.”

He addressed us all. “No man here is better than
the next man unless he’s got the rank to prove it.”

| sat on the end of my bunk, the shock gone,
immense anger growing within me until my legs were
shaking and it was impossible for me to keep them
still. 1 couldn’t give them the satisfaction of seeing
how they'd gotten to me. | saw one of the other guys
polishing his boots. That was a good idea...| took off
my watch and laid it carefully on the bed.... Jennings
[the white soldier in the bunk next to Davis) flopped
onto his bunk. He sat up, reached over, and took my
watch off my bed. “Say, this ain’t a half-bad watch.”
He looked at me suspiciously.

“Put it back.”

“Hold on, now. My, but you're an uppity one.” He
stood up. “Hey Philips...catch!” He tossed the watch
across the barracks. | ran to get it back, but just as |
reached Philips he lobbed it over my head to another

QUESTIONS FOR DISCUSSION

Unit II: READING #7

guy who threw it back to Jennings. | ran after it,
knowing how ridiculous I looked getting there just as
Jennings threw it over my head again, that |
shouldn’t chase after it, that | was only encouraging
them, but | was afraid they'd drop it and | couldn’t
stop myself.

“Attenshun!” Every head in the barracks snapped
toward the door. Sergeant Williams walked straight
to Jennings. “What've you got there?”

Jennings opened his hand and showed him my
watch.

“Whose is it?”

Jennings shrugged.

“It's mine.”

Sergeant Williams brought it to me. Jennings
grinned. “Heck, we were just kiddin’ around. | was
only showing the watch to them.”

“You're a wise guy, Jennings. In the army we
respect another guy’s property. You just drew K.P. for
a week.” He left the barracks.

Jennings looked at me with more hatred than |
had ever seen in a man’s face. “You just wait. I'll fix
you for this, black boy.”

1. In what ways was prejudice expressed in the barracks?

2. How would you explain the actions of a man like Jennings? How do you explain the sergeant’s actions?

3. What do you think about the reaction of the men in the barracks? What would you have done2 How

should a person respond to an act of prejudice?

4 How do you feel about the reaction of Sammy Davis, Jr.2 How would you respond to those who would

call Davis and his friends cowards?

Source: Furman, Harry, Ed. The Holocaust and Genocide: A Search for Conscience—An Anthology for Students.

New York: Anti-Defamation League, 1983.
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SURVEY: RACE STILL FACTOR
IN MILITARY

Associated Press

WASHINGTON — Defense Secretary William
Cohen called for a militarywide review of
conduct on Tuesday after a Pentagon study said as
many as 75 percent of blacks and other ethnic
minorities reported experiencing racially offensive
behavior.

At the same time, a companion study indicated
the percentage of minority and women officers had
more than doubled in 20 years. Cohen, in a letter to
service chiefs, said the survey on race relations, the
most extensive ever taken by a government agency,
should be used as a guide “as we work to improve
our processes and practices.” “There is no place for
racism in our society,” Cohen told a Pentagon news
conference. “There is certainly no place for it in the
military.”

The 296 page congressionally mandated survey
was conducted in late 1996 and early 1997. It was
mailed to 76,754 active duty enlisted Army, Navy, Air
Force, Marines and Coast Guard members and
officers. More than 44,000 were returned.

The report indicated that racial minorities in
uniform remain more pessimistic than whites about
their chances for advancement. Seventy-five percent
of blacks and 67 percent of Hispanics said they had
experienced racially offensive behavior in the last 12
months before the survey was taken, compared with
62 percent for whites.

Even though the military prides itself on moving
against discrimination, major differences remain
between whites’ and minorities’ perceptions of
progress, the survey said. For example, while half of
white service members believed investigations into
racially offensive conduct were thorough, only 38
percent of blacks and 39 percent of Hispanics felt that
way, according to the “Armed Forces Equal
Opportunity Survey.”

About 18 percent of blacks and 13 percent of
Hispanics said they believed they were given poor
assignments or evaluations based on race, compared

with 4 percent of whites. At Fort Jackson in South
Carolina, the report drew mixed reactions from Army
officers outside the base’s retail store. Staff Sgt.
Sedrick Banks, who is black, said he hadn’t noticed
overt racism in military units, but he encountered it
while in training—derogatory comments that he said
included “the ‘n” word” “I would tend to agree with
what's written,” banks said, referring to the report.

But Capt. Katrina Birkelien, a white army nurse
who participated in the survey, said she has never
been in a unit where punishment varied according to
race. And rewards also have seemed fair, she said. “I
think opportunity is based on merit,” she said.
“That's what I've seen.” “we would all like to have
had us perform better. This survey is a declaration of
action,” said William E. Leftwich Ill, assistant defense
secretary for equal opportunity. “More attention and
effort are needed, he said, although the Pentagon has
no specific proposals for addressing the problem.

Margaret C. Simms, research director of the Joint
Center for Political and Economic Studies, a think
tank that specializes in racial issues, said the survey
undermines the notion of racial harmony that the
military attempts to project...

(There) remains some significant amount of at
least perceived differences in terms of opportunity.
This now presents the military with a chance to take
steps that might make them better,” she said.

The report found there was “a strong propensity
not to report” racially offensive encounters. While 74
percent of white service member said they believed
their immediate supervisors made honest efforts to
stop racial harassment, only 58 percent of blacks and
63 percent of Hispanics felt that way. Still, members
of all races expressed the view that race relations
were less positive in local civilian communities than
on military bases and ships. Only 28 percent of the
blacks who responded to the survey reported that
community race relations were good. That compares
with 34 percent among whites and Hispanics.

Source: “Survey: Race Still a Factor in Military.” Associated Press. The Press. Atlantic City, NJ. 24 Nov 1999. A1
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On a more positive note, large majorities of all
racial groups indicated that they had close personal
friendships (84 percent) or socialized (85 percent)
with people of other races. More than half (52
percent) indicated they had more friends of another
race now than they did before entering the military.
Almost all service members (95 percent) responding
indicated they did not know anyone who belonged to
an extremist organization. And 46 percent of
respondents said they thought race relations in the
military had improved over the last five years. Only
30 percent gave that answer for the nation as a
whole.

The study reinforced conclusions drawn by other
of nonmilitary populations that “minorities have a
very different perspective than whites” on many
things in life, said Anita Lancaster of the Defense
Manpower Data Center, which conducted the study.

QUESTIONS FOR DISCUSSION

Unit II: READING #8

Frank Newport, director of the Gallup Poll, said
in an interview that other surveys have also shown
“that black Americans have significantly different
views on race relations than do white Americans.”
The Gallup Poll did such a survey in 1997 with a
national sample and came up with many of the same
conclusions. “It seems to be a pretty persuasive
difference that we see nationally,” Newport said.

In a separate report issued at the same time, the
Pentagon said that in the two decades from 1977 to
1997, the percentage of racial minorities and women
among active duty commissioned officers more than
doubled—from 5.9 percent of the total to 14.1 percent
for women; and from 7 percent to 15.3 percent for
racial minorities. The patterns of increasing minority
and female representation “held for all four services,”
the report said.

1. Why do you believe race is still a factor in the military?

2. How do you account for the facts that minorities tend to have a different perspective than whites on issues

related to race?

3. Did you find anything surprising about the survey results2 Explain.

Source: “Survey: Race Still a Factor in Military.” Associated Press. The Press. Atlantic City, NJ. 24 Nov 1999. A1
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ECIDUJERP, PREJUDICE

Irene Gersten and Betsy Bliss

Prejudice is an attitude, a rigid emotional response toward all members of a particular group or social
category. It is generally an unfavorable opinion formed before the facts are known, which results in

hatred or intolerance.

In this selection, authors Irene Gersten and Betsy Bliss explain the meaning of prejudice. Careful
attention is given fo distinguishing the differences that exist between various types of prejudice. As
indicated by the authors, prejudice can be motivated by, among other reasons, economic interest,
conforming to group expectations, and/or the difficulty people have in accepting their own

weaknesses.

Prejudice can be expressed in a variety of ways such as antilocution (bad-mouthing), avoidance,
discrimination, physical attack, and genocide. As the worst expression of hate, genocide represents the
systematic murder of an entire people because they belong to a specific nation, race, or religion.

Prejudice and Ignorance

Suppose that you had never met an old person.
Suppose that your friends told you that “all old
people are crazy.” Would you believe them? You
might-if you had never known an old person. That is
what happens when we insist on knowing only
people just like ourselves.

This kind of prejudice is really ignorant
prejudice due to not knowing better. It is expressed
by many people who keep themselves separate and
do not mix with other groups.

Ignorant prejudice was what those white
residents felt when the black families began to move
into their neighborhood. But when they were actually
living next door to one another, they started to look
at their black neighbors as individuals and to see that
they were not noisy or troublemakers, but were
honest, warm, hardworking people, very much like
themselves.

Real Prejudice

It is important to remember that there is a
difference between ignorance and prejudice.
Ignorance means forming opinion without really
knowing the facts. The prejudice that often results
from ignorance does not necessarily mean hateful
feelings.

Real prejudice, on the other hand, occurs when
we choose to keep bad opinions even when we have
a chance to know better. Prejudice occurs when a

person refuses to change his mind—even when the
facts show him that he is wrong.

Mark is an example of a person with real
prejudice.

When Mark was young, all of his friends and
classmates told him that all black people were “lazy”
and “dirty.” Mark took their word for it.

He believed them because he had never seen a
person with dark skin. There were no black people in
his school, his neighborhood, or his Boy Scout troop.
When he went to the movies, he hardly ever saw
black people in films. Those that he did see were
shown as “lazy” and “dirty.” The same was true on
television. Mark was a very protected person who
had little touch with the world outside of his own
group.

As Mark grew older and left his neighborhood,
he began to see some people with dark skin. But they
seemed so different from him. They looked different.
They dressed differently and they even talked
differently. Mark stayed away from them because they
were strange and he was afraid of them. Mark
covered his fear by saying that “they” were “dirty”
and “lazy.”

When Mark entered high school, he met Jeff,
who was black. Jeff was in most of his classes and
Mark was forced to see that Jeff was neat, well-
dressed, and very hardworking. But Mark refused to
change his bad opinions of all dark-skinned people.
Even though he knew Jeff to be much like himself,

Source: Furman, Harry, Ed. The Holocaust and Genocide: A Search for Conscience—An Anthology for Students.

New York: Anti-Defamation League, 1983.
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his prejudice would not allow him to see Jeff as a
complete individual. Mark could not see beyond Jeff's
dark skin. He said to himself, “Jeff is different from
other blacks. It is still true that all those people are
‘dirty and “lazy.” “ Mark simply could not see that “all
those people” are individuals just like Jeff.

Prejudice and Profit

Why do Mark and people like him refuse to give
up their prejudices even when the facts show them to
be wrong? Why do people prejudge others in the first
place? Why has man, for as long as we can remember,
been cruel to his fellow man? Why is prejudice as
much a problem today as it was four hundred years
ago?

To answer these questions isn’t easy. Mostly, we
act in a prejudiced manner because we expect to gain
something.

Each individual is a complex being, with many
different needs, desires, and goals. And though
people are guilty of prejudice because they believe
they will gain something, what it is that they want to
gain is different in almost every case...

Conforming Prejudice

A very common type of prejudice comes from
our need to have the same values as the group to
which we belong. We tend to feel safe within our own
group. It makes us feel important. To know we will
be accepted by that group, we adopt the group’s
thinking. When the group thinking is prejudiced, we
often accept this thinking because we are afraid to
go against the group.

A college student recently wrote about an
example of this kind of prejudice. It occurred on his
first day of high school. He had been talking with a
boy of his own age when one of the older students
came over to him and said, “Don’t you know that
Harry is a Jew?” He had never before met a Jew and
really didn’t care whether or not Harry, whom he had
started to like, was a Jew.

But he admitted that the tone of the older boy’s
voice was enough to convince him that he had better
not make Harry his friend.

When we act in this way, we are clearly in the
wrong. There is nothing wrong in wanting to belong
to a certain group because we want to feel a part of
something. We all need friends and want to feel safe
and needed. But there is something terribly wrong
when we become a part of the group and are no
longer an individual. By giving up what is special in

Unit II: READING #9

each of us, we can no longer act or think on our own.
We become a group body. We are afraid to make a
step on our own two feet. We act in a prejudiced way
not because we believe the others are not as good as
we are, but because we are afraid of being “different”
and of having opinions different from those of our
friends, classmates, and family.

Scapegoating

There is one kind of prejudice that occurs when
we want to go along with the opinions of our friends.
There is a more dangerous kind of prejudice that
stems from feeling unsure about ourselves and from
the questions we have about our own worth as
individuals. It is called scapegoating.

It is part of human nature for people to compare
themselves with one another. It is part of our society
for individuals to compete with one another for
money and personal rewards. Often our feeling of
being not as good, as attractive, as wealthy, as
skilled, or as successful as others makes us need to
blame someone else for our own shortcomings.

It is difficult for people to accept their own
weaknesses. It is much easier to blame our problems
on others. When we look down on someone else, we
seem so much taller.

The word “scapegoating” comes from Biblical
times. Then a scapegoat was let loose in the
wilderness after the high priest had placed the sins
of the people on its head. All of the failures, the
shortcomings, and the shameful things that the
people were guilty of were put onto the goat. Sending
the goat out into the woods was the people’s way of
separating themselves from their guilt. They were no
longer responsible for their own actions. Today we
use the word scapegoat to describe a person or a
group of people who are blamed unfairly.

Scapegoating is in many ways like labeling. Both
are lazy ways of thinking. Both can prevent a person
from seeing himself as he really is. When we put
people into groups, we hide ourselves or other
people behind name tags. We see only a part of what
people really are, not the whole picture.

Our world is full of people like Mr. Jones.

Mr. Jones is very upset about what is happening
in this country. Mr. Jones says, “The reason we have
riots is that there are outsiders in this country.” He
adds, “If we could only get rid of the outsiders,
everything would be fine.”

Riots, like most problems, have many causes.
Solutions are hard to find and Mr. Jones doesn’t want

Source: Furman, Harry, Ed. The Holocaust and Genocide: A Search for Conscience—An Anthology for Students.

New York: Anti-Defamation League, 1983.
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to bother to find out what all of the causes are. It is
much easier to find someone to blame, to find a
scapegoat. For Mr. Jones, “outsiders” are handy
scapegoats.

It is usually easy to recognize the Mr. Joneses of
the world. They are the people who can say, “If only
we didn't have so-and-so, everything would be okay.”
These persons will find one enemy to explain
everything that is wrong. “If only we didn't have
Jews — “ or “If only we didn’t have hippies —.”

But nothing is that simple.

Prejudiced people who scapegoat say the same
thing about all groups that are different from their
own. No matter who the prejudice person is blaming,
that “enemy” is “lazy” and “dirty” and “dangerous.”
The prejudice person warns everyone against
“marrying those people” or “getting close to those
people” or “believing anything those people say.”
You can substitute almost any kind of human being
for “those people,” but the prejudiced person’s
remark and warnings will be the same.

That is because the scapegoater does not hate
any one person in particular. He hates a “group that
is different,” and his hatred coverd all the members
of that group.

QUESTIONS FOR DISCUSSION

Defending Prejudice

When people say the kinds of things that Mark,
for example, said about Jeff, they do not always know
that they are guilty of prejudice. Most prejudiced
people try to hide their true fears from themselves as
well as from others. These people feel good only
when they believe that there are others who are not
quite as good as they are.

Practically nobody will admit to being
prejudiced.  Practically everybody agrees that
prejudice is cruel and ugly. That is why people have
been forced to defend their prejudice. And that is
why their defenses have been pretty strange!

In the nineteenth century, for example, many
people tried to use religious excuse to cover their
prejudice. They said that slavery was a way of
introducing the Christian religion to the Africans,
who had their own , different religion. It was
obvious to the majority of people that this was not a
very good excuse, and so many people tried to find a
better one. These people turned to the idea that
some people were born better than others — smarter,
nice-looking, with better manners, and more honest.

Today we know that this is completely untrue.
Today we know that, any way you look at it, there is
no excuse good enough to defend prejudice.

1. How might a person go through life learning prejudice?

2. Why is real prejudice harder to deal with than ignorant prejudice?

3. Some people hold that prejudice is an essential element of maintaining self-esteem. Others, like Professor
Gordon Allport, have argued that prejudice may be the result of deprivation and frustration which create
hostile impulses that are then displaced upon a logically irrelevant victim. Based upon this article, how do

you react to these ideas?

DEFINITIONS

real prejudice:  keeping one’s prejudice even after the facts are known.
scapegoating:  placing undeserving blame on a person or group.

Source: Furman, Harry, Ed. The Holocaust and Genocide: A Search for Conscience—An Anthology for Students.

New York: Anti-Defamation League, 1983.
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SEEDS OF HATE:
AN EXAMINATION OF PREJUDICE

Prejudice:
Deep-seated feelings of ill-will that are inflexible
and over-generalized about a group of people.

A. Sources of Prejudice

Family

Unmet basic needs
Frustration-aggression reaction
Scapegoating

Fear

arwdE

Degrees of Prejudice
1. Stereotyping

2. Group conformity

3. Protection of status
4. Insecurity

People That Are the Target of Prejudice

1. Can't see members of another group as individuals
2. Doubts himself or herself

3 Feels alienated

4 Dislikes himself or herself

he Price a Person Pays for Being Prejudiced
Rigid in their thinking
Fearful of change
Distrustful of others
Insecure as a person
Sees things in absolutes — black and white thinking; little or no gray area
Projection

oo wNE o

E. Forms of Prejudice

Avoidance

Verbal aggression — jokes, direct insults and epithets, stereotyped statements
Discrimination

Segregation

Violence — physical violence; killing and genocide

arwdE

Adapted from Seeds of Hate: An Examination of Prejudice. Filmstrip. Warren Schloat Productions, 1974. (Out of print).
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SEEDS OF HATE:
AN EXAMINATION OF PREJUDICE

Essential Questions and Activities

Section A:

How do our prejudices begin with our families?

2. How might not having enough to eat every day develop a sense of prejudice? If possible, try to
draw conclusions between the unemployed skinhead of today and the unemployed down-on-his-
luck German World War | veteran who would have joined the Nazi Party.

