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The organization, instruction, and effect of

Holocaust instruction at the secondary level in four public school

. districts~—Brookline.,- Mas&aghusetts' Great Neck, New York; New York

AN

City; and Philadelphia, Pennsylvania--are 1nvest1gated The report
consists of five chapters. Chapter 1, on the methodology, discusses
how the data were collected through questionnaires and interviews.
Chapter 2 coutains case studies describing the programs. The four
school districts provide many examples of the prospects for Holocaust
curricula in various educational settings. Information is provided on
the origin, teacher training, rationale, audience, developers, and
cohtent orgun1zat10n for each program. Chapter 3 discusses the
instruction used in each of the four programs. Themes and goals,
perceived effects on students, and the teaching methods used are
examined. Chapter 4 describes the effect that the Holocaust education
programs had on the students. Chapter 5 contains the conclusions.
Overall, students gained new factual information and developed a more
comprehensive understanding of the factors accounting for the
Holocaust. Results also showed that students' exposure to the
Holocaust did not shatter their moral structures or rupture their
patterns of judgments. (RM)
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PREFACE

THE_CHALLENGE OF TEACHING ABOUT THE HOLOGAUST
by IRVING GREENBERG,
Director, ZACHOR/NATIONAL JEWISH RESOURCE CENTER

A. THE INAQFQUACY OF CATEGORIES: THE LIMITS OF OBJECTIVITY
The dark secret of liolocaust studies is that the event
b;eaks the normal categories of understanding. Like a force
field that reorients everything in its ranpe, the Holocaust
forces observers to see the inadequacies of standard catepories.
While exploring the 'Holocaust universe', employing the mest
aseful models that illuminate and guide throush important
sections of the road, we run into phenomena that shatter the
framework of comprehen.ion, forcing the admission that im-
portant aspects elude or lie outside the bounds of the ex-
planatory paradigms. One is tempted to say that the better
the cateuéry the more Likely it is to break down.
Perhaps the best analopy to this state 6( explanation
coméb from physics. At close to absolute csero--minus
273 d-oprees Centiprade--there is the phenomenon commonly
known as superconductivity. In that state, pas becomes
liquid, water runs uphill not downhill, and so on. Per-
haps in the Holocaust one has gotten so close to the
chilling absolute zero of evil that people respond in
wavs that are sui peneris to that world. Behavior
patterns apprar to be erratic or contrary, but only
when judeed from the outside. One can and mmust

correlate these patterns to evervday phenomena
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by a process of analysis, analogy and adjusting for the
different circumstances. But one must resist the temptation
of scholarly 'gleic¢hschaltung', i.e., to smooth away the
Jjanged edges, to wrap the whole matter up in rational
academic categories that obscure the elements of thé
unassimilable surd in this historical event.

Modern scholarship and the academic enterprise
are committed to objectivity--in method and theory of
knowledge. An extraorditary expansion of knowledge and
insight has been the fruit »f the paradipm of dispassionate
resecarch, ecmpiricism, ratvionality, abstraction, and
reneralizatrion., Therefore, there has been strony re-
sistance to the claim that, in deuling with the Holocaust,
these models are found wanting. The opposition reflects
itsell in the long period of neplect ¢” treaching the
Holocaust, as well as in the recent eriticism of the spread
of reaching. Teachers and scholars in Holocaust studies
are tempted to softpedal the issue. 1f we have rlie
wisdom and strength not Lo cvade, we come to recopnize
the bitrer rruch, that in this case 'objectivity' is
often a false cateproryv, implicated in a horror which is
diffiwalt ro confront. lo pain acceprance, academic
respectability, and professional historical standing
scholars are pressuraed continually to play the pame of
academia and of pedapopy, including pseneralising, ab-
stracting, or universalizing the subjeect. Yet, this
route is the way to moral and methodolopical failure in
dealings with the tormenting conundrums posed by the

Holocaust,

El{[{c Vi 9
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Objocpjvilv is a misleading category in dealing
with the Holocaust. The .estimony, of survivors during
and after the Holocaust, which is normally the most re-
liable source, must be translated and transposed. The
survivors’ restimony is not only necessarily limited by

_the survivors' partial view of what happened, it is also

[ 'biased', colored by their own perceived guilt. The
survivors themselves, more than any other group, carry
around a burden of puilt about the Holocaust. The inno-
cent vietins feel puilty that they did not do enough;
feel puilty for rheir loved ones who died. They feel
ruiley, xohntimos crushingly so, for having survived.
Yet many murderers, and people in groups that were in-
difterent or stood idly by, are girded with a sense of
innocence. Most ot the records and the pictures of the
Holocaust were developed by the Nazis and their allies.
Althourh "the camera does rouv lie" the Nazis togk rhe
pictures, choso the subjects, and kept the records for
their own purposes. What they left out may be part of
rheir toral war on the Jews. Unless one reads the '
document & with this sensitivity, records can be hiphly
misleadine.  How many survivors plead suilty to crimes
which anvbody who enters into rthe world of the Holoehust
knows at. not ¢crimes but acts of heroic resistance,
trequent 1y involving risk of life? Terrence des Pres
(1he Surviver, p. 97) points out the contradictions be-
tween the overt statement of total rule of war in the
camps and the actual behavior, which included many acts

Qo vil
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of kindness and human solidarity. This "amounts to a
double vision at the heart of their [survivors] testimony."
On the other hand, the Nazi records may distort the sitz’

: im leben in the ilolocaust universe.