3. Do the frustrations that evolve out of desperation lead to violence against
those groups seen as preventing success?

4. What is scapegoating? Research its historical meaning and provide several
examples of scapegoating today.

5. How can fear develop into prejudice?

Sections B-E:

188
1. How does this section describe the “walking on the slippery slope” of prejudice?

Are these items increasing in intensity as we read them?
Attempt to draw connections to how minorities are treated here in the United States and how
Jews were treated in Germany beginning in 1933.

Adapted from Seeds of Hate: An Examination of Prejudice. Filmstrip. Warren Schloat Productions, 1974. (Out of print).
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SCAPEGOATS

Directions:
Read the following selections from Gordon Allport’s The Nature of Prejudice,
and answer the questions on page 190.

Allport has contributed enormously to our understanding of the mechanisms of prejudice. According to
his theory, prejudice grows out of personal frustration, which in turn generates aggressive feelings.
When this aggression cannot be directed against the real cause of the frustration, the aggression is
displaced onto relatively defenseless “scapegoats.”This displaced hostility is then rationalized and

justified by blaming, projecting, and stereotyping.

The term “scapegoat” originated in the famous
ritual of the Hebrews, described in the Book of
Leviticus (16:20-22). On the Day of Atonement a live
goat was chosen by lot. The high priest, robed in
linen garments, laid both his hands on the goat's
head, and confessed over it the inequities of the
children of Israel. The sins of the people thus
symbolically transferred to the beast, it was taken out
into the wilderness and let go. The people felt
purged, and for the time being, guiltless.

The type of thinking here involved is not
uncommon. From earliest times the notion has
persisted that guilt and misfortune can be shifted
from one man’s back to another. If a load of wood can
be shifted, why not a load of sorrow or a load of
guilt?

Nowadays we are likely to label this mental
process projection. In other people we see the fear,
anger, lust that reside primarily in ourselves. It is not
we ourselves who are responsible for our
misfortunes, but other people. In our common speech
we recognize this failing in such phrases as
“whipping-boy,” taking it out on the dog,” or
“scapegoat...”

Yankees in a conservative Maine community
may discriminate socially against the Italians or
French-Canadians who live there—but the snobbery is
relatively mild, and one can seldom see evidences of
actual aggression (true scapegoating). On the other
hand, a much more serious problem of antagonism
exists In the case of other minorities (Jews, Negroes,
Orientals, Mexicans) to whom the dominant majority
has said, “We shall never accept you as one of us.”

Just as It is impossible to tell clearly when a
group is a scapegoat and when it is not, so too we

cannot find a clear formula that will cover the
selection of scapegoats. The essence of the matter
seems to be that different groups are singled out for
different reasons...

There seems to be no such thing as an “all-duty
scapegoat” although some groups come nearer to this
objective than others. Perhaps today Jews and
Negroes are blamed for the widest variety of evils.
We note that these are inclusive social groups
consisting of both sexes (and their children), which
transmit social values and cultural traits. They are
more or less permanent, definite and stable.

(Scapegoats need not be lily-white in their
innocence, but they always attract more blame. more
animosity, more stereotyped judgment than can be
rationally justified.)

One reason for the popularity of the scapegoat
theory is that it is easy to understand. Probably this
fact is also an argument for its validity, for the case
of understanding must be related in some way to the
commonness of the experience. A storybook for
seven-year-olds contains a clear example of the
scapegoating theme. The tale runs as follows:

An enterprising pig with some ducks as
companions is aloft in a rudderless balloon.
A farmer with evil intentions is trying to
capture the balloon, but the alert piglet
pelts the farmer with cans of tomato soup.
The farmer is spattered by the soup and
thoroughly angry. A dirty-faced boy comes
out of the barn to help him wipe off the
soup. But the farmer cuffs the little boy
good. He does this for three reasons: first,
because the balloon had got away; and

© COPYRIGHT, The Center for Learning. Used with permission. Not for resale.
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second, because he would now have to take and A-plus record when he was in college,

a bath to get the stocky soup off him: and, and at the same time held down a full-time

third, because it seemed like a pretty good job. He never let me forget it, and berated

thing to do anyway. me for doing less well than he. | felt utterly

frustrated. | wanted to please him but could

The following case shows how a blend of home not succeed. Finally | found comfort in

and school frustration may lead to prejudice. A telling myself and other people that it was

college student writes: only the Jewish grinds and cheats who did

me out of the top position. (In thinking the

I had honors all the way through school and matter over | realize that | do not know for

one double promotion, but I did not have a a fact that the boys who excelled me in

straight “A” record. | was not happy. My scholarship were Jews, or that they
father boasted that he had had only an A cheated.)?

Is the Blame Justified?

Directions: Answer the following questions in the spaces provided.

1. List one example of a scapegoat from the present time. Describe for what you think they are being
blamed. Do you think the blame is justified?

2. Have you ever taken out your frustrations or anger on an innocent person2 Describe the situation and
190 why you acted this way.

3. Have you ever been blamed unjustly or used as a scapegoat by a friend, parent, teacher, or coach?
Describe the experience and include a description of how you felt.

4. On the back of this sheet, write a letter to a fictional young teenager in your community who is treated as
a scapegoat. Attempt to explain to this person why he or she is unjustly persecuted and suggest what he
or she could do about this. Tell this person what you could do to help him or her. (Though the teen you
write fo is hypothetical, the situation you address should be realistic.

*Gordon Allport. The Nature of Prejudice. (Reading, Mass.: Addison-Wesley Publishing Company, 1958).
© COPYRIGHT, The Center for Learning. Used with permission. Not for resale.
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HELGA’S DILEMMA

Helga and Rachel had grown up together. They were best friends despite the fact that Helga’s family was
Christian and Rachel’s was Jewish. For many years, this religious difference didn’t seem to matter much
in Germany, but after Hitler seized power, the situation changed. Hitler required Jews to wear armbands with
the Star of David on them. He began to encourage his followers to destroy the property of Jewish people and
to beat them up on the street. Finally, he began to arrest Jews and deport them. Rumors went around the city
that many Jews were being Killed. Hiding Jews for whom the Gestapo (Hitler’s secret police) was looking for
was a serious crime and violated the law of the German government.

One night Helga heard a knock at the door. When she opened it, she found Rachel on the step huddled in
a dark coat. Quickly, Rachel stepped inside. She had been at a meeting, she said, and when she returned home,
she found Gestapo members all around her house. Her parents and brothers had already been taken away.
Knowing her fate if the Gestapo caught her, Rachel ran to her old friend’s house.

Now what should Helga do? If she turned Rachel away, the Gestapo would eventually find her. Helga knew
that most of the Jews who were sent away had been killed, and she didn’'t want her friend to share their fate.
But hiding the Jews broke the law. Helga would risk her own security and that of her family if she tried to hide
Rachel. But she had a tiny room behind the chimney on the third floor where Rachel might be safe.

Question:
Should Helga hide Rachel? Yes No Why or why not?

To be answered by all:
What are Helga’s most important considerations?

To be answered by those who answered yes:
What if Helga only knew Rachel slightly?

To be answered by those who answered no:
What if Helga knew that Rachel could pay an enormous amount of money to the person who
would hide her?

The following questions are to be answered by all:
Does Helga have any alternatives to either hiding Rachel or not hiding Rachel? What are they?
Does Rachel have the right to place her friend into jeopardy? Why or why not?

Does Helga have the right to refuse to help a friend who is in danger? Why or why not?

Source: Gabelko, Nina Hersch and John U. Michaelis. Reducing Adolescent Prejudice. New York: Teachers College Press, 1981.
“Helga’s Dilemma” is taken from Superka et. al. Values Education Sourcebook. Social Science Education Consortium, 1976. Used by
permission of the publisher.
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TO THE TEACHER: LESSON PLAN

Major Understandings
Moral decisions sometimes do not offer easy choices. Sometimes the individual does not even have a clear
idea of what is right or wrong in the particular situation. It is then that moral reasoning becomes most
important. The whys which underly choice, and each behavior, need to be examined.

Instructional Objectives
To list the reasons why Helga should act in a given way
To list the reasons which might affect a decision
To state the consequences of any alternatives open to Helga
To state feelings, if any, about the reciprocal nature of friendship
To list the priorities to be established before making a moral decision

Teaching Strategy

192 PROCESS QUESTIONS AND ACTIVITIES CONCEPTS

Introduction

Before passing out the reading “Helga’s Dilemma,”
introduce the dilemma by stating:

At different times in our lives, each of us has to make
difficult decisions. Sometimes it seems that we have to
choose from two equally unpleasant choices. Sometimes
we have to decide if there are some things that are
more important to us than our personal safety. Before
making choices such as these, we must examine very
closely what we believe in, what we value. We are going
to examine one such situation.

Development

Source: Gabelko, Nina Hersch and John U. Michaelis. Reducing Adolescent Prejudice. New York: Teachers College Press, 1981.
“Helga’s Dilemma” is taken from Superka et. al. Values Education Sourcebook. Social Science Education Consortium, 1976. Used by
permission of the publisher.
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Read the dilemma aloud while the students follow
along on their sheets.

Interpreting Ask the students to state the issue in their own words. Moral reasoning
Then ask the students:
How many vote yes?

How many vote no?
What are the reasons for decision?

Divide the class into groups for discussion. The groups
can either be comprised of those who voted yes, or no,
but for different reasons; or they can be comprised of a
balance of yes and no voters. State the following to the
students:

In your groups, please discuss the questions on your
dilemma sheet. Please select one person in the group to
take notes so that you will be able to share your
thoughts and conclusions with the whole class.

Conclusion

The class should meet again as a group to share the
outcomes of their small group meetings. The emphasis
in the class discussion should be on the reasoning
employed in coming to the various conclusions. 193

Evaluation

1. Review your answers to the questions following Helga’s dilemma. Some students state that self-protection
is the most important value involved, others state that loyalty to friends comes first, and others feel that
a belief in justice was the most important value. What was the value that was the basis of your answer?

2. If you were Helga, would this still be the governing value?
If you were Rachel. would this still be the governing value?

3. What would happen if everyone behaved the way you suggest that Helga behave?

Additional Activities

1. Working with three or four other students, compile a list of real life situations that pose a moral
dilemma. Select the four best ones. Have each member of the group write a short moral dilemma about
the situation. Present the dilemma to your class.

2. Working with four or five students. have each student present and discuss “Helga’s Dilemma” with two
or three adults. Take notes on the discussion. Combine your data with that of the other team members.
How were the responses of the adults like the responses of the students in your class? How were they
different?

Source: Gabelko, Nina Hersch and John U. Michaelis. Reducing Adolescent Prejudice. New York: Teachers College Press, 1981.
“Helga’s Dilemma” is taken from Superka et. al. Values Education Sourcebook. Social Science Education Consortium, 1976. Used by
permission of the publisher.
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WORD GAME
Stephen Stills

In this song, Stephen Stills comments on the origins of prejudice and how it affects human behavior.
The song expresses much anger and frustration at the hypocrisy and hate of people with prejudices.
Yet, Stills ends with a defiant faith in the ability of young people to overcome the prejudices of their
elders. But recent studies have concluded that young people today hold very deep prejudices about

each other.

Would you knock a man down

If you don't like the cut of his clothes
Could you put a man away

If you don’t want to hear what he knows
Well it’s happening right here

People dying of fear by the droves
And | know most of you

Either don't believe it's true

Or else you don’t know what to do
Or maybe I'm singing about you

Who knows

It's incredibly sick

You can feel it

As across the land it flows
Prejudice is slick

When it's a word game

It festers and grows

Move along quick

It furthers one to have somewhere to go
You can feel it as its rumblin’
Let emotions keep a tumblin’
Then as cities start to crumblin’
Mostly empty bellies grumblin’
Here we go

People see somebody different

Fear is the first reaction shown

Then they think they've got him licked
The barbaric hunt begins

It must be too tough to die

American propaganda, South African lies
Will not force me to take up arms
That's my enemy’s pride

And | won't fight by his rules

That's foolishness besides

QUESTIONS FOR DISCUSSION

1. How does fear relate to prejudice?

And they move in slow

A human spirit is devoured

The remains left to carrion crow
| was told that life is change
And yet history remains

Does it always stay the same

Do we shrug it off and say

Only God knows

By and by somebody usually goes
Down to the ghetto

Try and help but they don’t know why
Folks treat them cold

And the rich keep getting richer

And the rest of us just keep getting old
You see one must have a mission

In order to be a good Christian

If you don’t you will be missing

High Mass or the evening show

And the well-fed masters reap

The harvests of the polluted seeds they've sown
Smug and self-righteous

They bitch about people they owe

And you can’t prove them wrong

They're so God damn sure they know

| have seen these things

With my very own eyes

And defended my battered soul

His ignorance is gonna do him in

And nobody’s gonna cry

Because his children they are growing up
And plainly tired of putting up

With bigots and their silver cups

They're fed up, they might throw up on you

2. lsit possible to be a good person and still have prejudices?

3. Do you agree that young people will be less prejudiced than their elders? Why?

DEFINITIONS

carrion: dead and decaying flesh, unfit for food.

ghetto: a quarter of the city in which members of a minority live, originally restricted to Jews.

Source: Furman, Harry, Ed. The Holocaust and Genocide: A Search for Conscience—An Anthology for Students.

New York: Anti-Defamation League, 1983.
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ETHNIC JOKES

Please read the following statements. Circle SA if you strongly agree with the
statement, A if you partially agree, U if undecided, D if you disagree, and SD if
you strongly disagree.

1. It is okay to tell ethnic jokes. SAA U D SD
2. People who tell ethnic jokes are usually insensitive. SAA U D SD
3. It is okay for people to tell ethnic jokes about their own group. SAA U D SD
4. Itis inappropriate to tell ethnic jokes in school or at work. SAA U D SD
5. It is appropriate to tell ethnic jokes at home. SAA U D SD
6. People who are offended by ethnic jokes have no sense of humor. SAA U D SD
7. Ethnic jokes are not intended to hurt anyone’s feelings. SAA U D SD

You will be asked to share your reasons in a small group following the completion of this worksheet. 195

."Ethnic Jokes.”A World of Difference. New York: Anti-Defamation League.
&
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ROCK, HE CALLED ME A GUINEA

Rocky Marciano

Rocky and Eugene had walked to Flagg Pond to
go ice skating. It was a place where many of

Brockton’s teenagers went for winter fun.

“We were just kind of fooling around on the ice
when we spotted this nice-looking Broad,” Sylvester
said. “We were just beginning to get slightly
interested in girls, but The Rock was still real shy. |
was the only one in our gang who could throw the
girls a line.”

“Euey, see if you can get her to talk to us,” Rocky
said.

Eugene skated up to the girl and began talking.
“So | was wondering if you'd like to meet my friend
Rocky,” he was saying, so engrossed in the progress
he was making with her that he didn’t notice her
boyfriend skate up and tower over him.

“Who's this?” he said, glaring down at Sylvester.

“Oh, this is Eugene,” the girl said. “He's a
baseball player.”

“Screw you dumb little guinea,” the boy said.

“You and who else is gonna make me?”

They looked comical coming across the ice -
skinny little Eugene skating for his life with the girl's
enraged boyfriend racing after him.

“Rock, this guy's tryin’ to beat me up,”
1Sylvester shouted. “He called me a dumb guinea.”

Sylvester saw a fight that “lasted only a couple
of minutes.” As soon as Rocky heard of Eugene’s
insult, he charged in and began punching. Rocky
connected with a looping right that split the skin
above the startled boy’s eye. The gash spurted blood
onto Rocky’s shirt as the boy sprawled over
backward.

“It was a nasty cut that wouldn't stop bleeding,
and they had to take this kid up to Brockton Hospital
for stitches,” Sylvester said. “I could tell Rocky was
upset because the kid got hurt so bad and the blood
got on his shirt. But The Rock didn’t say anything. He
was still plenty mad because this guy had called us
‘dumb guineas.”

“Rock, He Called He a Guinea”
The Power of Words.
At times, words can strike with the
power of a fist.

After reading passage, “Rock, he called me a
guinea,” from the book; Rocky Marciano, Biography
of a First Son, discuss;

1. Why did the term ‘Guinea’ provoke such

rage from the young future heavyweight
boxing champion of the world?
*Used in this context, at a time when
Italians were newcomers to our country,
‘Guinea’ was a great insult. It implied that
Italians were ignorant foreigners, that
they did not belong here, etc...

2. While it is never proper to use a term such

as ‘Guinea,” why has it lost much of the
vicious strength it held in the early 1930's,
when Rocky Marciano was a young
teenager?
*When prejudice against Italians ceased
to be a major problem, and acceptance of
Italians became the norm, ‘Guinea’
became less of an insult, and more of a
slang term.

3. In groups, have students list the ethnic and
racial terms used by our society today.
Which terms are generally considered the
most offensive and insulting? Why?

*The teacher may want to perform group
exercise first, as a prelude for the above
questions.

Source: Marciano,Rocky. “Rock, He Called Me A Guinea.” Biography of a First Son. Everett M.J. Kehan, Houghton and Mifflin Co., 1977

New Jersey Commission on Holocaust Education



Unit II: READING #16

EXCERPTS FROM BLACK BOY

Richard Wright

Introduction
People often ask how prejudice is allowed to happen. It is sometimes difficult for us to understand how
the Holocaust happened and why people didn’t anticipate it and stop what was happening long

before the period 1939-1945.

Jane Eliott says people learn to go along to get along. Richard Wright, author of Black Boy, tells of a
young man who is given a position in the South by a Northerner that puts him in direct conflict with the
“system.” In the end, he is kept “in his place” and no one does anything to change the wrong that is

allowed to continue.

Read the passages that follow in this reading and complete the activity “Limitations, Feelings, and
Defenses,” which asks you how Richard Wright would complete the chart.

Directions:
Read the following passage and complete the chart and questions on page 200.

The next morning | was outside the office of the
optical company long before it opened. | was
reminding myself that | must be polite, must think
before | spoke, must think before | acted, must say
“yes sir, no sir,” that | must so conduct myself that
white people would not think that | thought | was as
good as they. Suddenly a white man came up to me.

“What do you want?” he asked me.

“I'm reporting for a job, sir,” | said.

“0.K. Come on.”

| followed him up a flight of steps and he
unlocked the door of the office. | was a little tense,
but the young white man’s manner put me at ease
and | sat and held my hat in my hand. A white girl
came and began punching a typewriter. Soon another
white man, thin and gray, entered and went into the
rear room. Finally a tall, red-faced white man arrived,
shot me a quick glance and sat at his desk. His brisk
manner branded him a Yankee.

“You're the new boy, eh?”

‘Yes, sir.”

“Let me get my mail out of the way and I'll talk
with you,” he said pleasantly.

| even pitched my voice to a low plane, trying
to rob it of any suggestion or overtone of
aggressiveness.

Half an hour later Mr. Crane called me to his
desk and questioned me closely about my schooling,
about how much mathematics | had had. He seemed
pleased when | told him that | had had two years of
algebra.

“How would you like to learn this trade?” he
asked.

“I'd like it fine, sir. I'd like nothing better,” |
said.

He told me that he wanted to train a Negro boy
in optical trade; be wanted to help him, guide him. |
tried to answer in a way that would let him know
that | would try to be worthy of what he was doing.
He took me to the stenographer and said:

“This is Richard. He's going to be with us.”

He then led me into the rear room of the office,
which turned out to be a tiny factory filled with
many strange machines smeared with red dust.

“Reynolds.” he said to a young white man, “this
is Richard.”

“What you saying there, boy” Reynolds grinned
and boomed at me.

Mr. Crane took me to the older man.

“Pease, this is Richard, who'll work with us.”

Pease looked at me and nodded. Mr. Crane then
held forth to the two white men about my duties: he

Source: “Excerpt from Black Boy” and “Limitations, Feelings and Defenses.” (by Richard Wright), Night: Curriculum Unit. USA: The Center

for Learning, 1993.
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told them to break me in gradually to the workings
of the shop, to instruct me in the mechanics of
grinding and polishing lenses. They nodded their
assent.

“Now, boy, let's see how clean you can get this
place,” Mr. Crane said.

“Yes, sir.”

| swept, mopped, dusted, and soon had the office
and the shop clean. In the afternoons, when | had
caught up with my work, | ran errands. In an idle
moment | would stand and watch the two white men
grinding lenses on the machines. They said nothing
to me and | said nothing to them. The first day
passed, the second, the third, a week passed and |
received my five dollars. A month passed. But | was
not learning anything and nobody had volunteered
to help me. One afternoon | walked up to Reynolds
and asked him to tell me about the work.

“What are you trying to do, get smart, nigger?”
he asked me.

“No sir,” | said.

I was baffled. Perhaps he just did not want to
help me. | went to Pease, reminding him that the
boss had said that | was to be given a chance to learn
the trade.

“Nigger, you think you're white, don’t you?”

“No, sir.”

“You're acting mighty like it,” he said.

“l was only doing what the boss told me to do,”
| said.

Pease shook his fist in my face.

“This is a white man’s work around here,” he
said.

From then on they changed toward me: they said
good morning no more. When | was just a bit slow in
performing some duty, | was called a lazy black
sonofabitch. | kept silent, striving to offer no excuse
for worsening of relations. But one day Reynolds
called me to his machine.

“Nigger, you think you'll ever amount to
anything.?” he asked in a slow, sadistic voice.

“l don’t know, sir,” | answered, turning my head
away....

| ignored him. Mr. Pease was watching me
closely; then | saw them exchange glances. My job
was not leading to what Mr. Crane had said it would.
I had been humble, and now | was reaping the wages
of humility....

The climax came at noon one summer day. Pease
called me to his workbench; to get to him | had to go
between two narrow benches and stand with my

back against the wall.

“Richard, | want to ask you something,” Pease
began pleasantly, not looking up from his work.

“Yes, sir.”

Reynolds came over and stood blocking the
narrow passage between the benches; he folded his
arms and stared at me solemnly. | looked from one to
the other, sensing trouble. Pease looked up and spoke
slowly, so there would be no possibility of my not
understanding.

“Richard, Reynolds here tells me that you called
me Pease,” he said.

| stiffened. A void opened up in me. | knew that
this was the showdown.

He meant that | had failed to call him Mr. Pease.
| looked at Reynolds; he was gripping a steel bar in
his hand. | opened my mouth to speak, to protest, to
assure Pease that | had never called him simply Pease
and that | had never had any intention of doing so,
when Reynolds grabbed me by the collar, ramming
my head against a wall.

“Now, be careful, nigger,” snarled Reynolds,
baring his teeth. “I heard you call ‘im Pease. And if
you say you didn't, you're calling me a liar, see?’He
waved the steel bar threateningly.

If | had said: No sir, Mr. Pease, | never called you
Pease, | would by inference have been calling
Reynolds a liar; and if | had said: Yes, sir, Mr. Pease,
| called you Pease, | would have been pleading guilty
to the worst insult that a Negro can offer to a
southern white man. | stood trying to think of a
neutral course that would resolve this quickly risen
nightmare, but my tongue would not move.

“Richard, | asked you a question!” Pease said.
Anger was creeping into his voice.

“l don’t remembering called you Pease, Mr.
Pease,” | said cautiously. “And if I did, I sure didn’t
mean. . .”

“You black sonofabitch! You called me Pease,
then!” he spat, rising and slapping me till | bent
sideways over a bench.

Reynolds was up on top of me demanding:

“Didn’t you call him Pease? If you say you didn't,
I'll rip your gut string loose with this f—k—g bar, you
black granny dodger! You can't call a white man a liar
and get away with it!”

| wilted. | begged them not to hit me. | knew
what they wanted. They wanted me to leave the job.

“I'll leave,” | promised. “I'll leave right now!”

‘They gave me a minute to get out of the factory,
and warned me not to show up again or tell the boss.

Source: “Excerpt from Black Boy” and “Limitations, Feelings and Defenses.” (by Richard Wright), Night: Curriculum Unit. USA: The Center

for Learning, 1993.

New Jersey Commission on Holocaust Education



Reynolds loosened his hand on my collar and |
ducked out of the room....

The next morning at ten | crept up the stairs and
peered into the office of the optical shop to make
sure that Mr. Crane was in. He was at his desk. Pease
and Reynolds were at their machines in the rear.

“Come in, Richard.” Mr. Crane said.

| pulled off my hat and walked into the office: |
stood before him.

“Sit down,” he said.

| sat. He stared at me and shook his head.

“Tell me, what happened?”

An impulse to speak rose in me and died with
the realization that | was facing a wall that | would
never breech. | tried to speak several times and could
make no sounds. | grew tense and tears burnt my
cheeks.

“Now, just keep control of yourself.” Mr. Crane
said.

I clenched my fists and managed to talk.

“I tried to do my best here,” | said.

“I believe you, “ he said. “But | want to know
what happened. Which one bothered you?”

“Both of ‘em.” | said.

Reynolds came running to the door and | rose.
Mr. Crane jumped to his feet.

“Get back in there.” he told Reynolds.

“That nigger’s lying!” Reynolds said. “I'll kill ‘im
if he lies on me!”

“Get back in there or get out,” Mr. Crane said.

Reynolds backed away, keeping his eyes on me.

“Go ahead,” Mr. Crane said. ‘Tell me what
happened.”

Then again | could not speak. What could |
accomplish by telling him? | was black; I lived in the
South. | would never learn to operate those machines
as long as those two white men in there stood by
them. Anger and fear welled in me as | felt what |
had missed: | leaned forward and clapped my hands
to my face.

Unit II: READING #16

“No, no, now,” Mr. Crane said. “Keep control of
yourself. No matter what happens, keep control...”

“I know.” | said in a voice not my own. “There’s
no use of my saying anything.”

“Do you want to work here?” he asked me.

| looked at the white faces of Pease and
Reynolds; | imagined their waylaying me, killing me.
I was remembering what had happened to Ned’s
brother.

“No sir,” | breathed.

“Why?”

“I'm scared,” | said. “They would kill me.” Mr.
Crane turned and called Pease and Reynolds into the
office.

“Now, tell me which one bothered you. Don’t be
afraid. Nobody’s going to hurt you,” Mr. Crane said.

| stared ahead of me and did not answer. He
waved the men inside. The white stenographer
looked at me with wide eyes and | felt drenched in
shame, naked to my soul. The whole of my being felt
violated, and | knew that my own fear had helped to
violate it. | was breathing hard and struggling to
master my feelings.

“Can | get my money, sir?” | asked at last.

“Just sit a minute and take hold of yourself,” he
said.

| waited and my roused sense grew slowly calm.

“I'm awfully sorry about this,” he said.

“I had hoped for a lot from this job,” I said. “I'd
wanted to go to school, to college...”

‘I know,” he said. “But what are you going to do
now?”

My eyes traveled over the office, but | was not
seeing.

“I'm going away,” | said.

“What do you mean?”

“I'm going to get out of the South,” | breathed.

“Maybe that’s best,” he said. “I'm from Illinois.
Even for me, it's hard here. | can do just so much.”

Source: “Excerpt from Black Boy” and “Limitations, Feelings and Defenses.” (by Richard Wright), Night: Curriculum Unit. USA: The Center

for Learning, 1993.
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Limitations, Feelings,
and Defenses

Directions:
Based on this passage, how would Richard Wright complete this chart.

Limitations placed on him by the prejudice of Pease and Reynolds

Feelings experienced during this ordeal

Tactics used to defend against or destroy prejudice

ANSWER THE FOLLOWING QUESTIONS.

1. How did Mr. Crane’s attitude differ from the attitude of Pease and Reynolds?

2. Why do you think his attitude was different?

Source: “Excerpt from Black Boy” and “Limitations, Feelings and Defenses.” (by Richard Wright), Night: Curriculum Unit. USA: The Center
for Learning, 1993.
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RELIGIOUS AND RACIAL
ANTI-SEMITISM
Milton Meltzer

The history of the Jewish people has been marked by both accomplishment and persecution. Jews have
always grappled with the problem of how to maintain their identity while living in diverse larger
cultures. There is much to learn in understanding why Jews have been the subject of so much historic
prejudice.

Christian anti-Semitism which is almost as old as Christianity, stems from the refusal of Jews to accept
Jesus as the Messiah and from the accusation that the Jews killed Christ. In recent times, many church
bodies have stressed that guilt for the death of Jesus is to be borne by all humanity and that Jesus
willingly gave his life. In addition, many Christian scholars such as Franklin Littell and Roy Eckardt have
charged that the Gospels, especially the Book of John, helped to develop the idea that the Jews killed
Christ. John wrote at a time of tension between Jewish and Christian communities, when the young
Church wanted to improve its relations with the ruling Roman Empire. By the fourth century, Judaism
became an unacceptable faith in the expanding Christian world. By the nineteenth century, anti-
Semitism became a tool of the growing nationalist movements. From there it was a short step to racist
anti-Semitism which described Jews as being racially inferior, unable to be “cured” by simple
conversion to Christianity.

A knowledge of historic relations and tensions between the Jews and Christianity is important for an
understanding of the Holocaust. The following selection by Milton Meltzer provides an overview of

these relations since the time of Jesus.

Iude verrecke...Jew perish...
How did it come to that? And why in Germany?

Germany is the country where modern anti-
Semitism of the racist kind began. The term itself,
anti-Semitism, was first used only a few years before
Hitler was born. But the roots of anti-Semitism go
much farther back in history. The religious basis for
it in the Christian world is the accusation (it appears
in the Gospels) that the Jews were to blame for the
crucifixion of Jesus. “Christkiller” became a synonym
for Jew. The anti-Semites took that charge as sanction
for the persecution of the Jews.

In the early fourth century, Constantine the
Great made Christianity the state religion of the
Byzantine Empire. The Church insisted that
Christianity was the true religion, the only religion,
and demanded the conversion of the Jews. When the
Jews would not easily give up their faith, the Church
used the power of the State to make them outcasts.
They were denied citizenship and its rights. By the
end of the century, Jews were viewed as devils,
cursed by God.

A popular and enduring hatred of the Jews built
up. If Jews suffered misfortune, it was only divine
punishment for Christ’s crucifixion. But the
punishment was not left to God alone. Both Church
and State took legislative steps — later imitated in
Hitler's edicts — to ensure Jewish misery. Among
them were decrees that made it impossible for Jews
to farm the land or to engage in the crafts. Trade was
almost the only choice left, and many Jews became
merchants, working with and through other Jews
scattered throughout the world.

As the economy of the medieval world
developed, the Church lifted the restrictions it had
placed on commercial activity, and Christians
replaced Jews. The Church still forbade Christians to
receive interest on loans, so the Jews provided the
service of banking. But when banking profits
became attractive, the Church eased its restrictions,
and Christians then competed with Jews in
finance, too. Yet, even as Christians took over the
same financial functions, they libeled the Jews as
avaricious and heartless — the image perpetuated by

Source: Furman, Harry, Ed. The Holocaust and Genocide: A Search for Conscience—An Anthology for Students.

New York: Anti-Defamation League, 1983.
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Shakespeare’s Shylock.

The launching of the Crusades in 1096 marked
the beginning of an oppression that for duration and
intensity would be unmatched until Hitler’s time. The
hordes of nobles, knights, monks, and peasants who
set off to free the Holy Land from the Moslem infidels
began their bloody work with “the infidels at home”—
the Jews. Offering the choice of baptism or death, the
Crusaders slaughtered Jews on a stunning scale.
Those Jews who refused baptism and sacrificed
themselves “to sanctify the Name of God” became
martyrs who set an example of heroism for centuries
to come. What had been done in the name of
Christianity made very few in the Church feel regret
when the fury ended. Nested in the popular mind
was the conviction that such atrocities must have
been deserved. Piety became a convenient excuse for
plunder.

To make the Jew an ever easier target for mobs
hunting down the “Christ-killer,” the Church’s Fourth
Lateran Council in 1215 required Jews to wear a
distinctive badge on their clothing. Now no Jews
could escape humiliation. As public pariahs, they
were blamed for everything that went wrong. “The
guilty Jews"—the words were inseparable. Expulsion
or extermination seemed to be the Jews' fate. What
delayed their elimination was their usefulness. While
their money could be diverted into the treasuries of
king and noble, they were tolerated. When that value
was gone, they were expelled. In England. it
happened in 1290, in France in 1306, in Spain in
1492.

It was in these centuries that Europe began
moving from the medieval into the modern world.
Epochal changes were taking place in economic,
political, cultural, and religious life. But the mass of
Jews remained cut off from the mainstream and
isolated. They were compelled to live behind ghetto
walls. A new humanism induced more tolerance, but
not for the Jews. Persecution continued, followed
often by expulsion.

The Jews of Spain and Portugal fled into Turkey,
the Balkans, Palestine, northern Italy, and Holland.
Some migrated to the New World, settling in Brazil
and the West Indies, and soon in North America, too.
The Jews of Germany made new homes in Eastern
Europe. The Polish rulers welcomed them because
they needed Jewish enterprise. Jews were allowed to
become traders and financiers.

The flow east was heightened by the founding of
Martin Luther’s new faith in the sixteenth century. In
his youth, Luther had been a champion of the Jews.
When he failed to win them to Protestantism, he

raged at them in a language that exceeded even
Hitler's for violence. He renewed all the old charges—
the Jews were poisoners, ritual murderers, usurers,
parasites, devils. He called for the burning of their
synagogues, the seizure of their books, and their
expulsion from all of Germany. (Centuries later,
Hitler would find it helpful to circulate Luther’s anti-
Jewish writings in mass editions.)

New ideas about the rights of the common man
emerged later, as the Industrial Revolution developed
in Western Europe. A struggle for civil emancipation
began. By then there were numbers of middle-class
Jews eager to break free of the ghetto and to share in
the civil rights promised by the movement for
Enlightenment.

It was Germany’s Jews who were the first to be
touched by the Enlightenment. Frederick the Great, a
despotic ruler and no lover of the Jews, realized that
his Prussia could prosper by encouraging
enterprising Jews to found new industries and build
up commerce. Many Jews seized the opportunity
offered and rose to prominence as manufacturers,
merchants, and bankers.

Young Jews devoted themselves to modern
education so that they could make a mark in Western
culture. Cracks appeared in the ghetto walls even
before the French Revolution of 1789, and
Napoleon’s armies finished the job, bearing the
banners of freedom wherever they marched. They
defeated the Prussians in 1806; and in 1812
Prussia issued the Edict of Emancipation, which made
Jews citizens. Jews were to have all the rights of the
dominant  majority. But not for long.
Napoleon’s downfall brought powerful reaction in its
wake. Emancipation was undone in many places. The
ideals of the Enlightenment were drowned in a wave
of German nationalism. To be a patriot now meant to
be a product of German culture and a Christian.
Again the Jew was defined as an outsider. He was
viewed as a parasite feeding upon the German body,
which could never absorb him. His political rights
were cut down or taken away altogether. An endless
stream of anti-Semitic books and pamphlets polluted
the culture of Germany. Some of the most
distinguished intellectuals contributed to it. Feeling
against the Jews mounted to the point of violence.
The old cry, “Hep, hep, death to the Jews!” echoed
again in Germany'’s streets.

Popular writing dropped all distinctions
between the “good” Jew and the “bad” Jew. Even the
baptized and assimilated Jew was not spared, for the
anti-Semite now condemned all Jews. No longer was
it a question of religion. It was the Jew’s “race,” his

Source: Furman, Harry, Ed. The Holocaust and Genocide: A Search for Conscience—An Anthology for Students.

New York: Anti-Defamation League, 1983.
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“blood,” that damned him. A Jewish stereotype took
shape in widely read novels. The Jew was depicted as
puny and cowardly. The ugly features given the
Jewish villain were said to be the outward signs of
an evil soul.

The Germans built hatred of the Jews into what
they considered to be an unchallengeable scientific
system. A “theory” of anti-Semitism was created to
lend scientific justification to their prejudice.
Wilhelm Marr based his theory of anti-Semitism on
racial identity. He said that Jews, or Semites, had an
inborn character that made them a “slave race”
while the Germans, or Aryans, were the “master
race.” The Jews couldn't help being morally and
physically inferior because Nature had predeter-
mined that. The lucky Aryans (he meant the Teutonic
or Nordic peoples, such as the Germans, Austrians,
Scandinavians, Dutch, English, and French) were by
the same token born to be superior. The Aryans were
the jewel of the world. Everything great and good
was said to be the creation of this “master race.”

The smashing victory over the French in the
Franco-Prussian War in 1870 made many Germans
feel they truly belonged to a “master race.” And when
Otto von Bismarck’s policy of “blood and iron”
succeeded in molding the petty states into the
German Empire in 1871, it intensified that feeling of
superiority. Chancellor Bismarck proclaimed the
State’s highest duty was to increase its own power.
Germany’s destiny was to conquer the world; “lesser”
peoples had to be subdued.