Failure to prasp the two-edped nature of that reality
and the frequent reversal'of values may lead to teaching
the opposite ol what was true or what is intended by the
teacher. If one does not allow for the tremendous
pressurc that changses the way people respond in hunan and
historical situations, then a faet presented as a faet
is, in reality, a distortion. "1t wmay even be--in extremis
--a subjective continuation of the Holocaust process.

To read a fact merely as a fact is to be like the person
who held the camera which recorded the famous pieture of
a mother holdinpy, a child about to be shot by an e
Ei nzat zrruppen soldier. Te see a soldier shootine, a

! mother that way, and not drop the eamera, run up to the

soldier and cry, stop! but rather to distanece and iake

\ -
collaboration. At best, it is vo enpape in a form of

|

\

e s s . |

the picture is in itself a form of brutality and |
|

|

|

classitication which is ancillary to the destruction
process. For all that we know, that picture of the
mot hier may have been taken vo keep for the museum that
the Nazis intended to build in Prague--a museunm of the
extinct Jewish people. Scholarship ean be like that

|

|

|

1
picture. ‘
The failure to experience the facts from withip that ‘

|

|

Q Vél{[ )
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world leads students secing the pictures of the mothers
and children to ask: "Why was there no (armed) resistance?”,
instead of ashing the much more accurate question:
"How many mothers trudged along to come nearer to the
shooting squa@s because, after twenty-four hours of
holding a child screaminp for water, the shooting place
was a blessed relief?” In the Holocaust, many ethical
categories fall back in upon themselvas. Tt is a“feat
of intellectual and moral courage to admit amd not evade
this fact.

The objectivity model raises another danser. The
presence of the Holocaust, its effect as a moral forece,
iLs still very powerful. The model was intluencing, Idi
Amin when he said that Hitler had failed Leecause he had
not killed all the Jews. The Holocaust teaching of
evil hatred toward the Jews continues to opsrate and to
educate and inspire evildoers by example. This con-
tinuing impact of rhe Holocaust paradipm is a fundamental
part ol the problem ol teaching the Holocaust. Studying
how women and children were shotkby Einsatzpruppen, by
the rhousands every dav, or reading how children were
flunp, alive into crematoria, makes the possibility of
such a happening apain more credible. Once the initial
shock wears ol't, the acrions are no lonper withour pss- i
cedent--then, on a certain psvchological level, this
behavior is more acceptable even to those who ..tady in

order to prevent and protest.
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The deeper danger is that all humaa beings are
affected by examples. One of the most devastating
things about studying the Holocaust is the post facto
realization that certain norms which supposedly existed
in modern culture. which should rule out such phen&nena

in fa. . proved ineffective. These norms include:

oy e s e e

liberalicm, humanu.ar*amsm, universal rights, t:he rule

of law, taboos against killing, respect for women and

" children, etc. The norms have been broken so bluntly and

so openly, ch:;lt the break reduces the taboos, i.e., those
dimensions of fear and of trembling, with which most
human beings approach the 'normal' crimes which they
commit--1lc¢t alone the crime of mass murder and degradation.
Part ol the danger in teachinpg about the tHlolocaust and in
bein, historical and objective--as a scholar should be--
is that in confronting cthis event, one will dodge those
side effects. Studying objectively becomes a way of
numbing: the student and d\emonstratim: the awful events
which then become more rontine, therefore m?re acceptable
and more doablel

This ecritique of objectivity should not be confused
withh mystification. TIrofessor Ychuda Bauer (in lhe Holo-

caust in Historical Perspective) has expressed a lepitimate

concern that the Holocaust will be placed on a pedestal,
declared tuv be so unique as to Le beyond comprehension,
The price of such an approach could well be lowering of

standards ot judsement.  This would allow exagperation and

ERIC ~ 13
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legend to overprow the facts. Ultimately, the credibility
of the entire event will be undermined by hagiography.
As it is, the human mind strains to escape from‘the horror
and pain of the Holocaust. Once some aécepted fact is
undermined by the Jdiscovery that it is a legend, then

the entire account of the Holocaust will be jeopardized.
Another dangerous outcome could be an inability to apply
the lessons of the event to any other situation--wvhich _
would make the whole catastrophe horrible but humanly
irrelevant. 1f one talks of Auschwitz as a totally other
planet, there is no way in which humans can really relate
to it or Jeal with it. Yet the event must be dealt with.
That is the only hope to prevent a recurrence.

. The recopnition of the limits of objectivity GOQ§
not represent the abandonment of the principle as much as
its demytholopization. Objectivity is a special, not a
universal, principle in dealiar, with the Holocaust. This
cafenory copes with many, but not all, aspects of the
event. The need to enter into the world of the Holocaust
and to 'experience' it from within can not be used to
drop the obligation to incorporate objectivity aad the
facts in attempring to deal with the lolocaust. A
surrender to subjectivity, however well intentioned, would
equally be a methodolopical and woral failure. To em-
bellish such horror is both to betray scholarship and
to bn)uuilrv of not takinpg suffering seriously. So as
schiolars and teachiers, we arce condemned to use catepories

-
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that are failures. There is no easy escape. As long
as we know their limits, the categories of scholarship
are useful and necessary failures. One comes to realize
that, in fact, only categories that fail are really
adequate to Fhe situation. To do integral work, therefore,
—one has to-eeme to grips with-‘supereonduetivity! and be
willing to let it challenge or disrupt teaching, even as
we try to contain it for the sake of objective truth.
Dealing objective}y with the Holocaust includes incorpora-
ting powerful subjective effects and responses needed
from borh teachers and students.

A1l these paradoxes are topped by another dialectical
principle. 1If the teacher drops these inadequate cate-
pories, allows the indulgénce of piety vis-a-vis the
victims, allows himlverself to scream or to indulge in
the kind of propaganda that all feel an urge to do afcef
dealing, with these facts, then the teacher fails even more
miscerably. An ever present danger in teaching the Holo-
caust is that one wants to shout. As this study shows,
the Holocaust is being domesticated through being taught.
This is part of the tension in functioning as a teacher
in a course on the Holocaust. But one must be absolutely
disciplined and resist the temptation to shout.. If
not, the process is inexorable. When you do shout, at
first you will touch. Then you will brutalize, because
it will become a course in killing Jews. Then you will

numb, because out of self-protection or out of hardening,

Xi1 ~
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the student will end up being indifferent. Finally,
most devastating of all, you will bore. Read the Ein-
satzgruppen reports and trials. After tﬁree, four, {ivg
months of shooting women and children every day--with no
resistance--they became bored. So, they drank heavily--
or they looked for variations that might keep thfhgs

interesting...

B. TO ENTER THE HOLOCAUST UNIVERSE

. To teach about the Holocaust is to walk a narrow°
ridge. It involves the constant torment of trying to
recognize and respect the facts without preaching. It
involves trying, more than anything else, to prevent a
recurrence--yet not allowing the subject to become a
propasanda instrument--however well intentioned. If there
is one motive more than any other that drives people into
;his field, it is the drive to insure that it will “never
again” happen--and not just for Jews. Teachers must be
honest in articulating and admitting their poals in teach-
ing the subject. Within ;hat framework, however, the one
objective baseline, the one ultimate criterion of achieve-
ment, is a subjective one. The goal is to achieve empathy
in the stud2nt, ro make consciousness of the Holocaust a
"living' experience. If a teacher can enable the student
~-ﬁnd the reacher--to enter into that world, however
briefly, and to be emotionally as well as intellectually
shattered by enterins that world, that is the fundamental

achi evemoent.
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Without entering 1'univers concentrationnaire, it;
is so easy to ask the question of resistance. Again,
take that mother in the picture, holding the child. Was‘
she to drop the child, and with her bare hands take away
the bayonet and shoot the soldier? The question is answered
when one stands in the mother's shoes.

The question is answered when one hears the story of
Abba Kovner, who became one of the great heroes of the
Jewish resistance. Kovner'abandoncd'his mother to go |
into the forest to wage war. His last memory of his
mother is her pleading with him not to leave her. Many

|

times, Kovner gets introduced as a hero. Kovner tells
that when they make those long introductions, he sits
there saying to himself: Am I the hero they are describing,
or am I not the scoundrel who abandoned his own mother,
and let her die in a fate that 1 can only imaginé?

Inside the tlolocaust universe, the heroism of just
liviny, emerges in bold relief. A mother's resistance
role becomes self-evident--it is golng scrounging for

milk &very day and, notwithstanding the cost to health, ___—

self-esteem and her own food supply, not abandoning the
child. A tbousand facts leap into focus:.a brother with
work papers voluntarily going to the Umschlagplatz to
look after his parcnts and younger sister; a brother
about to jump from the train when the conviction that
something terrible was coming overcame the parents and
they insisted he jump--but holding back when the sister

pleaded not to be left alone. Teachers educating little

Xiv
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children for a future life in Israel; performances of
Yiddish theater; 600 minyanim (prayer groups) meeting
.illegally every Shabbat in the Warsaw Ghetto, according
to Emanuel Ringelblum's reports. Tenants' committees,
smuggling food, organized sanitation, chevra kadishas
(burial societies) to respectfully bury the dead. Nor
is this list intended to cover up the alternate list:
children abandoned and hungry in the Warsaw Ghetto; the
rise of the underworld, Jewish police collaboration. Re-
call the bitter words of Hillel Zeitlin (a religi&hs
writer of saintly character and great force): "Corruption,

demoralization and thievery in the ghetto are terrible...

Evil traits and base instincts are now revealed in all

their nakedness.” (Lucy Dawidowicz, A Holocaust Reader,

p. 228.) (Keep in mind that Zeitlin's words are those
of a pfophet--the intensity of criticism reflects the

high standards of expectations more than 6quctivc facts.