Militarism and the doctrine of “blood and iron”
became the dominant forces in German life. Under
Bismarck’s leadership, the educated classes turned
away from rationalism and liberalism. A new kind of
pseudo-scholarship, useful to politicians who prosper
on myths, held sway. Two foreign writers, the
Frenchman Arthur de Gobineau and the Englishman

QUESTIONS FOR DISCUSSION
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Houston Stewart Chamberlain, contributed props for
the myth of racial superiority. De Gobineau held that
the Jews were a “mongrel race.” Chamberlain wrote
that “The Jewish race is altogether bastardized, and
its existence is a crime against the holy laws of life.”
Both men won vast audiences in Germany by singing
the praises of the “Aryan race.”

Politicians began to draw upon the power of
anti-Semitism for their propaganda arsenal. In 1878
speakers for a Christian Social Workers’ Party fired
up mass meetings by blaming Jews for business
failures and profiteering. The party leader, Dr. Adolf
Stocker (court preacher to the Kaiser), coined the
slogan “Deutschland erwache!”; Hitler would borrow
it later. And as Hitler would, Stocker directed his
appeal to the lower middle classes — artisans,
shopkeepers, clerks, petty officials — who yearned for
better incomes and higher social status. In 1879
Wilhelm Marr founded the League of Anti-Semitism
“to save the German fatherland from complete
Judaization.” A year later the anti-Semites were able
to secure 300,000 signatures to a petition demanding
that the government bar the Jews from all schools
and universities and from holding public office.

By 1893 candidates of anti-Semitic political
parties were able to muster 400,000 votes and elect
many deputies to the Reichstag. A new slogan “The
Jews Are Our Misfortune” appeared in print and on
banners. Another philosopher, the anarchist Eugene
Duhring, stepped forth to sound the final note in
anti-Semitism. The Jews, he wrote, are “inferior and
depraved.” “The duty of the Nordic peoples is to
exterminate such parasitic races as we exterminate
snakes and beasts of prey.”

His was a paranoid image of the Jew as the
universal enemy. Entrenched as an article of German
faith, it would have the destructive power of an
atomic arsenal when Hitler triggered it.

1. Many people feel that a crucial part of growth is our response to uncomfortable new knowledge about
things we cherish. How do you respond to the charge that organized Christianity might have played a

major role in the historic mistreatment of Jews?2

2. How did Constantine’s decision to make Christianity a “state religion” affect attitudes toward Jews?

w

How could Jews avoid being killed during the Crusades?

4. How much do you think contemporary Jews and Christians know about each other’s faith2 How does this

affect the relationship between Jews and Christians?

5. How was the Jew perceived in nineteenth-century Germany?

6. During the last few years, there has been a dramatic worldwide increase in acts of terror against Jews.
Synagogues in Paris and in Vienna have been bombed and people murdered. And there are many
examples of vandalism. Even in the United States, the number of anti-Jewish acts of desecrations of

synagogues and cemeteries, has increased. Why?

DEFINITION
avaricious: greedy

Source: Furman, Harry, Ed. The Holocaust and Genocide: A Search for Conscience—An Anthology for Students.

New York: Anti-Defamation League, 1983.
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THE THINGS THEY SAY
PEHIND YOUR BACK:
STEREOTYPES ABOUT JEWS

William B. Helmreich
Compiled and Edited by Ivan L. Tillem
PACIFIC PRESS, NEW YORK

Internationalists Plotting to Take Over
the World

This myth developed because nineteenth-
century anti-Semites needed an image of the Jew
frightening enough to make the Russian peasant see
him as the enemy rather than the Czar.

To give support to these accusations, Czar
Nicholas Il asked the monk Sergei Nilus to come up
with “proof” of an international Jewish conspiracy.
Nilus obligingly produced a set of forged documents
in a book called Protocols of the Elders of Zion. The
Protocols were partially based on an admittedly
fictional work called Biarritz, written by Hermann
Goedsche and published in 1868. It contains a rather
imaginative chapter called “In the Jewish Cemetery
in Prague.” A secret meeting takes place in this
cemetery between thirteen old, white-bearded Jews,
each of whom is supposed to represent one of the
twelve tribes of Israel, plus a thirteenth who speaks
for “the unfortunates of the exiles.” This is actually
the latest in a series of meetings that have occurred
once every century ever since the Jews were exiled
from the land of Israel. The representatives report on
how their activities, ranging from undermining the
Church to fomenting revolution, have helped the
Jews move toward their eventual goal of taking
control of the world.

The Protocols was widely published, reprinted,
and distributed. Millions throughout the world,
including many Americans, accepted it as true.
Despite its exposure as a fraud, it is today still widely
disseminated in Russia, the Arab lands, and in Latin
America. Billy Carter’s Libyan guests quoted from the
Protocols during interviews given to newsmen here
several years ago and were apparently unaware that
the documents have been widely discredited.

It is easy to dismiss such attitudes as the views

of a small minority. Yet, as Cohn points out in his
book, lies of this sort can have terrible consequences:

There exists a subterranean world where
pathological fantasies disguised as ideas are
churned out by crooks and half educated
fanatics for the benefit of the ignorant and
superstitious. There are times when this
underworld emerges from the depths and
suddenly  fascinates, captures, and
dominates multitudes of usually sane and
responsible people, who thereupon take
leave of sanity and responsibility. It is an
incontestable fact that the forgotten
eccentrics described in the first half of this
book built up the myth which, years later,
the masters of a great European nation
were to use as a warrant for genocide.

Shrewd Businessmen

A Jewish agent in a Catholic insurance firm
did exceptionally well for a number of years
and was recommended for a top executive
post. His religion posed a serious problem,
however, because the company felt it would
harm their relations with top members of
other firms. After a good deal of agonizing,
they decided to call in a leading priest to
convert the Jew. A meeting was held in the
private office of the company’s president,
during which the clergyman attempted to
persuade the Jew to accept the Christian
faith.

Finally, after almost three hours, the two
emerged.

“Well, Father,” asked the president. “How
did you make out? Do we have a new

Source: Helmreich, William B. “The Things They Say Behind Your Back: Stereotypes About Jews.”lvan L. Tillem., Ed. The Jewish Directory

and Almanac. New York: Pacific Press, 1984.

New Jersey Commission on Holocaust Education



Catholic?”
“No, we don't,” replied the priest, “but he
did sell me a $50,000 policy.”

Whether or not Jews are actually shrewder
businessmen than others is impossible to prove.
Certainly this is widely believed to be so, as can be
seen from such popular expressions as “Jew you
down.” There are enough factors involved that would
suggest that they might indeed have an edge in this
area. For one thing, Jews have been in business for a
long time. The feudal system of the Middle Ages,
which lasted over a thousand years, excluded Jews.
Forbidden to own land by the Church, denied entry
into the various craft guilds that were so important
in those times, Jews were forced to turn to money
lending in order to survive. The Church forbade its
members to enter this occupation, since it regarded
the charging of interest, no matter how small the
amount, as sinful. The Talmud, on the other hand,
permitted the charging of interest on business loans,
so long as the rates were not excessive, taking the
position that moneylending was necessary in order
to stimulate trade and commerce. Since the Jews
were damned and money was damned, the Church
concluded that a marriage of the two was entirely
fitting and appropriate.

As matters turned out, the Jews became
indispensable to the feudal economy in this capacity.
It was they who supplied the necessary funds when
the farmer’s crops failed or when his livestock were
killed off by disease. They also supplied the
necessary capital when the nobles wanted to build
castles, when they went off to war when the Church
purchased jewels, and so forth. Eventually the
Christian majority came to the conclusion that
moneylending wasn’t such a bad idea, and when this
happened Jews found themselves forced out of the
industry which they had pioneered in so many
countries. Nevertheless, their experience in money
matters and continuing discrimination against them
made it inevitable that they would remain involved
in various forms of business. For example, it was
moneylending that was responsible for the entry of
Jews into the diamond trade. This occurred because
diamonds were often used as collateral for loans.
Thus, in the sixteenth century Jews controlled the
diamond trade in Portugal, which traded extensively
with India, then the chief source of uncut diamonds.
Later, when the Jews were forced to leave Portugal,.
Holland, which welcomed the Jews, became the new
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center of the diamond market.

The Jewish religion, with its emphasis on
abstract thinking, may also account for the Jews
interest and skill in business. It was not merely the
worship of an abstract God that could not be seen
and the rejection of idol worship, for Christianity
and Islam also shared such beliefs. Rather, it was the
study of the Talmud and the focus on abstract ideas
which make up so much of that work that sharpened
the mind of the Jew to the point where he was able
to transfer his intellectual acumen to the economic
sphere. From childhood on, when he was first
exposed to the Bible, the Jew's mind was geared
toward explaining the seemingly incomprehensible.
As an adolescent, he might spend hours discussing
the conditions under which the ancient rabbinic
sages would permit someone to purchase something
that had not yet come into existence. Could one, for
example, purchase a grove of palm trees even if there
were no trees, simply because past experience
indicated that they were certain to spring up in a
particular location? And, if so, was it permissible to
buy the wool from a sheep before the time had come
to shear it, or the as—yet—unborn calves of a cow?
Even those Jews who were not as educated developed
a profound respect and appreciation for such
thinking.

Thus, when capitalism became important in the
modern world, Jews were in a position to benefit
from it. After all, interest, futures, options, stocks
and, most importantly, money itself were
abstractions. They were representations of concrete
items, and the Jew, trained as he was to think in
analogies that spanned both time and space, was
equipped to function in a modern industrialized
society that increasingly depended upon commerce,
banking, and financial investment. In this sense it
was not so much a question of superior skills as
having the skills that modern society most needed.

In The Pawnbroker there is a famous scene in
which Rod Steiger, who plays the Jewish immigrant
pawnbroker, sternly lectures a young Puerto Rican
boy who works for him about the importance of
having and holding onto money. It is easy to see in
this film the caricature of the Jew as a greedy, money-
hungry man without taking into account the
experiences sometimes responsible for such
obsessions. Lacking a homeland for thousands of
years, always dependent on the whims of others,
never certain when persecution might strike, the Jew,
perhaps more than any other nationality, has come to

Source: Helmreich, William B. “The Things They Say Behind Your Back: Stereotypes About Jews.”lvan L. Tillem., Ed. The Jewish Directory
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see money as a means of survival. In medieval times
Jews often bartered their lives in exchange for
money, which they gave to local overlords for
protection from a hostile population. Unlike the
Gentile, who could work the land and benefit from its
use, the Jew owed his shelter, safety, food, and
anything else of value he possessed to money. Small
wonder that it became so important to many Jews.
During the Nazi era, to take a case in point, many
Jews survived because they were able to purchase
protection from individual Gentiles in various
occupied lands.

Jews today are far more likely to enter the
professions than business-related fields. This is a
natural outgrowth of the desire on the part of many
Jews of a generation ago to have their children
become doctors, lawyers, teachers, and so forth,
because they wanted to raise both their own status
(“my son, the doctor”) and that of their offspring. As
a result, the image of the Jew as a shrewd or good
business man may, like other stereotypes in this area,
be headed for extinction. Still, such views often die a
slow death, as this observer discovered during a visit
to a non-Jewish resort in Pennsylvania’s Pocono
Mountains in 1980. An Italian comedian regaled his
audience with story after story of Jews and their
preoccupation with money. In one joke a Jewish
watchdog was described as one who says to the
burglar, “Take anything you want. It's all insured.”

Have Horns

This belief is not an exaggeration but rather a
complete falsehood. It is clearly confined to those
who have never seen a Jew. While few Americans fall
into this category, the author was asked this question
once while traveling through rural lowa. Its roots can
be traced to Aquila Ponticus, who translated the Old
Testament from Hebrew into Greek during the
second century. According to the Bible, Moses is
described as descending from Mount Sinai carrying
the tablets, with rays of light shining from his head.
Unfortunately for the Jews, the word koran (shone)
was incorrectly pronounced keren, the Hebrew word
for horn. This was quite easy to do, since Hebrew
relies on vowels beneath the letters for its
pronunciation, and the vowels in the version
consulted by Ponticus were probably missing.

This interpretation was given a powerful boost
in popularity in the Renaissance. One of the greatest
works during that time was Michelangelo’s sculpture
of Moses, and perched on his head are two small

horns. The stereotype was also enhanced by the
association, among Christians, of the Jew with the
devil.

The “Chosen People”
For you are a holy people unto the Lord
your God: of all the peoples that are on the
face of the earth the Lord your God has
chosen you to be his treasured people.
(Deut. 7:6)

The story is told of how God offered the Torah
to several other nations before turning to the Jews,
all of whom rejected it as too restrictive. The Jews,
according to the legend, accepted it unquestioningly,
agreeing to be bound by its commandments even
before they knew what they were. Such acceptance
implied a special responsibility but did not mean
superiority. Thus one can understand the response to
the English writer Hilaire Belloc’s quip, “How odd of
God to choose the Jews” that “It was not odd—the
Jews chose God”

Regardless of who chose whom, there is
certainly a kernel of truth to this theory, for many
Jews, especially those who are observant, believe that
God has a special relationship with “His people.”
Many view their meticulous observance of the
hundreds of Biblical commandments as meriting
special consideration from God. In addition Jews
have used the idea of being chosen to explain the
suffering and cruelties to which they were so often
subjected by other peoples. It was often only by
seeing himself as destined to play a special role in
the world or in the hereafter that the Jew was able to
justify his suffering.

Support for the concept of chosenness comes
also from Christian fundamentalists, who cite such
evidence as the survival of the Jews through the ages
despite the efforts of others to destroy them, their
success in so many areas, and the rebirth of the State
of Israel. In his book Israel’s Final Holocaust noted
evangelist Dr. Jack Van Impe writes:

Frederick the Great said: “No nation ever
persecuted the Jew and prospered.” His
correct observation is proof of God’s
faithfulness in keeping His promise to
Abraham. This tiny scattered people has
had such a definite date with destiny that

no power on earth could destroy them.

If the Jews are “chosen,” they are not unique in

Source: Helmreich, William B. “The Things They Say Behind Your Back: Stereotypes About Jews.”lvan L. Tillem., Ed. The Jewish Directory
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this sense. After all, Christianity and Islam, as well as
most other religions, hold out the promise of divine
grace and salvation only to believers. By contrast
Judaism believes that “all the righteous of the world
have a place in the world to come.” Nevertheless, it
ought to be recognized that no faith or doctrine can
demand the undivided loyalty of its adherents unless
it believes its members occupy a special place in the
scheme of life.

In modem times, as Jews have increased their
contact with people outside their community, many
leaders have become increasingly sensitive to this
stereotype. Some have responded by asking, tongue
in cheek, whether being chosen is such a great
privilege when one considers that the Jews have been
persecuted for so many centuries and have only
recently been able to reestablish their homeland.
Others have taken concrete steps to deal with the
term by specifically denying its validity. The
Reconstructionists, one of the denominations within
the Jewish faith, have eliminated all such references
from their prayer book while Orthodox Jews have
repeatedly emphasized that the concept means
service and accountability, not an elite status.

Killed Jesus Christ

Nearly every Jew in America has been exposed,
at one time or another, to the charge that the Jews
murdered Jesus. For some it has come up in innocent
ways, a casual observation made by a neighbor or
fellow worker; for others it was the taunt of “Christ
killer!” often encountered in childhood days. Even
the 1965 declaration by the Vatican that the Jews as
a group could not be held responsible for what
occurred did not lay the matter to rest. Here, then, in
brief, is what happened.

The trouble began when Jesus entered the
Temple in Jerusalem three days before his death and
drove out the vendors and money-changers, predicted
the destruction of the Temple, and attacked the
Sadducean high priests. Followers of Jesus described
him as a messiah or as “king of the Jews” and thus
alarmed the Temple authorities. Fearful that such
claims would bring the wrath of the Roman legions
upon them (this had happened in the past with other
messianic claimants), they paid one of Jesus’ apostles,
Judas Iscariot, to help them arrest Jesus. Why, as a
loyal follower, Judas accepted the bribe is not known.
In any case, Jesus was arrested at night and turned
over to Pontius Pilate, the Roman procurator of
Judea, who ordered him executed.
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One misconception about these events is that it
was the Jewish high court, known as the Sanhedrin,
that ordered his execution. This is highly unlikely for
several reasons, First, it was illegal for the court to
meet at night, nor could it do so on the eve of a
holiday, which in this instance was Passover. In fact,
the court had no power of arrest. Finally, according
to the Gospels, Jesus was tried at the palace of
Caiaphas, the high priest. Yet the Sanhedrin never
met any place but in their own court, known as the
Chamber of Hewn Stone. For all of these reasons it
seems far more likely that his arrest was arranged
only by the aristocratic Sadducees, who were angered
by his attacks upon them.

There is no evidence that the death sentence
decreed by Pontius Pilate was instigated or supported
by the Jews. In all likelihood the high priests merely
wanted Jesus detained until after the Passover
holiday. The Gospel according to John does say,
however, that Pontius Pilate ordered Jesus’ death
because of pressure from the Jews. This seems rather
improbable since Pontius Pilate was one of the most
ruthless rulers in history and was, in any event,
extremely unlikely to be afraid of an unarmed
civilian population. This Gospel is, incidentally, the
most pro-Roman, perhaps because, as the last Gospel,
it was written at a time when the Christians had
begun aiming their teachings at the Romans
themselves. This last factor may account for the fact
that it is the only Gospel to specifically blame the
Jews for the crucifixion. Part of the problem here is
that the Gospels are our only written record of these
events and were only transcribed forty to ninety
years after they occurred. They also contradict each
other at various points.

Perhaps the greatest canard is the accusation
that the Jews actually killed Jesus. To begin with,
crucifixion was not permitted by Jewish law, even on
the rare occasions when the Jewish courts sentenced
someone to death. It was a Roman method of
execution that was used on thousands of people,
including many Jews. The flogging or scourging of
Jesus prior to his crucifixion and forcing him to carry
his own cross were also well-known Roman customs.
In addition, executions were never carried out on
Fridays by the Jews. Finally, according to Jewish law
it was a requirement that as the accused was being
led to his death a herald should walk before him and
ask for any supporting witnesses to come forward
and refute the charges. There is no record that this
was done.