<gecaTT”Ehévprlnciple that the'guilty'are innocent.)

Inside the Holocaust universe, there is no need to
whitewash or romanticize. The complexity of human life,
the nobility and baseness of human nature, the reducibility
of human spirit but the ultimate irreducibility of some
kernel of it--all speak for themselves. This is why
some of the fundamental issues in llolocaust studies re-
main with questions, not answers. One must be on guard
arainst sentimentality. Notl every Jew died in the Warsaw

Ghetto as a heroic fighter; not every Jew was a plous
\

ERI
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Chasid dancing happily before the Nazis came. 1In the
Holocaust, one saw humaﬁ,nacure at its noblest and, of
course, in its most terrifying and basest forms. The

camps had the enormous power to shift and reprogram hdman
behavior and human character. One can not ignore the
overwhelming impact of such conditions. 1t is important

to see how survival is relative, and how the capacity to
save some small area of humanness is the key to moral
survival. One of the early and important moral maturation
expeliénces of students facing the Holocaus!. is to dis-
cover that those who were purists, those who refused to

make any concession to the moral depradation of the camps,
died and pave the Nazis a victory. The only way one could
be moral was to accept some fracturing of previous standards
--;f hypiene, of personal behavior, and indeed of morality.
The truly moral people had the&courage .o fracture without
yiéldinr totally. This insigh; offers a far more real
moral code and basis lor studdgnts' own behavior--as
Americans, as Jemocratic citidens, or as family people--
than any ol the inspirational Ytories one can give them
about séints trom the Holocaust., \ Here again, survivor
testimony is fundamental in tuachi%g the Holocaust. There is
no teachin;; that compares in insipht. to hearing from somcone
who lived throuwh it--particularly one who doesn't need

to 'cover', or sive an inspirational messapge, but is

willing to tell the truth rhat is possible to tell.

i ~

students should encounter the 1ife that was lived under

O
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the Nazis--and not just the death. A special effort

should be made to know at least one life as a particular
life, as part of that reality. There was incredible

. solidarity among the victims. There were self-help groups,

tenant committees, kibbutzim and other forms of Jewish
self-help. Incredibly, a people without soap, without
heat, kept very low rates of plague and of sickness, be-
causc of the tremendous amount of self-policing and
voluntary help. {he daily soup kitchens kept thousands

alive for days--or years. Yet the breakdown in solidarity

of some people must be reported with the same breadth

and the same honesty.

0On the one hand, one must teli of the mothers who
took the milk out of their own mouths to feed their children.
Family life continued; children were educated; plays were
produced; cultural lectures were held. On the other
hand, the reports of the wandering packs of abandoned
children must be confronted. Let students ask themselves
--what - as a mother or father - they would have done.
[t was that kind of survival situation in which a child
would not live apyway. Let the student understana the
heroism of those who had to let their child 2o out and
be a smuspler even though that meant that many children
never came baék.\\LuL the student and the teacher confront
all the testimonies and not pive easy answers or quick
encourapgement or inspiration.

0f course, tliese special factors make documents so
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terribly important in Holocaust studies. Similarly, the
testimony of witnesses and survivors is crucial. Ultimately,
what happened speaks best for itself. No matter how good
the teacher, no matter how ecmpathetic, there is nothing one

could say or teach that bepins to compare with the reality

of entering that world iitself. This makes films very im-

portant in this teaching. If the cmpathy is achieved,
then much else falls into place.
For the same reason, these studies must build in

discussion and a chance to react. If there is no dis-

cussion, then thc teacher is guilty of brutalization.
One must steel one's selfl and have the couurage not to
pglve it all over--allow the students a chance to talk.
Without facts, with distorted facts--or with an overload
of facts, one is puilty of disrespect both for what

happened and for the students. One is tempted to say to

the teacher: Resist the Holocaust, respect a student today.
This means not to brainwash, to be aware of the loss of
credibility that ocecurs whon one tampérs with emotions--
or pives facts but does not pive people a chance to deal
with them.

. o . .
X v W w

C. MO!IIVES AND MESSAGES .

. Holocaust Studics are a relatively recent phenomenpn
in the United States. Typically, there is a high degree
of teacher or student initiative in int roducing the course

into the curriculum. Most teachers are self-taught; few

Xxvaii
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have had professional training in this field. All this
tends to make the field more innovative and more experi-
mental. Teachers use a higher level of audio-visual
material than ih typical courses. The strongest teacher
motives. especially among Jews and/or‘surviyors seem to be
the desire to preserve the memory of the victims and the
determination to insure that it will never happen again.
Many if not most teachers in Holocaust education in
the United States are moved by a strong urgency to confront
the issues of stereotyping and prejudice after encounter
with the record of the Holocaust. Stereotype and prejudice
made possible the kind of open-ended moral cruelty
evidenced in the llolocaust. The preceding traditions of
neparive Tmaies and cateporizing the Jews as "other” madé
them so vulnerable. 1t is obviou; that the same mental
images can work to isolate blacks and yellow people and
any other proup. Bul the very urge to fipht this phenomenon
casily turns teaching into propaganda. After they had
killed the Jews, the Nazis utilized the dead bodies for
ashes, fertilizer, and even soap. The moral porge rises
at the thought that the dead shall now be exploited for
propaganda purposes. It is propaganda, even if it is in
service of pood thinss. This must be said as barshly as
possible, because otherwise sood intentions tempt educators
not to face the issue. This does not mean that teachers
cannot draw any conclusions from the iolocaust. Rather,

the motives should be articulated and the complexity of the

o
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facts alloQud to emerge. People's consciousness is changed
by the impact of the event. The moral response evokéd by
encounter with the Holocaust can make a major difference

in the attitudes of society.

One such effect was a landmark in awarencss of the
flolocaust in the summer of 1979. The then-Vice President
of the United States spoke in Geneva at an international con-
ference on the Boat People, convened by the Americuan povern-
ment. lo acknowledred that, in 1938, at the Evian Con-
ference, the world, and the United States in particular, had
failed to respond adequately to the plight of [Jewish]
refuprecs from Nazism. He announced that Ame.ica would take
in 250,000 boat people as expression of its commitment to
rTY To prevent a recurrence of the tranedy.  Fhe roest ol e
the nations at the conference pledped to take in an additional
number of boat people to a total of 2,000,000, It was
clear that the cumulative impe~t of raised consciousness
of the Holocaust had renerated a elimate of opinion and
sovernment attitude that saved 2,000,000 from being condemned
to rot in a no-man‘s landxand cave them a chance for new
lives of dignitv,

Yer this suceces- does pot lesivimate turning Holocaust
studies inteo political proparanda. On the contrary, if
tearhinrys tesort to special pleadine, Holocaust studies will
turn it o taddishnes: ard ultimately will fail.  There is a
selt-torrect ing mechanism operating here.  The material is so
povertitl that people respond more subtly and deeply. he

underestimate how mach people recopnize when thiey are being,

manipulated in this arca and quickly shut off the flow of response.
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other powertul insiphts can be explored in the
course of Holocaust studies. One is the impact of polariza-
% tion on a r.emocratic society. How did an outsider, like >
Hitler--marsinal, toreign (Austrian)--become an idéider{
i

[his is onc of the critical, cxemplary areas of Holocaust
1

study. Study of the rise of Nazism is an exploration ofi

vhat Kind of siress breaks down normal political and ‘

social behavior.  The whole American experience in the

late 1960s with Vietpam and the counterculture would have

come out ditferently, and with fqr less backlash, if ‘

people had had the courape and knowledpe to experience :

and to learn from the Holocaust what polarization meanss

Even the people who felt radicaliczation was nceeded mivht

pavé realized that the eftfort could well lead to the M—
opposite ctfect. One bepins to understand the real impact
of the Holocarst as a kind of a moral, political illumin-
ation. Ope comes to the realizavtion that one of the
sreat attractions ot democracy is that althoaeh ovils
oxist in this systom, thoere are built-in checks apgainst
rhie metastasis of the bad--or the pood--checks that are
abment i Metatorships . ope suddenly appreciates the
ineredintoe toree ol hWinston Churchill's classic commen
that demoeraces is the worst form ot soverament --excoept
tor all the others.,

Still another C(-'l;)"ral theme }s the role of rhe by-
standers.  An out standim book which 1 belicve has not

received its due is Helen Fein's Accounting tor Genocide
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Cotlin situations. The mere one realizes the power of the

ERI
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(New York: Free Préss, 1979). It is an extraordinary,
comparative study; a pood example of how methodology
properly applied can make a big deferenee. Instead of
piving us anecdotal mater1a1 or a pLethtlc version--for
or against bystanders--or even a oné-country study, Dr.
Fein has attempted to systematically compare the percentage
of Jews who survived 'in different countries. Why does
the Jewish survival rate range from 957% in Denmark to less
than 5% in Lithuania and 10% in Poland?

fo summarize it in one sentence, the book shows that
Joewish behavior has almost nothing to do with survival
rates overall. Fighting did not save Jews. If anything,

fihting suaranteed their death, because the Nazis brought
e

up more forces to destroy the armed revolts. This is why
arimed resistance by Jews never starts until the last }ound,.
by whi¢h time Nazis have killed most of the Jews already. .
The remnant know they are poing to die in any event.
The decision to fight is a choice of hov to die.
Dr. Fein shows c¢learly tﬁat the key to the survival

rates is the reaction of the bystanders. Fein's book stiows
that in Hunpary, France, Denwark, and Bulgaria--a variety
ol national Christian churches played a role in saving
Jews. The refusal of the Chureh to allow Jews to be ;

- |

‘

serresated vitside the universe of moral respoasibility

-

of the nation was decisive in preventing the final solytion,

Nur doas this discovery exculpate the Church's silence in



Church’s solfgarity, the more devastating is the realizat{on
of the impaetlof the silence of Pius XII or of the German
ch&reﬁ. ; !
Many of the same issues come up in dealing waﬁ the
indifference of the Allies. Similar explorations can be
undertaken of the beliavior of American Jewry and of the
Jewish Yishuv (community) in Palestine. The mgst frequent
moral decision people have to make in their lifetimes is
not whether tb play the role of agpressor or of victim,
"but what kind of bystander's role will the; play. . .
. Fhie most troubling tmplication of this study,