Source: Helmreich, William B. “The Things They Say Behind Your Back: Stereotypes About Jews.”lvan L. Tillem., Ed. The Jewish Directory
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No one knows for certain what the Jewish
population of Jerusalem was thinking as they
watched Jesus being marched through the streets.
Some may have felt his death justified because of his
seemingly blasphemous messianic claims; others
simply because the Temple priests opposed him. The
majority, however, probably sympathized with him as
just another Jewish victim of the Romans. It must be
remembered that Jesus was a Jew, and his sect was
only one of many Jewish groups. Moreover, he had
never renounced the validity of Mosaic Law. In fact,
according to the Gospels it was the Jews, not the
Romans, who wept at the crucifixion site. Will Durant
sums up the event in The Story of Civilization:
“Quite clearly the condemnation did not have the
approval of the Jewish people.”

In the face of all this, it is interesting that the
charge should have survived for so long. In fact, even
if it were true, why blame those not alive at the time?
Apart from all the psychological and social reasons
for stereotyping that have been mentioned in the
first chapter, there is the seriousness of the charge of
deicide. The Jews are accused of having killed the
Son of God. The perception of the Jews as guilty is
undoubtedly heightened by the fact that they
continue to refuse to accept Jesus as the Savior, and
have the nerve to regard him as a fake messiah. The
Church’s declaration that the Jews, past or present,
could not be held accountable for his death prompted
a suggestion by the humorist Harry Golden that the
Jews issue a statement of their own clearing today’s
Christians from complicity in all the crusades and
pogroms of the past two thousand years.

Control Wall Street and the Banks

This stereotype was accurate around the turn of
the century, when the major stock brokerage firms
were both founded and run by Jews. As an example
of their power, the financier Jacob Schiff was able to
float a $200 million bond issue for the Japanese
government on short notice. Jews are still well
represented in Wall Street brokerage houses. A glance
at the names listed in the New York Stock Exchange
Directory indicates that perhaps a quarter of them
are Jewish sounding. In addition, important
companies such as Goldman Sachs, Lehman Brothers
Kuhn Loeb, Bear Stearns, and Lazard Freres were
started by Jews. On the other hand, some of the
largest firms on Wall Street today, such as Merrill
Lynch, The First Boston Corporation, and Blythe

Eastman Dillon are most definitely not “Jewish”
firms. Furthermore, the so-called “Jewish houses” are
often so in name ‘only. Many of the children of the
early founders intermarried and quite a few are, in
fact, no longer Jewish. Finally, there are probably no
firms of any size in existence today on Wall Street
that are exclusively Jewish in terms of those who
exercise power within them.

Jewish influence in banking today is virtually
nonexistent. Several banks such as Bank Leumi and
Republic National Bank of New York are under Jewish
ownership, but the vast majority of banks are not
only controlled by non-Jews but do not, in fact,
employ Jews in high positions. For example, in New
York City, where two million Jews live, there are
almost no Jews among the top executives of the city’s
seven largest banks. Elsewhere in the country the
proportion is even smaller. A 1978 study by Professor
Stephen Slavin of Brooklyn College of the City
University of New York found that schools with low
Jewish enrollment received far more visits from
corporate recruiters than those with large numbers
of Jewish students.

IBM's recruiting manual, for example, lists
hundreds of U.S. colleges that the company
visits annually, but the list doesn’t include
Brandeis or Yeshiva. But the worst
offenders, according to Slavin, were the
large New York City banks, which send
recruiters all over the country while
ignoring the largely Jewish colleges in their
own backyard.

(Dan Rottenberg, “How to Succeed In
Business Without Being Gentile.” Jewish
Living December 1979:41)

In recent years some banks have begun to make
a more concerted effort to attract Jews. There are,
however, two major obstacles. The first is that,
notwithstanding the increased acceptance of Jews in
general, there are still many people who are simply
not comfortable among Jews. American business has
always been tied in with social connections, and
many of these are made in private clubs that still
discriminate against Jews. As a result, banks are often
reluctant to hire or promote Jews because they fear it
will affect their business. Naturally, they may use this
argument as an excuse to perpetuate their own
prejudices. A second problem is that the word is
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already out among Jewish graduates of business
schools that advancement is very difficult for Jews
who enter banking. This means that many graduates
who are highly qualified do not even bother to try.
Recognizing this, some banks have sponsored
meetings and seminars focusing on recruiting more
Jews, but thus far banking is still a very closed field
to Jews.

If there are so few Jews in banking, why and
how did this stereotype emerge? It is here that we
encounter the kernel of truth theory. Although the
major role was probably played by the bankers of the
Italian city-states, Jews became heavily involved in
moneylending, which eventually became known as
banking, in the late Middle Ages. During the
nineteenth century their influence in banking
increased with the rise of banking houses such as
Rothschild, Marcus and Warburg, Salomons, Kuhn
and Loeb, and others in America there was the well-
known case of Haym Salomon, who helped finance
the American Revolution. In the mid-nineteenth
century numerous important banking houses were
established in this country by German-Jewish
immigrants. Moreover, families such as the Schiffs,
Seligmans, Loebs, and others often acted together to
offset the financial influence of the much larger
Gentile concerns. This contributed to the feeling that
Jews, as a group, “controlled things.” Fueled by
Populist politics, anti-Semitism increased. This,
combined with the rise of large impersonal
corporations, served to virtually eliminate the
influence of Jews in banking. A B'nai Brith study
done in 1939 found that less than one percent Of 211
bankers in the United States were Jewish.

Despite the fact that what was once true is no
longer the case, the stereotype about Jewish control
in these areas persists, all of which attests to the
staying power of prejudice in general. Moreover, the
perception of Jews as controlling Wall Street or the
banks carries with it the belief that the Jew often acts
to promote specific Jewish interests at the expense of
those who do not belong to the faith. This is actually
part of the anti-Semitic image of the Jew as a world
conspirator. What better place to employ this
stereotype than in money matters where Jews are, for
various reasons, heavily involved? The fact that the
world of finance and the reasons for the ups and
downs of the economy are so poorly understood by
the average person makes this a very convenient area
in which to target Jews as scapegoats.

Unit II: READING #18

Rich and Ostentatious

Teaching a course on minority relations at City
College of the City University of New York, I once
spent an hour discussing the general view that “all
Jews are rich.” The class, predominantly Afro-
Americans and Hispanic, had just seen a short film on
the Holocaust when one Black student, a middle-aged
man who had been an aide to former New York City
Mayor John Lindsay, raised his hand and asked, “Why
are we feeling so sorry for the Jews? Everyone knows
that five years after the Holocaust they made all their
money back.” Others chimed in with comments such
as, “Everybody knows that Jews are rich.” “Money’s in
their blood,” and so forth.

To what extent are such assertions true? On the
one hand, only one of the ten wealthiest families In
America is Jewish. They are the Pritzkers of Chicago,
worth an estimated $850 million. Compared to the
Mellons, worth between $3 and $5 billion, and the
Gettys, whose wealth is well over $2 bhillion, the
Pritzker fortune, large as it maybe, does not put them
into the category of the super-rich. On the other
hand, a 1979 survey of American wealth by writer
Dan Rottenberg found ten Jews among the seventy-
four families in this country whose net worth was
$200 million or more. Thus Jews, who constitute but
three percent of the population, are indeed
overrepresented among the nation’s richest families.

The majority of Jews in this country are not
millionaires, being both solidly middle-class and
earning more, on the average, than the average
American. Studies by the National Opinion Research
Center and United States Census Bureau reveal that
the median income of Jews is significantly higher
than that of non-Jews. Demographers have pointed
out, however, that this is directly related to
education. When Jews and others in the population
with similar educational levels are compared, the
differences are less than ten percent.

All but overlooked by many is the existence of
large numbers of poor Jews, mostly elderly folk living
on pensions and social security. In an article called
“The Invisible Jewish Poor,” which appeared in the
Journal of Jewish Communal Service the number of
American Jews living at or below the poverty level
was estimated at between 700,000 and 800,000 The
author, Ann Wolfe, a consultant to the American
Jewish Committee, cited the case of a thirty-square-
block area in “wealthy” Miami Beach’s South Shore,
where the average annual income in 1968 was
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$2,460 and where thousands of Jews were subsisting
on less than $28 a week for food and rent.

One major reason for the common perception of
Jews as rich is their concentration in retail businesses
ranging from grocery stores to large department
stores. As a result, they must often deal directly with
the poor and the working class, many of whom are
apt to focus general resentment at their economic
status on an easily identifiable scapegoat. The same
is true in the housing area. It is much simpler to
focus on the Jewish landlord (or slumlord) than on
the impersonal gas or electric company, whose
wealth is far greater. It makes little difference to a
poverty-stricken ghetto dweller that his Jewish
landlord is middle-class. Compared to his own
economic plight, the Jew is rich. As long as Jews are
heavily involved in highly visible occupations of this
sort, such stereotypes are likely to persist.

As far as ostentatiousness goes, it is not clear
that Jews are, in fact, more showy than other groups,
but the stereotype, greatly popularized by the
unforgettable wedding scene in Philip Roth’s
Goodbye Columbus, is well-known. Puerto Ricans
and Afro-Americans have also been accused of
ostentatiousness, mostly in terms of loud clothing,
fancy cars, and so forth. Behavior of this sort, where
it exists, can perhaps be explained as a response by
a minority group to perceived or actual rejection by
the larger society. It is a way of saying, “You may
think I'm nobody but my material well-being proves
that, at least in one way, | have made it.” For the
upwardly mobile Jew, motivated as he is by a strong
work ethic and a general desire to succeed,
conspicuous consumption can sometimes become a
way of justifying one’s efforts. Doing so is obviously
easier if, as is true of many Jews one has the financial
means.

Acting in what has come to be called the style of
the “nouveau riche” can also be attributed to the
insecurities of those who are more recent arrivals to
the United States. Writing in 1930 about Jews, who
had immigrated to America and settled in the
Borough Park section of Brooklyn, New York, the
writer Michael Gold gave the following description of
one such family

“We came into a large gaudy room glowing
with red wallpaper, and stuffed like the
show window of a furniture store with
tables, chairs, sofas, dressers, bric-a-brac.
Mrs. Cohen wore a purple silk waist, hung

with yards of tapestry and lace. Diamonds
shone from her ears; diamond rings sparked
from every ringer...typical wife of a Jewish
nouveau riche.”

(Jews Without Money; p. 217)

It is interesting that today the Orthodox Jewish
community...seems most concerned about this issue.
In an address given at the 1974 convention of the
strictly Orthodox organization Agudath Israel of
America. Rabbi Chaim Dov Keller, a prominent leader
in the community, chastised his audience for such
tendencies, saying,

Many of our people have suffered a warping
of priorities, throwing themselves headlong
into the pursuit of materialism.
Unbelievable sums of money are spent for
one night of a wedding celebration, while
yeshivas (Hebrew schools) pay their
teachers coolie wages for lack of funds.
Plush carpets and ornate furnishings have
become status symbols among a people
whose aristocracy was always measured in
terms of...learning and righteousness.

(Jewish Observer, January 1975: 10)

Generally speaking, as members of a group
become more Americanized they will lose their
cultural distinctiveness. Often this includes a
conscious downplaying of certain traits associated
with the group. One respondent whom | interviewed
in a study of Jewish identity stated:

| am super conscious of being Jewish. I will
overtip in a restaurant because | know
people think Jews are cheap. I'll order in a
soft voice, and my taste in cars, clothes, and
the furniture | buy for our home is very
conservative because | know what others
think of Jews.

Control the Media

Jews play an important role in media industries
in the United States. Some examples are CBS, chaired
by William Paley, and ABC, headed by Leonard
Goldenson, both Jews. NBC was founded by another
Jew, David Sarnoff, who also created RCA. Lester
Bernstein, editor of Newsweek, and Henry Grunwald,
who occupies the post of editor-in-chief at Time
magazine, are both Jews. The Newhouse chain of
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newspapers, which, with a combined daily circulation
of close to 3.3 million in 1978, is the third largest in
the United States, is owned by the Newhouse family.
Then, of course, there is the New York Times, owned
by the Sulzbergers.

At the same time, it would be an exaggeration to
say that Jews dominate this field. The Newhouse
group includes only 31 out of a total of 291 chain-
operated newspapers. A survey by political scientist
Stephen Isaacs revealed that only 3.1 percent of the
1,007 newspapers in this country were owned by
Jews. Moreover, the magazines with the second and
third largest circulation, Reader’s Digest and
National Geographic, have relatively few Jews in top
posts, as do the two major news services, AP and UPI.
Morton Yarmon, public relations director at the
American Jewish Committee, found only about half a
dozen Jewish-sounding names among 200 chief
editorial writers of newspapers around the country-
hardly a scientific approach but interesting
nonetheless.

One area where Jews have always had a major
impact is Hollywood. In fact, it was Jews, for the most
part, who founded the filmmaking industry. Men
such as William Fox, Samuel Goldwyn, Louis Mayer,
Adolph Zukor, the Selznicks, and many others got
their start around the beginning of the century
running nickelodeons where customers saw movies
for a nickel while seated on wooden chairs. These
men, known as “moguls,” gravitated to filmmaking
and distribution because it offered opportunities to
the new immigrants unavailable in more established
fields. They remained typically Jewish, often had
accents, and, as a result, became identified in the
public mind with the media in general.

For the anti-Semite looking for a scapegoat, the
media and the Jews are a perfect match. Many people
have a deep suspicion of both what they read in the
papers and what TV and radio commentators tell
them. “You can’t trust what you read in the paper” or
“Don't believe everything you see on the news” are
common expressions even among those not
prejudiced against Jews. (Jews also hold such views.)
But for the anti-Semite suspicion of the media in
terms of credibility adds fuel to his feeling vis-a-vis
Jews. It matters little that most news commentators
are not Jewish. He may even see persons such as
Walter Cronkite, Howard K Smith, and John
Chancellor as front people for the Jewish conspiracy
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he imagines must be behind the news.

Most studies have demonstrated that,
notwithstanding the recent tilt to conservatism, Jews
are generally liberal. The presence of substantial
numbers of Jews in the media might be partially
responsible for its seemingly liberal bias, but there is
no evidence linking the two. In fact, the giant
Newhouse chain is well known for its policy of not
interfering with the positions taken by its
newspapers, many of which are politically and
ideologically conservative.

If Jews are well represented in the media, this
does not mean that they work actively to promote
Jewish interests. A good case in point is the State of
Israel. The overwhelming majority of Jews in this
country are pro- Israel. Yet the New York Times has
certainly not been pro-Israel in its editorials over the
years. At best it could be regarded as “even-handed.”
Columnists such as James Reston and Anthony Lewis,
while occasionally sympathetic to Israel, have
generally been highly critical of its policies. In a
scathing article that appeared in The Village Voice,
reporter Sol Stern charged:

Our most important newspaper (the New
York Times) has turned its only page of
outside opinion into an exclusive sounding
board for the opposition to the
demaocratically elected government of an
allied country. This is unprecedented and
scandalous.

(The Village Voice, October 1-7, 1980: 13)

According to Stern, the Op-Ed page of the New
York Times has carried about forty “guest” columns
and articles on the Middle East since Menachem
Begin’s election in May 1977. Not one has appeared
that supports the Begin government. Stern cites three
pieces that were submitted and rejected, including
one by Manhattan District Attorney Robert
Morgenthau. Interestingly, the New York Times
published an article favorable to Begin on its Op-Ed
page several days after Stern’s attack.

The two major newsweeklies, Time magazine
and Newsweek, have, over the years, published many
stories favorable to the Arabs despite the
involvement of Jews at the highest levels in both
places. Surely it is possible for Jews to disagree with
Israeli policies. The fact, however, that such
disagreement or even neutrality is often expressed in
the media indicates that there is a big difference

Source: Helmreich, William B. “The Things They Say Behind Your Back: Stereotypes About Jews.”lvan L. Tillem., Ed. The Jewish Directory

and Almanac. New York: Pacific Press, 1984.
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between saying that many Jews work in the media
and that they made a concerned effort to promote
the interests of Jews as a whole. Why are so many
Jews found in this field? The major reasons are
probably: their generally high level of education;
their interest in intellectual and literary affairs; the

ESSENTIAL QUESTIONS AND ACTIVITIES

fact that so many Jews live in New York and Los
Angeles, the communications time centers of the
country; and the fact that Jews were able to enter this
profession from the ground floor many years ago as
immigrants.

1. What were the Protocols of the Elders of Zion2 What was the purpose of the Protocols2 Although
exposed as a fraud, how do you account for the fact that the Protocols are still widely disseminated

today in Russia, Arab lands and in Latin America?

2. Are there historic reasons why Jews may have been stereotyped as shrewd businesspeople2 How has this
stereotype been used against Jews? Is the stereotype valid today?

3. How has literature, interpretations of the Bible and art been used to promote stereotypes of Jewish

people?

4. The article exposes the harmful myth that the Jews killed Jesus. This myth, now condemned by the
Catholic and other Christian churches, is refuted in the article. Discuss some of the logical arguments
presented by the author. How was this myth harmful to Jews and helpful to those who believed it was

true?

5. Examine the remaining common stereotypes described in the article. (These include the myths that Jews
control Wall Street, the banks and the media.) Write your conclusions about the origins, effects and

current validity of these stereotypes.

6. Identify common stereotypes of two additional groups in our society. How are these stereotypes harmful?2
Who perceives them to be beneficial2 What can be done to counteract such stereotypes?

Source: Helmreich, William B. “The Things They Say Behind Your Back: Stereotypes About Jews.”lvan L. Tillem., Ed. The Jewish Directory

and Almanac. New York: Pacific Press, 1984.
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WHAT IS A JEW?

Philip Rosen, Ph.D.

The Jewish people have a distinctive conscious-
ness—a sense of sharing a common origin and
fate and a unique religious, historical, and cultural
heritage. Jews lived with and under many peoples-
Egyptians, Assyrians, Babylonians, Persians, Greeks,
Romans, Arab-Muslims and Christian Europeans-yet
preserved their own identity.