" American Youtl, and the Holocaust, is that many teachers are

omitting all vreatment of the wofld that was before the
”mé;bnt. A culture was destroyed, not just millions of lives.
If one does not in same way confront the reality of the
whoule human complex that was destroyed, beyond individuals,
one has really failed to understand what happened in the
liolocaust. The Holocaust is the destruetion of a culture,
of a history, of a set of norms. European Jewry had several
Jewish ecosystems within its world. Eastern Europe}had one
ol the richest, eernordinarilyifgried eclusters of Jewish
1ife, relision, and culture in the millennia®™ history of
the Jows. Wwestern Lurope--despite decline and erosion--
was Crwred in an extraovrdinary symbiolic interaction with'

L
modern eulture.

0

kuropean Jewry was a sophistieated, mixed ccmnunity

.

that incorporated evervthing from assimilating Jews--

XX11i1
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including Jewish converts to Chrlstlanlty who ‘were totally

assimilated but werce forced into the \varsaw Ghetto abaLnst

their will--to highly educated Western Jews, to Chasidio

Jews of the most ultra-Orthodox, pre-modern status. One -

.

must have some sense of the enormous range of the people.

They were human, some very close io our lifestyle, some
very far. Without this particularity, one is abstracting

this terrible event--and failing to grasp the central

_motive of the Nazis.

A
\
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Failure to explore this aspect means that the student ;
knows certain atrocity facts, but lacks some sense of the ‘
significance of the destruction. 1t is like studying 4
ccoloyy , knowing this element is disturbed and that element ‘
is wrong--~but failing to see the total cluster of relation- <‘
ships in the world that w;e live in. One suspects that \
part of the omission is t}xe lack of knowledge of the \ }
world ot the victims. Equally troubling is the suspicion |
that the rush to ;:eneral‘ize and abstract reflects the
desire to distill unambipuous moral messarves to the
student ~-this is the stuff of propapanda. One fears
that the drive to universalize may reflect the desire to
ol into the curriculum. It is always ecasicr, politically,
for a 'universal' theme Lo pet acceptance in the public |
school than a ‘particularist' rheme. But the price of
such universalization is the destruction of what actually
happenaed in the Holocaust; in that catastrophe, a

particular proup was simgled out for total destruction.

XXxiv
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In a way, this blurring of the particular fate of the

victim is a continuation of the denial of their special

treatment. During the war, this denial enabled the Allies

not to respond to the unfolding genocide; after the war, . \
it enabied the Russians to suppress the memory of the

victims under a universalist cover--as at Babi Yar. N

D. ANALOGY, APPLICATION, IDENTITY
Finally,ﬁin teaching about the Holocaust, one must
sort out the issue of analogies, applications, and

. identities. The Holocaust was so total in its nature (a

"decision to kill every single Jew everywhere) and so extreme
in its methods that many scholars consider it to be unique.
Accordingly, some arpue that ne analogies should be madé‘
with it or to it--for in this analopy making, the uniaue
nature of the liolocaust is eroded or tacitly undercut.

My own judpement is that the extreme application of

this lopic wyould render the Holocaust a moral solipsism of no

v siegnificance for others, with no implications, and no

|
1
|
possible lessons that may help prevent a recurrence. 1
Teaching must avoid neatly explaining, cateporizing,
and applying the lHolocaust with sterilized and homopeniczed ‘
beneficial lessons for all. On the other hand, fully
recoy,nizing the terrifying mapnitude and uniqueness of_: e
the lolocaust, properly ecquilibrated analoﬁies may be ‘
drawn which illuminate other, situations without dowesti- |
catiny, the baffling, terror-rilled surd of the Holocaust.

The key is precision aad seriousmindedness in drawing,

XXv
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analogies so as not to poison all distinctions. There
are important analogies to the Holocaust to be drawn--
the Armenian massacre in the twentieth century, the
impact of slavery on blacké, and so on.

Analogies are essential for learning purposes and to
enable potential 'victims to size up dangerous situations
in order to protect themselves. There is too much force
available to potential oppressors, so potential victims
must be helpcg to develop their own power lest they
depend exclusively on the good will of good people who
have many other interests and considerations. Neverthe-
less, if applications of Holocaust lessons are made
cheaply, one destroys all differences.

In the 1960s and 19793, there were people who talked
of America as if it werc the worst form of Nazi concen-
tration camp. This was a shameful misuse of the lolocaust.
Such rhetoric made cvery reéoﬁc of injustice or scattered
act of ;nti-SemiLism sound like Nazism was around the
corner. It served to break down all distinctions. Ul-
timately, such thlk undercut democracy and encouraged
the spread of new tocalicarianism in the world.