The earliest tradition preserved in history
relates to a selfimage of a people chosen by God to
obey Him alone and keep His commandments. Jews
believe they are descendants of Abraham, Isaac, Jacob
and Moses. God made a covenant (sacred agreement)
with the forefathers that Jews are to live by a book—
the Five Books of Moses, known as the Torah —
hence Jews enjoy God's special protection. Two
central ideas prevail down through the ages: election
by God and the role of Jews to bring ethical
monotheism to the peoples of the world. Jews are to
live by commandments found in the Torah. These
include, for Orthodox Jews, all ritual observances,
celebration of all holidays and social-ethical behavior.
The latter include defense of the weak, sympathy for
the stranger, aiding the poor, and kindness to
humans and animals. Non-Orthodox Jews accept the
latter but are selective about rituals and manner of
celebration of holidays.

While Orthodox Jews tend to define Jews and
emphasize religious aspects, non-Orthodox stress
cultural and historical aspects. Cultural aspects
include attachment to organizations, Jewish charities,
pro-Israel groups (Zionist), defense against anti-
Semitism, and observing marriage and death
traditions. Jews have a special feeling toward the
Hebrew language, the Yiddish language (Judeo-
German) and those from North Africa and
Mediterranean areas, Ladino (Judeo-Spanish). There

are eating customs. Pork products are avoided; many
Jews eat only ritually accepted foods, kosher food,
and enjoy special holiday foods such as matzoh on
Passover.

Most Jews define a Jew by the Jewish law, one
born of a Jewish mother, although Reform Jews also
accept the father as transmitting identity. Judaism
was the mother religion of both Christianity and
Islam. However, if a Jew converts to one of these
he/she is no longer considered a Jew. Jews are not
members of any race; they are not strictly a biological
people. Jews come in all colors, sizes, shapes and
appearances. They tend to resemble the peoples
among whom they live. Anti-Semites, Jew haters,
falsely say Jews are a race and regardless of how
absorbed into the population, they retain negative
characteristics.

During the late eighteenth century Jews in
Western Europe were emancipated, that is, they were
allowed to mix freely, marry freely, live where they
chose and enjoy equal citizenship and opportunities
for education where they lived. Anti-Semites would
like to turn the clock back and impose all sorts of
economic, social and political restrictions on Jews.
The Nazis wished to murder all of them, commit
genocide.

In summary, Jews are an ethnic community, a
historical people who can trace their roots back to
biblical times over 4000 years ago. Although there
are Jews who do not practice Judaism, Jews have a
religion with rituals and rules of behavior governing
many aspects of life. Jews have a common history,
common customs, common language, folkways and
literature. They can live in two worlds, two cultures-
the Jewish one and the one where they reside.

Source: Rosen, Dr. Philip. What Is A Jew? Cherry Hill, NJ: unpublished, November 1999.
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THE HISTORY OF ANTI-SEMITISM

Leon Poliakov
Translated from the French by Richard Howard
SCHOCKEN BOOKS, NEW YORK

Luther

In 1542 Martin Luther published his celebrated
pamphlet: Against the Jews and Their Lies (307).
In it he advised never entering into an argument
with a Jew. If it was impossible to avoid, one was to
say: “Listen, Jew, don't you know that Jerusalem and
your kingdom, the Temple and your ministry, were
destroyed over 1460 years ago?...Give this nut to the
Jews and let them break their teeth on it and dispute
as much as they like. For the cruelty of divine wrath
shows all too clearly that they are surely in error and
are on the wrong path: a child would understand
this...”

Then for nearly two hundred pages’ the reformer
rails against the Jews in his powerful, lusty style,
with a torrential outpouring of passion that makes
the diatribes of his predecessors seem languid, and
that no one else, perhaps, has matched to this day.
Reproach and sarcasm addressed to the Jews
alternate with transports of love and of faith in
Christ; and between the lines we may glimpse a kind
of anguished admiration. Sometimes Luther attacks
the usurers and the parasites from foreign countries,
and we see how, in forging the German language, he
implanted at the same time a certain style of
argument and thought. “In truth, the Jews, being
foreigners, should possess nothing, and what they do
possess should be ours. For they do not work, and we
do not give them presents. Nonetheless, they keep
our money and our goods and have become our
masters in our own country and in their Dispersion.
When a thief steals ten guldens, he is hanged; but
when a Jew steals ten barrels of gold through his
usury, he is prouder than the Lord himself. He boasts
of it and strengthens his faith and his hatred of us,
and thinks: ‘See how the Lord does not abandon His
people in the Dispersion. We do not work, we are
idle, and we pass the time pleasantly; the cursed
goyim must work for us, and we have their money:

thus we are their lords and they our servants!’

“To this day we still do not know what devil
brought them into our country; surely we did not go
to seek them out In Jerusalem.”

“No one wants them. The countryside and the
roads are open to them; they may return to their
country when they wish; we shall gladly give them
presents to get rid of them, for they are a heavy
burden on its, a scourge. a pestilence and misfortune
for our country. This is proved by the fact that they
have often been expelled by force: from France
(which they call Tsarpath), where they had a downy
nest; recently from Spain (which they call Sephard),
their chosen roost; and even this year from Bohemia,
where, in Prague, they had another cherished nest;
finally, in my own lifetime, from Ratisbon
(Regensburg), Magdeburg, and from many other
places...”

Sometimes Luther makes use of one of his
unique and imaginative comparisons: “They did not
live so well in their countries under David and
Solomon as they live in our countries, where they
steal and pillage every day. Yes, we hold them
captive, just as | hold captive my stone [calculus], my
ulcers, or any other disease | have caught and must
endure: | would rather see [these miseries] in
Jerusalem, with the Jews and their following!

“Since assuredly we do not hold them captive,
how have we provoked such enmity by such noble
and saintly characters? We do not call their wives
whores, as they do Mary, the mother of Jesus; we do
not call their children sons of whores, as they do our
Lord Jesus Christ.

“We do not curse them; we wish them all the
good in the world, in flesh and in spirit. We give
them shelter, let them eat and drink with us, we do
not carry off and Kill their children, nor poison their
wells, we do not slake our thirst on their blood. Have
we then deserved the fierce anger, the envy and
hatred of these great and holy children of God?”

Source: Poliakov, Leon. The History of Anti-Semitism. New York: Schocken Books, 1974.
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He then shifts to the religious level: to the
defense and glorification of Christ, the only matter
that really counts for Luther:

“Know, O adored Christ, and make no mistake,
that aside from the Devil, you have no enemy more
venomous, more desperate, more bitter, than a true
Jew who truly seeks to be a Jew (als einen rechten
Juden, der mit Ernst ein Jude sein will).

“Now, whoever wishes to accept venomous
serpents, desperate enemies of the Lord, and to
honor them, to let himself be robbed, pillaged,
corrupted, and cursed by them, need only turn to the
Jews. If this is not enough for him, he can do more:
crawl up into their—and worship the sanctuary, so as
to glorify himself afterward for having been
merciful, for having fortified the Devil and his
children, in order to blaspheme our beloved Lord and
the precious blood that has redeemed us. He will
then be a perfect Christian, filled with works of
mercy, for which Christ will reward him on the Day
of Judgment with the eternal fire of hell (where he
will roast together) with the Jews...”

On a practical level, Luther proposes a series of
measures against the Jews: that their synagogues be
burned, their books confiscated, that they be
forbidden to pray to God in their own way, and that
they be made to work with their hands; or, better
still, that the princes expel them from their lands and
that the authorities-magistrates as well as clergy -
unite toward these ends. As for himself, having thus
done his duty, Luther is “excused.” (Ich habe das
meine gethan: ich bin entschuldigtl)

A few months later another pamphlet, appeared:
Schem Hamephoras, in which Luther's curses
became even more frenzied. Here lie is not concerned
with the Jews’ usury and graft, but only with their
captious reasoning and their witchcraft. This is, then,
a theological polemic, but in what a tone. In the
preface, Luther specifies that he is not writing to
convert the Jews but merely to edify the Germans:
“..s0 that we Germans may know what a Jew is...For
it is as easy to convert a Jew as to convert the Devil.
A Jew, a Jewish heart are hard as wood, as stone, as
iron, as the Devil him self. In short, they are children
of the Devil, condemned to the flames of hell...” Later
he contrasts the apocryphal gospels of the Jews,
which are specious and false, with the four canonical
Gospels whose truth is evident. His exegesis is
interspersed with remarks of this kind:

“Perhaps some merciful and holy soul among us
Christians will be of the opinion that | am too rough
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with these poor and pitiable Jews, mocking and
deriding them. 0 Lord, | am much too feeble to mock
such devils. | would do so, but they are much
stronger than | in raillery, and they have a God who
is a past master in this art; he is called the Devil and
the wicked spirit....”

In other passages Luther indulges in obscene
buffoonery:

“..Cursed goy that | am, | cannot understand
how they manage to be so skillful, unless | think that
when Judas Iscariot hanged himself, his guts burst
and emptied. Perhaps the Jews sent their servants
with plates of silver and pots of gold to gather up
Judas’ piss with the other treasures, and then they
ate and drank his offal, and thereby acquired eyes so
piercing that they discover in the Scriptures
commentaries that neither Matthew nor Isaiah
himself found there, not to mention the rest of its
cursed goyim...

Elsewhere we seem to hear a cry from some
deeper level of his tormented soul:

“I cannot understand it except by admitting that
they have transformed God into the Devil, or rather
into a servant of the Devil, accomplishing all the evil
the Devil desires, corrupting unhappy souls, and
raging against himself. In short, the Jews are worse
than the devils. 0 God, my beloved father and creator,
have pity on me who, in self-defense, must speak so
scandalously of Thy divine and eternal Majesty,
against Thy wicked enemies, the devils and the Jews.
You know that | do so in the ardor of my faith, and
in Thy Majesty’s honor; for in my case, the question
is one that involves all my heart and all my life...”

Such are the depths into which Luther allowed
himself to fall, wherein scatology that outraged his
most faithful colleagues followed closely upon
authentic religious anguish. He concluded this work
by proclaiming:

“Here | break off, and | would have nothing
further to do with the Jews, neither write upon them,
nor against them. They have had enough of me. If
there are some among them who would repent, may
God take them into His mercy..” A drunkard’s
promise: many letters attest to Luther’s efforts to
have the Jews expelled or their privileges withdrawn.
(He was successful in this respect in Saxony,
Brandenburg, and Silesia. “Truly, he has made our
position very perilous!” noted Yosel (Joseph) of
Rosheim at this time in his Memoirs) (308). Luther’s
last sermon at Eisleben, the city of his birth, four
days before his death (February 18, 1546), was

Source: Poliakov, Leon. The History of Anti-Semitism. New York: Schocken Books, 1974.
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entirely devoted to the obdurate Jews, whom it was a
matter of great urgency to expel from all German
territory.

It would be easy to explain these excesses in the
light of what is known of the aging Luther, of his
bitterness and inner conflicts, his hallucinations that
made him see the Devil everywhere, and his
incessant obsession with the end of the world. Such
comparisons, which we have already made several
times with respect to other prophets, would nowhere
be better justified than in Luther’s case. We might
also, apropos of his verbal lack of restraint, cite some
relevant psychopathological considerations. For
instance, the reformer was a man who slipped into
blasphemy, as in his stating that at certain moments
and during certain temptations, he no longer knew
who was God and who was the Devil and he actually
wondered if the Devil was not God! At times he called
God infinitely foolish (stultissimus) and described
the Christian religion as the most absurd of any. On
one occasion he proved that Christ must necessarily
have been an adulterer, and on still another
proclaimed the suppression of the Ten
Commandments. One might describe him as an
unbalanced genius and find in him astonishing
anticipations of Freudian theory. We know, too, that
he expressed himself about the pope, his archenemy,
even more vehemently and obscenely than about the
Jews. Such invectives, temptations, and outbursts of
aggression certainly seem to combine quite naturally
with the hatred of the chosen people. But Luther’s
character is too rich and complex, and the imprint he
left on the history of his country and of our whole
civilization is too profound, for it to lie content with
an over-simplified, unidimensional interpretation,
limited to the level of individual psychology.

As we have said, Luther was not always the
enemy of the Jews. At the zenith of his activity,
during the heroic period when this rebellious monk,
sustained and justified by his faith, defied pope and
emperor and for some time attained the dizzy peaks
of total freedom, he had a very different attitude
toward the Jews. Apparently he hoped for some time
to convert and rally to his cause the people of the
Bible. This hope moved him to publish in 1523 a
pamphlet with a significant title: Jesus Christ Was

Born a Jew (Das Jesus Christus ein geborener Jude
sei). This was a missionary text intended to show the
Jews, with the help of the exegesis of various verses
from Genesis and Daniel, that Christ was indeed the
true Messiah. Commentaries on the meaning of the
Dispersion and the servitude of the Jews were cited
in support of this view. The author sympathizes with
the Jews and mocks their enemies: “Our imbeciles,
the papists and the bishops, the sophists and the
monks, have treated the Jews in such a way that a
good Christian would seek to become a Jew. If | had
been a Jew, | should have preferred to turn pig before
| became a Christian, seeing how these imbeciles and
ignorant louts govern and teach the Christian faith.
They have treated the Jews as if they were dogs and
not men. They have done nothing but persecute
them. The Jews are the blood relatives, the cousins
and brothers of Our Lord; if His blood and flesh could
be boasted of, the Jews belong to Jesus Christ much
more than we do. Hence | beg my dear papists to call
me a Jew, when they are tired of calling me a
heretic...

“That is why | advise being considerate of them.
So long as we use violence and lies and accuse them
of using Christian blood to eradicate their own stink,
and | do not know what other absurdities; so long as
we keep them from living and working among us, in
our communities, and force them to practice usury—
how can they come to us? If we seek to aid them, it
is the law of Christian love that we must apply to
them, and not the papist law. We must welcome them
in friendship, let them live and work with us; and
they will be of one heart with us...”

To understand Luther's complete reversal
between 1523 and 1543, we may note primarily that
his propaganda met with no success among the Jews.
Although he had some discussions with them, there
were very few who “came to him” and accepted
conversion, and most of these seem to have recanted
subsequently. “If | find a Jew to baptize, | shall lead
him to the Elbe Bridge, hang a stone around his neck,
and push him into the water, baptizing him with the
name of Abraham!” he sneered one day in 1532.
“These dogs mock us and our religion!” And when,
five years later, the indefatigable Yosel of Rosheim
tried to intercede with him apropos of the expulsion

Source: Poliakov, Leon. The History of Anti-Semitism. New York: Schocken Books, 1974.
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of the Jews from Saxony, Luther refused to receive
him and informed him in writing of his
disappointment. His heart, he told the Jew, in
substance, remained kindly disposed toward the
Jews, but such kindness must serve to convert them,
not to confirm them in their errors. Shortly
thereafter, troubling news reached him from
Bohemia. On the instigation of the Jews, some
reformed Christians were Judaizing, celebrating the
Sabbath, and even having themselves circumcised.
This news seemed to upset Luther greatly; thereafter,
in conversation, he referred more often to the Jews:
“I hope | shall never be so stupid as to be
circumcised!” he exclaimed one day. “I would rather
cut off the left breast of my Catherine and of all
women!” And he wrote a missive, “The Letter of Dr.
Martin Luther against the Sabbatarians,” in which he
polemicized against the Jewish law. On December 31,
1539, he announced to his friends: “I cannot convert
the Jews. Our Lord Christ did not succeed in doing so;
but I can close their mouths so that there will be
nothing for them to do but lie upon the ground.”
Three years later he put his plans into operation.

Such were the successive stages of Luther’s
reversal. To be sure, the Jews had profoundly
disappointed him. But there was something else:
during these years he himself had changed a great
deal.

Between 1521 and 1543 lay the gap that
separates dream from reality. There had been the
war of the knights, the bloody peasant revolts, the
countless sects and heresies, put down by fire and
sword, with Luther's express approval. His very
success had made him aware of the measure of
human imperfection and of his own political
responsibilities. Forced to choose, he had sided with
the mighty of this world, the princes, since it was
upon them that the future of the Reformation
depended. Thus the splendid purity of his doctrine
was tarnished. Blood was shed in his name, crimes
were perpetrated to which he must accommodate
himself, for better or worse. (“You do not
acknowledge the peasants, but they acknowledge
you!” Erasmus wrote him.) Certain aspects of his
thought developed as a consequence: to inner
freedom he opposed the immutable order of things
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established in the world by God. The necessity of
obedience was emphasized: the Christian must
remain loyal and submissive. Hence, by an
inescapable dialectical reversal, the doctrine of total
freedom becomes one of total servitude. The
archangel of rebellion is transformed into an
embittered and despotic bourgeois, excommunicated
and banished from the empire, confined in the small
territory where his prince protects him.

We can readily see that his failure among the
Jews tormented Luther all the more since his
rejection by the people of God was symbolic of the
countless failures and disappointments that darkened
his last years and which he attributed to the
intervention of the Devil—and of the Jews. Did he not
make them responsible (even if it was said jokingly)
for the chill that, in 1546, was to carry him off in
three weeks? The Devil tormented him only in
dreams; the Jews were living scapegoats, within easy
reach.

The consequences of Luther’s position with
regard to the “Jewish question” were incalculable,
less from the direct effect of his savage texts—which
during his lifetime enjoyed only a limited circulation
and which subsequently, until Hitler's advent, were
practically hidden under the bushels—than as a result
of a certain internal logic of German Lutheranism. In
that species of polyphonic passion which is anti-
Semitism, the religious motif of justification by faith
implies the rejection of justification by works, an
essentially Jewish doctrine (judischer Glauben,
wrote Luther; and we have seen that for him the “Jew
who truly seeks to be a Jew” is the “enemy of
Christ”). The social motif of unconditional obedience
to the authorities, combined with identification with
a national prophet—the reformer had specified many
times that he was addressing himself to the Germans
alone—paved the way for the Hitlerian heresy four
centuries later. In all this, Luther’s ardent spirit had
roused some secret yearning of his people, provoking
a gradual crystallization of national awareness. In
essence, “the Jewish problem was for Luther the
reverse of the problem of Christ,” as one of his
German commentators has recently pointed out
(309). This is an appalling contrast; for minds not
trained to the subtleties of dialectics, but that look

Source: Poliakov, Leon. The History of Anti-Semitism. New York: Schocken Books, 1974.
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upon moral questions as black or white, it inevitably
comes down to contrasting “good” and “evil,” “God”
and “Devil,” with consequences we have discussed at
length.” “If to be a good Christian is to detest the
Jews, then we are all good Christians,” Erasmus had
said. Perhaps a true Christian who worshiped his
God in the manner of a Martin Luther inevitably
ended by detesting the Jews with all his soul and
opposing them with all his strength.