I'he danger of covert claims of superior Jewish com-
parative suffering is also real. This approach is par-
ticularly danserous because it focuses the definition of
Jewish excellence or chosenncss on Je@ish victimization
by hatred. This emphasis runs the risk of making the
fact of being, hated rhe central role of Jews. This is

surcly falsq. Anti-Semitism is the problem of the hater;

. XXvi
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the objective behavior of tka victim is almost irrelevant.
Groups that hated Jews had in eommon a fear or resentment
of diffgrencé, an anger at the Jewish testimony to an
infinite God or that redemption-had not yet come--which
challenged the absolute quality of their own belief. A
focus on the absolute quality#bf Jewish suffering risks
communicating a message that Jews want or deserve that
di?tinction of being the greatéét suf ferers.--1t may be
igéerpreted by the sufferers as a signal that they are to
blame for their own suffering. The very faet of their
1¢§sqs often makes the vietims begin to feel something
is wrong with them.

Yet, the survivors have forced us not to esecape
into the easy éeneralization. They force us to see that,
in faet, Jews were killed out of a solitary and total
fate. When the first warnings were issued to the Nazis
in World War II about their atrocities against the Jews,
the warnings were peneralized--they were against eivilian
atrocities. Initially, the Allies deelined to name ithe
Jews as Jews. The Allied governments thought that dpecifying

|

the Jews would turn World wnar 11 into a 'Jewish war'?xn
the eyes of the masses. They feared a surge in anciL
Semitism. However, this use of peneralized language was
an evasion--all the more dishonest for yielding to anti-
Semitism instead of fighting it. We now know that the

Nazis recad the failure to identify Jews as Jews as a signal

of indifference.
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The ultimate conclusion 1is that since Jews and non-

Jews were not as one in death, it is too late for them to

be a§ one in memory. Yet since the humanity which impels

us to remember and the compassion which seeks to prevent

»

a recurrence are inclusive, it is important that all

-

victims be remembered.

There are so many warnings and dangers in this
acéounL of educating about the Holocaust that there is

R the risk of frighteninﬁ people away, of gommunicqting a

message that "no one else need apply.” Therefére, it is
imperative ro add that, on the contrary, no topic demands--
or deserves--more elfort, more subtle balancing, more

| iron discipline, more humility in the face of the
limitations of catepories. 1In tcachiﬁg about it, one
is dealing with a turning point--a tragic, regrettable,
terrible but real turning point. There are fevw more

\ ' honorable or worthy tasks. Confronting this event will
change the basic paradigm of human culture and the
understanding of humanness. The corollary of this accolade
iLs that, having doné that, one must be able tb adnit
failure in doing it. Teaching the Holocaust demands in-
credible intestinal fortitude. Teachers must have the

"

chutzpa not only to take up all the risks of such teaching,

<Q

~
.

and to do so within the 1limit of a course--in the public
schools, it is typically notl even a course, but a week, or
a day. 1t rakes courape to admit thal one is guilty be-

cause one is willing to do this, to recognize that often

xxviii
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in the best efforts there is an inescapable cheapeping,

to recognize the missing ingredients--yet to know that if

I did not do this, I wguld be even more guilty. Silence,

oblivion, evil have been denied their victory by the

thousands of teachers and scholafs who chose the guilt

of caring enough to teach the impossible. If one comes to

N ]

accept 'the guilt, one finds the strength to, avoid pure--

or cheap--emotionalism and yet to be willing to confront

subjectivity in its fullest.

The Holocaust was made possible by some of the

greatest technological and bureaucratic advances of

nmodern culture. This is the compliment which totalitarian-

ism pays to dgmocracy: there are no exceptions. It is the

characteristic mode of the categories of this culture:

there are no exceptions. And of course, the first time

is the hardest. So we have a glimpse into the destructive
. capabilities of this civilization. ' N

Now we know that the demonic capacity of this culturé

is directly related to its greatest achievements. In-

dividualism and anomie, self-expression and surrender to

mass movements, productivity and overwhelming power,

objectivity and value-free behavior are all closely re-

lated and dialectically in-tension. The renewal of

values, the self-criticism, the shake-up of assumptions

ﬁeeded to overcome this threat will be the end or the

rebirth of modern culture. The willinﬁness--and the

privilege--of playing a role in this historic moment
xxix Qr)
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through tecaching about the Holocaust is the blessing and

the curse of this pedagogical task. The magnitude of
death and of life force in this culture and in human
ngfure has never been clearer than after the Holocaust.

a/’
#"fo take up the task is to choose life.




CHAPTER I

| METHODOLOGY

The President's Commission on the Holoéaust con=
cluded that "the study of the Holocaust should become
a part of the curriculum in every school system throughout
the country." ﬂglocaust education is increasingly seen

as vital to Americans' understanding of the nature of

prejudice,

reality of genocide in the twentieth century . Many school

the consequences of totalitarianism and the

districts are introduéﬁqg material about the Holocaust

at the secondary school level. But all involved scholars,

educators, and concerned laypeople alike must squarely

confront the basic issue of what the next generation should

know about the Holocaust and how best to teach it. The

task is quite difficult. This study, we hope, will begin

to provide some answers by focusing on exemplary instances

of Holocaust curricula in the United States.