Moreover, we must take the customs and usages
of the period into consideration. We must consider
the actual role of the Jews and the stereotyped
notions about them. We have seen what these were
before Luther; now we shall see how the question
was to develop after him.

Source: Poliakov, Leon. The History of Anti-Semitism. New York: Schocken Books, 1974.
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CANONICAL AND NAZI
ANTIFEWISH MEASURES

Raul Hilberg

Destruction of the European Jews

T Canonical (Church) Law
+ Nazi Measure

Prohibition of intermarriage and of sexual intercourse between Christians and Jews, Synod of Elvira, 306
Law for the Protection of German Blood and Honor, September 15, 1935

Jews and Christians not permitted to eat together, Synod of Elvira, 306
Jews barred from dining cars (Transport Minister to Interior Minister, December 30, 1939)

Jews not allowed to hold public office, Synod of Clermont, 535
Law for the Re-establishment of the Professional Civil Service, April 7, 1933

Jews not allowed to employ Christian servants or possess Christian slaves, 3d Synod of Orleans, 538
Law for the Protection of German Blood and Honor, September 15, 1935

Jews not permitted to show themselves in the streets during Passion Week, 3d Synod of Orleans, 538 219
Decree authorizing local authorities to bar Jews from the streets on certain days (i.e. Nazi holidays),
December 3, 1938

Burning of the Talmud and other books, 12th Synod of Toledo, 681
Book burnings in Nazi Germany

Christians not permitted to patronize Jewish doctors, Trulanic Synod, 692
Decree of July 25,1938

Christians not permitted to live in Jewish homes, Synod of Narbonne, 1050
Directive by Goring providing for concentration of Jews in houses, Dec. 28, 1938

Jews obliged to pay taxes for support of the Church to the same extent as Christians, Synod of Gerona,
1073

The “Sozialausgleichsabgabe” which provided that Jews pay a special income tax in lieu of donations for
Party purposes imposed by Nazis, Dec. 24, 1940

Jews not permitted to be plaintiffs, or witnesses against Christians in the Courts, 3d Lateran Council,
1179
Proposal by the Party Chancellery that Jews not be permitted to institute civil suits, September 9, 1942

Source: Hilberg, Raul. “Canonical and Nazi Anti-Jewish Measures,” and “Pre-Nazi and Nazi, AntiJewish Measures.” The Destruction of
the European Jews. New York: Holmes & Meier Publishers, Inc., 1985.
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Jews not permitted to withhold inheritance from descendants who had accepted Christianity,

3d Lateran Council, 2179

Decree empowering the Justice Ministry to void wills offending the “sound judgment of the people,”
July 31, 1938

The marking of Jewish clothes with a badge, 4th Lateran Council. 1215, Cason 68 (Copied from the
legislation by Caliph Omar 11 (634-44), who had decreed that Christians wear blue belts and Jews,
yellow belts.)

Decree of September 1, 1941

Construction of new synagogues prohibited, Council of Oxford, 1722
Destruction of synagogues in entire Reich, November 10, 1938

Christians not permitted to attend Jewish ceremonies, Synod of Vienna, 1267
Friendly relations with Jews prohibited, October 24, 1941

Jews not permitted to dispute with simple Christian people about the tenets of the Catholic religion,
Synod of Vienna, 1267

Compulsory ghettos, Synod of Breslau, 1267
Order by Heydrich, September 21, 1939

Christians not permitted to sell or rent real estate to Jews, Synod of Ofen, 1279
Decree providing for compulsory sale of Jewish real estate, December 3, 1938

Adoption by a Christian of the Jewish religion or return by a baptized Jew to the Jewish religion defined
as heresy, Synod of Mainz, 1310

Adoption by a Christian of the Jewish religion places him in jeopardy of being treated as a Jew, June 26,
1942

Sale or transfer of Church articles to Jews prohibited, Synod of Lavour, 1368

Jews not permitted to act as agents in the conclusion of contracts between Christians, especially
marriage contracts, Council of Basel, 1434

Decree of July 6, 1938, providing for liquidation of Jewish real estate agencies, brokerage agencies, and
marriage agencies to non-Jews.

Jews not permitted to obtain academic degrees, Council of Basel, 1434
Law against overcrowding of German schools and universities, April 25,1933

QUESTIONS:

1.
2.
3.

What does the comparison between Church Law and Nazi Measures help us understand?
Which laws do you think were the most damaging to the Jews2 Why?

At what point would you have realized that the Nazi Measures were getting to a serious level2
What would you have done? What would you do today?

Which items in our Bill of Rights or in our Constitution protect us from these measures?

Source: Hilberg, Raul. “Canonical and Nazi Anti-Jewish Measures,” and “Pre-Nazi and Nazi Anti-Jewish Measures.” The Destruction of
the European Jews. New York: Holmes & Meier Publishers, Inc., 1985.
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PRE-NAZI AND
NAZI ANTI-JEWISH
MEASURES

PRE-NAZ| STATE DEVELOPMENT

NAZI MEASURE

Per capita protection tax (der goldne Opferpfennig)

imposed upon Jews by King Ludwig the Bavarian,
1328-1337

The property of Jews slain in a German city
considered as public property, “because the Jews
with their possessions belong to the Reich
chamber,” provision in the 14th-century code
Regulae juris “Addecus”

13th Ordinance to the Reich Citizenship Law
providing that the property of a Jew be confiscated
after his death, July 1, 1943

Confiscation of Jewish claims against Christian
debtors at the end of the 14th-century in
Nuremberg

1lth Ordinance to the Reich Citizenship Law,
November 25, 1941

“Fines™; for example, the Regensburg fine for
“killing Christian child,” 1421

Decree for the “Atonement Payment” by the Jews,
November 12, 1938

Marking of documents and personal papers
identifying possessor or bearer as a Jew

Decree providing for identification cards, July 23,
1938 (RGB I 1, 922.)

Decree providing for marking of passports, October
5, 1938

Marking of houses, special shopping hours, and
restrictions of movement, 17th century, Frankfurt

Marking of Jewish apartments, April 17, 1942,
Decree providing for movement restrictions,
September 1, 1941

Compulsory Jewish names in 19th-century
bureaucratic practice

Decree of January 5, 1937
Decree of August 17. 1938

Source: Furman, Harry, Ed. The Holocaust and Genocide: A Search for Conscience—An Anthology for Students. New York: Anti-

Defamation League, 1983.
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ABOUT THE JEW

Adolf Hitler

| he Jewish people, despite all apparent
intellectual qualities, is without any true

culture, and especially without any culture of its own.
For what sham culture the Jew today possesses is the
property of other peoples, and for the most part it is
ruined in his bands.

Thus, the Jew lacks those qualities which
distinguish the races that are creative and hence
culturally blessed.

The Jew never possessed a state with definite
territorial limits and therefore never called a culture
his own...

He is, and remains, the typical parasite, a
sponger who like a noxious bacillus keeps spreading

DISCUSSION/QUESTIONS

as soon as a favorable medium invites him. And the
effect of his existence is also like that of spongers:
wherever he appears, the host people dies out after a
shorter or longer period.

Thus, the Jew of all times has lived in the states
of other peoples, and there formed his own state,
which, to be sure, habitually sailed under the
disguise of “religious community” as long as outward
circumstances made a complete revelation of his
nature seem inadvisable. But as soon as he felt strong
enough to do without the protective cloak, he always
dropped the veil and suddenly became what so many
of the others previously did not want to believe and
see: the Jew.

Learn about Hitler and his theories. The last document writen by the Fuhrer just before his death was a plea to
the German people to carry on the “struggle” against the Jews. The document that brought his philospophy to
the attention of the world twenty years earlier. Mein Kampf (my Struggle), also uses that term in its title. Why did
Hitler view the world in terms of struggle2 What does that suggest about the individual2 What were his racial
theories? How did he become convinced that the Jews were the source of all evil2 Relate these theories to the
concept of scapegoating. What events in Hitler's own life may have created the need for a scapegoat?

Source: Chartock, Roselle and Jack Spencer Eds. The Holocaust Years: Society on Trial. New York: Bantam Books, 1978.
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“FORD AND HITLER”

James and Suzanne Pool

To understand their contempt for democracy it
must be pointed out that neither Ford nor Hitler
believed in human equality. Ford had no qualms
about expressing his disdain; he said there could be
“no greater absurdity and no greater disservice to
humanity in general than to insist that all men are
equal.” If no two things in nature are alike and if
each Ford automobile, which has completely identical
parts, is unique in some way, then how can men be
equal in any way?—this was Ford’s rationale. Since
men were “certainly not equal,” any democratic effort
to make them equal would only block progress. The
crux of Ford’s theory of inequality was the fact that
“men cannot be of equal service.” Because there are
few men of great ability, it is possible for a mass of
men with small ability to pull the greater ones down-
"but in so doing they pull themselves down.” “It is
the greater men who give the leadership to the
community and enable the smaller men to live with
less effort,” asserted Ford. With equal frankness,
Hitler said that “men are not of equal value or of
equal importance.” He also spoke of the varying
achievements of men and the obvious necessity to
entrust the administration of economic and political
affairs to the men who had proved themselves most
capable.

Democracy is nothing but a “leveling down of
ability” which makes for waste, complained Ford. It
was described by the Dearborn Independent as a
“tool” that the Jews used to raise themselves to the
ordinary level in places where they are oppressed
below it, and then gain special privileges to make
themselves superior. But the very Jews who
sponsored democracy publicly did not privately
believe in the equality of men. This was revealed in
the Protocols, which The International Jew quoted:
“We were the first to shout the words, ‘Liberty,
Equality, Fraternity’ among the people. These words
have been repeated many times since by unconscious
poll-parrots, rocking from all sides to this bait with
which they have ruined...true personal freedom. The
presumably clever...Gentiles did not understand the

symbolism of the uttered words ... did not notice that
in nature there is no equality.” It was in the
Protocols, claimed the Dearborn Independent, that
the Jews admitted they had won their first victory
over public opinion with the weapon of democracy
Hitler's explanation was almost identical: Democracy
was “the mastery of the herd over the intelligentsia,
the mastery over true energy through the dead
weight of massed numbers. Therefore it was very
simple for the Jewish rulers, small in number and
completely invisible to the public eye, to
propagandize and ultimately control the masses.
Both The International Jew and Mein Kampf
use the term “Gentile fronts” to describe the
politicians in a democracy. These are men with a
“past” who can be easily discredited and thus must
bow to the demands of the Jews or lose their
position. In fact, the Dearborn Independent claimed
the Jewish manipulation of the American election
campaigns have been so skillfully handled that even
if a good man would be elected, the Jews would have
a sufficient amount of evidence to force him under
their control. If he still refused to obey, then
“scandals,” “investigations,” and “impeachments”
would remove him easily. As to the election
campaigns, The International Jew said that they are
“staged as an entertainment, a diversion for the
people.” This charade allows the people to think and
act as if they were really making their own
government, but it is “always the Jews that win.”
When The International Jew began to make its
impact, a prominent American Jew, Isaac Landman, of
the American Hebrew challenged Ford to prove that
a Jewish plot existed. Landman said he would
guarantee to provide sufficient money to hire the
world’s leading detectives and would agree to print
their findings, whatever they might be, in at least one
hundred leading newspapers. Henry Ford had always
had a liking for detectives. His plant was infested
with them. They spied on the workmen, the
executives, and upon each other. This was a chance
too good to miss. But naturally they had to be his

Source: Pool, James and Suzanne. “Ford and Hitler.” Who Financed Hitler2

New York: Dial Press, 1978, 105-107.
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own detectives; he was afraid the Jews would find it
very easy to corrupt any outside agency.

Ford set up an elaborate headquarters in New
York and hired a group of agents to unmask the
operation of the “Secret World Government.” The
agents themselves were an advanced lot: two were
former senior members of the U.S. Secret Service,
some were professional detectives, and some were
just fanatical anti-Semites. They shadowed prominent
Jews, investigated such improbable bodies as the War
Finance Corporation, and carried on a melodramatic
correspondence with headquarters in Detroit using
code names as signatures. The detectives spent a
great deal of time trying to trace a private telephone
line from the home of justice Brandeis of the
Supreme Court to the room in the White House here
President Wilson lay gravely ill. Not surprisingly, they
failed, since Justice Brandeis had no private phone.

Not only did Hitler specifically praise Henry
Ford in Mein Kampf, but many of Hitler’s ideas were
also a direct reflection of Ford’s racist philosophy.
There is a great similarity between The
International Jew and Hitler’'s Mein Kampf, and
some passages are so identical that it has been said
Hitler copied directly from Ford’s publication. Hitler
also read Ford’s autobiography, My Life and Work,
which was published in 1922 and was a best seller in
Germany, as well as Ford’s book entitled Today and
Tomorrow. There can be no doubt as to the influence
of Henry Ford'’s ideas on Hitler. Not only do Hitler’s
writings and practices reflect The International Jew,
but one of his closest associates, Dietrich Eckart,
specifically mentioned the Protocols and The
International Jew as sources of inspiration for the
Nazi leader.

Echoing Ford’s concept of the superiority of the

Anglo-Saxons, Hitler described the “Aryans” as the
only race capable of creating great civilizations.
Interbreeding with the lower races caused the decline
of these civilizations. North America, “the population
of which consists far the greatest part of Germanic
elements,” was given as an example of Aryan
conquest and civilization of a continent once
inhabited only by an inferior race. “The Jew forms
the strongest contrast to the Aryan,” Hitler wrote.
The Jewish people, despite their “apparent
intellectual qualities,” are nevertheless without any
“true culture” of their own. The “sham culture” which
the Jew possesses, Hitler said, is taken from other
people and is mostly spoiled in his hands. But the
alleged lack of a true Jewish culture was not the main
thrust of either Ford or Hitler’s anti-Semitism. Ford’s
primary complaint is clearly stated in The
International Jew: “We meet the Jew everywhere in
the upper circles, literally everywhere where there is
power. And that is where the Jewish question begins
in very simple terms. How does the Jew so
habitually...gravitate to the highest places? Who puts
him there?...What does he do there?...In any country,
where the Jewish question has come to the forefront
as a vital issue, you will discover that the principal
cause is the outworking of the Jewish genius to
achieve the power of control. Here in the United
States is the fact of this remarkable minority
attaining in fifty years a degree of control that would
be impossible to a ten times larger group of any other
race.”

Both Ford and Hitler believed in the existence of
a Jewish conspiracy—that the Jews had a plan to
destroy the Gen world and then take it over through
the power of an international
super-government...”

Source: Pool, James and Suzanne. “Ford and Hitler.” Who Financed Hitler2

New York: Dial Press, 1978, 105-107.
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PROFILE:
RECOVERY FROM HATE

Caren Goldman

The former chief propagandist for the racist group
Aryan Nations, Floyd Cochran is now a passionate
opponent of bigotry.

LAST SEPTEMBER, AS HE CONDUCTED A BIBLE-
STUDY CLASS FOR THE FIRST time in three
years, Floyd Cochran’s worst fear came true. Standing
before a small group of people in St. Mark’s Episcopal
Church in Toledo, Ohio, spouting verses from
Genesis, John, and Revelations, Cochran felt
intoxicated. Scrutinizing those before him, he knew
that his delivery — lightening-fast, flawless, mesmer-
izing — was arresting every bit of their attention.
Their very souls might be his for the asking, he
thought. But this time he didn’t ask. Instead, the
stentorian voice of the former chief propagandist for
the Aryan Nations, the fastest-growing hate group in
the country, abruptly stopped, then said, “I can’t go
on—I don’t want to do this. I can't do this ever again.”

Sweaty and visibly shaken, Cochran looked like
an alcoholic on the wagon who, in a moment of
grace, catches himself In the midst of a plunge back
into dependency. “Something inside me was getting
turned on again,” confesses Cochran, who defected
three years ago from the Church of Jesus Christ
Christian/Aryan Nations compound in Hayden Lake,
Idaho, and is now called “traitor” by organized hate
groups. “It's that extraordinary power | had as a
racist to control people with what | was teaching
them about the Bible. | could taste it. | could feel it.
And this time it frightened me.”

For Cochran, once upon a time almost always
means the two-year period beginning in 1990, when
he left his home in upstate New York to live in the
Nations’ heavily armed headquarters. A knowledge-
able neo-Nazi whose unwavering belief in Adolf
Hitler’s ideology had grown from years spent as an
“armchair racist” — one of approximately 150,000
sympathizers nationwide who read racist literature,
send contributions to related groups, and

occasionally attend separatist rallies—Cochran didn’t
take long to move to the forefront of the virulent
organization indeed, within months of settling in,
peers dubbed him “the next Goebbels” — referring to
Hitler's notorious propagandist — and the media gave
front-page coverage to events he staged to psych up
those ready to move out of their La-Z-Boys and do
something to stop the U.S. government, Jews, and
“mud people” — people of color — from “destroying”
the country.

Cochran says he relished — no, loved — that
power; he found is addictive and wanted more. And
more power is just what he would have gotten were
it not for an incident in 1992 that shook his
sensibilities so mercilessly that his trajectory to the
top took a 180-degree turn. The way Cochran tells it,
the seeds of his conversion were planted one summer
night after a successful Hitler Youth Day organizing
rally. While celebrating with compatriots, he proudly
passed around a photo of his two sons. Glancing at
it, the Nations’ chief of security matter-of-factly
reported that when they came to power, Cochran’s
youngest son would be euthanized because he had a
cleft palate.

Cochran still looks pained as he recalls the story.
“l said to myself, This is a beautiful and innocent
four-year-old child who never hurt anyone, and he’s
telling me my son will die because he’s a ‘genetic
defect.” | began to wonder where you draw the line:
Black people are born black, Chinese, people are
born Chinese, Indians are born Indians, — is it right
to kill people just because of who they are?”

“No!” Cochran soberly declared over and over.
“I'd be a hypocrite if | advocated killing other
innocent people but not my own son.”

Although by now Cochran knew intuitively that
he had to leave thecompound, it took another three
months before he could step back over the border
separating the home of the so-called master race
from the human race. And, he acknowledges,

Source: Goldman, Caren. “Profile: Recovery from Hate.” Common Boundary. July/August 1996.
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“meeting that challenge may take the rest of my life.”

The man some once believed would be the
successor to Richard Butler, the Nations’ aging leader,
says that, like almost every other person who joins a
hate group, he didn't wake up one day and decide to
he a racist. Instead, his initiatory process began,
innocently enough, when he read The Rise and Fall
of the Third Reich. He was 10 years old.

Digging deeper in an attempt to explain the
roots of his racism, Cochran reaches back 36 years to
when he was two and his mother abandoned him.
Later, when his uncaring father remarried, Cochran’s
stepmother  abused  him  physically and
psychologically. Reading and daydreaming about
Hitler — a “black sheep” who rose to world power —
became Cochran’s survival tactic in his dysfunctional
world, one in which his stepmother forced him to sit
on a hard stool for hours after school every day while
his four step-siblings were free to run and play
together. “They treated me like an animal,” lie says. |
wasn't even allowed to eat with the rest of the
family.”

By | he time he was 11, Cochran — labeled by
parents, teachers, and relatives as “unattractive,”
“incorrigible,” and a “loser” — was shunned by his
family and sent to live in a succession of foster
homes. As he questioned whether or not he would
ever fit in or be accepted anywhere, he looked ever
more longingly to his hero for answers: “| would read
about Hitler at night by flashlight, and by the time |
got to high school, I knew not only more than my
teachers but how to use that information in the
classroom, cafeteria — anywhere to get attention
from my peers. For a while, it empowered me because
I could make them listen — even if they didn’t accept
me or what | said. But eventually that stopped
working.”

Feeling isolated and inferior, Cochran left high
school before graduating. In 1979, he earned a
general equivalency diploma while doing a stint in
jail for misdemeanors, but one of several
incarcerations between 1976 and 1989, which
included a conviction for threatening to burn a
synagogue. For Cochran, it was just one more place
to seeth and steal, lick wounds that never started to
heal, and spend hours reading racist literature. Each
time he little changed — until 1989, when after seven
years..he was once again..sniffing around for a
community that would accept him...later his search
came to a halt at the Nation's doorstep. “l was
dressed in camoflage and when | walked past the

..5ign on the gate, | knew | was home,” Cochran
remembers. “When | was inside they treated me like
| was one of their family. At last | was with people
just like me and accepted for what | was.” Pausing, he
adds, “You know that's why they hug every one of the
kids they recruit. Most kids are middle class and from
the suburbs. They’re runaways..when a throwaway
kid arrives at the compound, the first thing he gets
are hugs, food a bed, and a family that cares and
offers structure. 1 wasn't a kid, but that's what
I..needed, and got — along with a uniform and the
weapons | needed to become a racist in God’s name.

The Nations, which considers itself a political
arm of the Church Jesus Christ Christian, is one of
hundreds of satellite churches around the nation,
that are linked to a..form of Christianity called
Christian Identity. Last year, the Identity compound
in Allentown, Pennsylvania got national attention
after two Michigan brothers, who attended events
there, murdered and mutilated their parents and
another brother in the name of Flrher.

According to Cochran, Identity adminstrators
and leaders stage...rallies, and rock concerts to unify
and recruit...Like the Michigan brothers, marginalized
and disenfranchised teens and young adults become
easy prey. “You can always spot them,” claims
Cochran. “They look vulnerable — their posture, their
dress, their mannerisms. Lots of things mark them,
and it doesn’t take much to get them involved — just
food, shelter, love and structure.”

According to the Klanwatch Project of the
Southern Poverty Law Center, two years ago Aryan
Nations was active in three states; today it is in 30
states and overseas. Typically, Identity theology
preaches an antisemitic interpretation of the Book of
Genesis that says white people are the true Israelites,
that Jews are the “children of Satan,” and that people
of color are subhuman. Also taught is the belief that
ZOG, the Zionist Occupation Government, controls
the United States and the world’s financial
institutions. Christian Identity dresses its doctrine of
faith in pageantry and rituals, Old Testament dietary
laws, and the beliefs that women should be
subservient and that Hitler was godly. Ultimately,
Cochran asserts, it imbues followers with a sense of
divine blessing and guidance for their faith.

On the day Cochran left the Nations compound,
he had $100 in his pocket and no blessings for his
journey. For months he lived alone in a tent until
deciding to accept an invitation to go to Kansas and
meet with Leonard Ziskind, a Jew and at the time

Source: Goldman, Caren. “Profile: Recovery from Hate.” Common Boundary. July/August 1996.
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research director of the Atlanta-based Center for
Democratic Renewal, a national clearing house for
efforts to counter hate-group activity. For Cochran,
the meeting was serendipitous: “I went there with the
thought that he wanted to exploit me. But | was
wrong.” Instead, Ziskind spent the next six months
helping Cochran deal with issues concerning gays
and lesbians, people of color, and Jews.

“He’s a remarkable person who has completely
overcome the outrageous bigotry which characterizes
individual members of Klan and Neo-Nazi groups,”
reflects Ziskind. “More importantly, he has made
these efforts on his own volition, as part of a
genuinely transformative process.”

Says Cochran: “Leonard opened the door for me
to talk about my experience at a time when | didn’t
think I'd have something to say.”

Today, as Cochran travels the country telling his
story, he is still somewhat of a renegade searching
for a place he can call home in the world and within
himself. Although his newly formed information
center, Education and Vigilance, is now firmly

Unit II: READING #24

planted in a modern double-wide trailer in
Pennsylvania, he remains an itinerant preacher who
proclaims the gospel of human rights to all who will
listen along a road littered with personal threats
from racists and reminders of a past he cannot
discard. Indeed, since defecting, he has visited over
300 communities to talk with students, parents,
teachers, clergy, civic leaders, and anyone else willing
to hear a prophetic voice articulating the dangers of
racism. When asked when he plans to stop, Cochran
replies, “Never.”

“Why?”" most people ask.

Cochran answers, “I think about this 24 hours a
day. Many times I've wanted to stop, but | can't.
Change is challenging; it's not something completed
overnight. Everyday | wake up knowing that | have to
challenge myself and others to question old
stereotypes and fears and replace them with an open
mind and a sense of the positive.”

He pauses, then adds, “I apologize to all if my
hatred and bigotry offended you directly or
indirectly.”

Source: Goldman, Caren. “Profile: Recovery from Hate.” Common Boundary. July/August 1996.
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UNIT JIT
THE RISE OF NAZISM:
PRELUDE TO THE HOLOCAUST

]:[n Unit 111 students will explore the historical background of Nazi anti-Semitism, paying particular
attention to social, economic and political turbulence in the 19th and 20th centuries. Germany
resorted to desperate measures to resolve its post-World War | turmoil.

Anti-Judaism fueled anti-Jewish behavior for centuries before Hitler came to power in 1933. Since the
time of the Roman Empire, Europeans in dominance regarded Jews as second-class citizens. Believing
that Jews killed Christ and rejected Jesus as the Messiah, Christian leaders prohibited Jews from the
privilege of owning land and occasionally expelled them beyond national boundaries. Partly as a
result, Jews lived in isolation and on the margins of mainstream society, often becoming traders or
moneylenders. As the European economy evolved from an agrarian to an urban one, Jews in
commerce became economically vital.

In the late 18th and in the 19th centuries, discrimination and prohibitions against Jews abated and
Jews integrated into European culture. Events in Europe in the late 1890s made Jews who had been
assimilated into the heart of European intellectual and cultural life feeling increasingly less secure.
Hostilities and suspicions toward Jews became fertile soil for the growth of extremist political
movements.

Adolf Hitler grew up in this turbulent climate. His troubled youth prepared him for a life full of
resentment. The fourth child of Klara and Alois, Hitler was born in Braunau, Austria, on April 20,
1889 and later moved with his family to nearby Linz. His father was alcoholic and abusive and his
mother was overindulgent. Hitler’'s contemporaries remembered young Adolf as a lazy, ill tempered
and poorly disciplined student. When he was 15, he quit school and moved to Vienna. His one
ambition was to become a recognized artist, but he was rejected twice by the Vienna Academy of Fine
Arts.

Anti-Semitic parties and ideas were prevalent in prewar Vienna. Karl Lueger’s successes at using anti-
Semitic calumny to mobilize a following and win mayoral election inspired Hitler as an adolescent.
Hemet writers, like Jorg Lanze von Liebenfels, who wrote racist pamphlets extolling Aryan heroes and
disparaging the Jews.

Hitler's experience in World War |, after moving to Munich in 1913 and enlisting in the German Army,
galvanized his anti-Semitic views. He supported popular beliefs that Jews were responsible for
Germany’s humiliating defeat in 1918. Upon his return to Munich, he remained in the German Army
as a spy and reported on the German Workers Party. He then joined the German Workers Party in
1919 and soon became its leader. He eventually changed its name to the National Socialist German
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Workers Party, which became known as the Nazi Party. As the leader of the party, he began to speak
publicly about what was needed to save Germany from political collapse. Hitler was a captivating
orator, attracting large audiences to the Nazi Party. In 1923, Hitler and his Nazi Storm Troopers laid
siege on Munich City Hall in a failed attempt to overthrow the government of Bavaria. Arrested and
incarcerated for nine months, he organized his political viewpoints and wrote Mein Kampf (“My
Struggle™), with the assistance of his secretary, Rudolf Hess. The book expounded theories about the
significance of racial policies, the (imaginary) conspiracy theory of a covert Jewish plot to take over
and destroy the world, and the saving mission of the Aryan nation. This soon became the “bible” of
the Nazi Party.

The Great Depression catapulted Germany into economic turmoil and set the immediate stage for
Hitler’s rise to power and the supremacy of racial politics. Like Lueger before him, he successfully
deployed anti-Semitic propaganda to parlay social discontent and despair into a loyal political
following.

Seeking national victory for the Nazi Party in the Reichstag (German Parliament), Hitler promised to
create new jobs by rebuilding the German economy and repudiating the Treaty of Versailles. In 1931,
the last free election of the Weimar Republic resulted in 37 percent of the voters expressing support
for the Nazi Party. A succession of failing Chancellors led to a political deal in which Paul von
Hindenburg, President of the German Republic, appointed Adolf Hitler the new Chancellor of
Germany on January 30, 1933.

Hitler commenced a campaign of persecution against his political enemies: Communists, socialists and
especially Jews. On February 27, the Reichstag was set on fire and Hitler used the occasion to blame
the Communists. To gain complete control over the nation, he took advantage of the chaos of the fire
and abrogated Weimar constitutional freedoms. Hitler deployed his Storm Troops to terrorize his
enemies.

Complete political power was achieved by Hitler upon the death of President Hindenburg in August
1934. This fused the two offices of President and Chancellor of Germany and Hitler called himself
Der Fuhrer, the leader or dictator. With the population’s support or tacit consent, Hitler was, by 1935,
in the uncompromising position to give his anti-Semitic vitriol full rein.

The goal of Unit Il is to help students understand the global and domestic conditions that led to the
rise of Hitler and Nazi Germany. They will be asked to (1) analyze and form conclusions about the
late 19th and early 20th century German politics that provided the seedbed for the rise of Nazism;
(2) demonstrate a factual knowledge of the life of Adolf Hitler with an emphasis on his personality
traits; (3) form a generalization about Jewish life in Europe prior to the Holocaust; (4) assess and
form conclusions about events that affected the collapse of the Weimar Republic and contributed to
the rise of Nazism in Germany; (5) determine why Nazi philosophy, ideology and government policies
appealed to certain aspects of human nature and behavior; (6) examine the role of the media and
propaganda in promoting Nazi ideology; and (7) reassess their views of human nature in light of new
knowledge they acquire about Hitler’s life and the Nazi Party in Germany.
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UNIT Iil:

THE RISE OF NAZISM:

PRELUDE TO THE HOLOCAUST
UNIT GOAL:  Students will understand the global and domestic conditions that led to the rise of

Nazi Germany.

PERFORMANCE TEACHING/LEARNING INSTRUCTIONAL
OBJECTIVES STRATEGIES AND ACTIVITIES MATERIALS/RESOURCES

Note: the notation (READING #) in
this column indicates that a copy of
the article is included in this
curriculum guide.

1. Students will
analyze and form
conclusions about
the late 19th and
early 20th century
German politics
that provided the
seedbed for the
rise of Nazism.

Analyze the impact of key
individuals on the develop-
ment of the world view of
Hitler and the Nazis and study
the internal political evolution
of Germany, including the
impact of extreme-nationalism
and authoritarianism using
selections from the following
activities:

Read the selection on Johann
Fichte in William Nicholls’ book,
Christian Antisemitism: A
History of Hate, using the
following questions to guide
analysis and discussion:

Why could Fichte be called an
extreme nationalist?

Which of his ideas seemed to
influence Hitler?

Read the selection on Friederich
Nietzsche in William Shirer’s
The Rise and Fall of the Third
Reich, using the following
questions as a guide to analysis
and discussion:

How does this explain Hitler and
his regime’s view of morality?

A. Resources for Section A:

1

Unit 111

Nicholls, William. Christian
Antisemitism: A History of Hate.
Northdale, NJ: Joseph Aronson,
Inc., 1993.

Shirer, William. “Friederich
Neitzsche.” The Rise and Fall of
the Third Reich. New York:
Touchstone/Simon Schuster, 1990.
(READING # 1)
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PERFORMANCE
OBJECTIVES

TEACHING/LEARNING
STRATEGIES AND ACTIVITIES

Does it explain Hitler's Messiah
complex? Explain. If so, how?

Read the selection on Richard
Wagner in The Rise and Fall of
the Third Reich by Shirer using
the following questions as a guide
to analysis and discussion:

Explain why Israeli orchestras do
not play Wagner’s music.

During the last days of the Third
Reich, Hitler ordered Albert Speer
to destroy all bridges, factories,
ships and anything of value for a
civilization. Do you believe
Hitler's love of Wagner influenced
him? Explain.

Listen to selections from Wagner’s
Lohengrin while reading the text,
and listen to sections of
Beethoven’s Ninth Symphony (of
Schiller’s poem).

Brainstorm the message and
values in the texts.

Compare and contrast the
messages in the two texts.

Draw conclusions about the
messages in Wagner’s text in
comparison to the message in the
Beethoven work, and extend
this/these conclusion(s) to the
possible influences of Wagner on
Hitler.

Read the selection on Johann
von Treitschke in Ideology of
Death, by John Weiss using the
following questions as a guide to
analysis and discussion:

INSTRUCTIONAL
MATERIALS/RESOURCES

3. Shirer. “Richard Wagner.” The
Rise and Fall of the Third Reich.
New York: Touchstone/Simon
Schuster, 1990.

(READING # 2)

4a. Wagner, Richard. Lohengrin. CD.

4b. Beethoven, Ludwig von.
Ninth Symphony.
http://www.cs.purdue.edu/
homes/coxgs/mus362/index.
html

5. Weiss, John. Ideology of Death:
Why the Holocaust Happened in
Germany. Chicago: Ivan R. Dee,
Inc., 1996. (READING #3)
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PERFORMANCE
OBJECTIVES

TEACHING/LEARNING
STRATEGIES AND ACTIVITIES

How did the university professor
use stereotypes?

How were the Jews used as
scapegoats for trends of which he
disapproved?

Read the selection on Otto von
Bismarck from The Rise and
Fall of the Third Reich, by Shirer
using the following questions as a
guide to analysis and discussion:

On what points did Bismarck and
Treitschke agree?

Why does Shirer believe there is
a straight line from Bismarck to
Hitler?

Read the selection on Houston
Chamberlain from The Rise and
Fall of the Third Reich, by Shirer
using the following question as a
guide to analysis and discussion:
Why did Hitler create a so-called
Aryan church that did not admit
Jews, preached racism and
rejected the Old Testament? Base
your answer on Chamberlain’s
views.

Either individually, or with a
partner, use the suggested bio-
graphies listed in READINGS
#1-5 as a basis for writing a
brief summary of the thinkers
mentioned in #1-6 above. You
may add Frederick Jahn, Paul de
Lagarde, Julius Langehn, and Lanz
von Liebenfels.

INSTRUCTIONAL
MATERIALS/RESOURCES

6.

Unit 111

Shirer, William. “Otto Von
Bismarck.” The Rise and Fall of
the Third Reich. New York:
Touchstone/Simon Schuster, 1990.
(READING #4)

Shirer, William. “Houston
Chamberlain.” The Rise and Fall
of the Third Reich. New York:
Touchstone/Simon Schuster, 1990.
(READING #5)

Mosse, George. Toward the Final
Solution: A History of European
Racism. New York: Harper &
Row, 1980)
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THE RISE OF NAZISM: Prelude to the Holocaust

PERFORMANCE
OBJECTIVES

10.

TEACHING/LEARNING
STRATEGIES AND ACTIVITIES

The following movements
influenced Hitler: Romantic
Movement, Pan-Germanism, Social
Darwinism, Eugenics, Lebensraum
and Wandervogel. In small groups
select one of the movements,
describe it and indicate how the
Nazis adopted it. Results should
be shared with the class.

Additional resources may be
consulted for descriptions of the
people and movements mentioned
above.

Compare and contrast the
political, economic, social and
geographic conditions in
Germany before and after
World War 1.

Read the selections by three
writers who discuss why Hitler
was appointed Chancellor of
Germany, and why the Weimar
Republic fell. Use the questions in
the reading to guide analysis and
discussion.

INSTRUCTIONAL
MATERIALS/RESOURCES

9a. Mosse. Ibid.

9b. Carr, W. A History of Germany
1815-1945. New York: St. Martins
Press, 1969.

9c. Haffner, S. The Ailing Empire:
Germany from Bismarck to
Hitler. New York: Fromm
International, 1989.

10a. Poliakov, Leon. The Aryan Myth:
A History of Racist and
Nationalist Ideas in Europe. New
York: Barnes and Noble, 1996.

10b. Snyder, Louis. Encyclopedia of
the Third Reich. New York:
Paragon Press, 1985.

10c. Epstein, Eric, and Philip Rosen.
Dictionary of the Holocaust.
Westport, CT.: Greenwood Press,
1997.

10d. Landau, Ronnie S. The Nazi
Holocaust. Chicago: Ivan R. Dee,
Inc., 1994,

B. Resources for Section B:

la. Strom, Margot Stern and William
Parsons. Facing History and
Ourselves. Brookline, MA:
Intentional Educations, Inc., 1982.
89-93.
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