We shall investigate the organization, instruction
and effect of Holocaust instruction in four public school

districts: Brookline, MA: Great Neck, NY; New York City;

and Philadelphia. . These four districts,were among the
. o . Y

- o Al
first to develop Holocau§f‘eu{ricgla in America and had
. ‘;)a e i
& awell developed programs in progress when we conducted our

research (1979%1981). They provide abundant instances of

\




the prospects for Holocaust curricula in various educa-
tional settings.* ’

Teaching and learning about the Holocaust is a
coﬁplete phenomenon. Curriculum developers prepare cur-
ricula on the Holocaust in‘consultation with Holocaust
scholars, and/or clergy in their own communities. They
organize material related to the Holocaust in terms of
their own understanding of events, their vision of the
course, and their sensitivity to teachers' needs and
students' concerns. For their part, teachers must select
from the range of topics provided in the cprriculum, com—
gining new information with léng—standing knowledge and
experience. They must interpret for students what the
curriculum developers have prepared, and what the Holocaust
scholars have said. Students in turn study what their
teachers ask them to learn, and what they find of interest
in terms of their own lives and experiences. Their learn-
‘ing is both cognitive and non-cognitive: acquiring new

factual knowledge and understanding personal values,

*A\ fifth district with extensive experience, Great Barrington,
MA, decided not to participate in this study because it had
recently completed its own assessment of their Holocaust cur-
riculum. These results are reported in Roselle Klisen Chartock,
An Executive Study of a Unit Based on the lolocaust: Implica-
tions for Design of Interdisciplinary Curricula, doctoral dis-
Sertation submitted to the University of Massachusetts, 1979.

Q \:355
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individual choices and moral issues in new and different

ways. Curriculum develoéers, teachers and students all

have different perspectives on the meaning of the Holocaust
- Q

.and the consequences of Holocaust education.

Therefore we shall focus not only on exemplary
instances of Holocaust education but on the various per-
spectives oflthe teaching and learning processes. Our
objective is to compare and contrast what curriculum
developers claim they are trying to teach, with what
teachers say they are able to teach, with what students
themselves report learning from the material and experience.
While there are many common themes, all these groups often
perceive the same information differently.

Developing a strategy to document the results of
curriculum efforts in individual school districts and
describing the multiple perceptions of instructors and
learners alike required a number of steps. At specific
points throughout this asscssment process the analysis of
results from one stage influenced the development of the
next, as we sougyht to capitalize on the expertise and
insights of many people involved in Holgbaust education.

Before beginning to collect data, we first had
to establish an informal framework for the study. wWe
convinced a national advisory board, composed of educators,

historians, philusophers and social scientists to identify

ERI
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of case studies.* The board helped to develop appropriate

the critical factorsto be addressed through the series

criterip for comparing curricula so that:

~- . =.The.structure.fit students' cognitive levels,
the material be developmentally appropriate,

and teachéfs be adequately prepared;

- The content impress on students the uniqueness
of the Holoce while relatihg it in a mean-
ingful way to other historical events and to

students' personal concerns;

- The results help students develop greater moral
sensitivities to human dilemmas, greater aware-
ness of huma\ behavior in individwual and group
settings, and greater knowledge of both the
function and disfunction of modern political

systems,

The board went on to recommend that a comparative
assessment should consider each curriculum in terms of
its own goals and objec.ives, rather than a priori standards

established by external authorities. .

*A list of advisory board members is provided in Appendix A.
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Next we developed information about the background
and purposes of individual curricula and the educational

practices in each district by:

— . = _Reviewing. in detail the formal curriculum
document in light of'criteria suggested by the

national advisory board.

- Conducting telephone or face-to-face interviews
with all of the key educators and lay pcople
involved in the curriculg}development process.

* Holocaust curricula were ‘developed fof different
. re;sons in each district. The number of people

involved in launching each project and their

> specific roles varied.

- Conduct’ng telephone interviews with a represen-
tative number of teachers extensively involved
in Holocaust education. We wanted to find the

' "best instances" of Holocaust teaching in each
district: so we asked the curriculum developers
or school administrators to suggest the names

* of outstanding teachers.

On the basis of these results we were able to
deter@ine who were involved in Holocaust education, and

what teachers and educatdrs considered important to teach

CERIC. . . 38
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and what they thought students should be and would be .
learning.

These, results were critical to examining the impact
of Holocaust instruction on students themselves. We real;
ized that ho single measure or set of measures could
adequately describe how students would react to learhing
about the Holocaust. We decided we would have eo look

for various themes and impressions in different ways:

- Some relatively structured, through administer-
ing a short survey before the unit on the

Holocaust and then again at the end of the unit;

> ’

- Some open-ended, in-depth small group interviews;

- Some relatively spontaneous and unstructured
interviews asking students to describe their
own reactions to the Holocaust, through whatever
nedium they felt most comfortable qung (writing,

drawing, so forth).

Again we sought to document the wide range of re~
actions ana the diverse effects learning about the Holocaust
have on students. We examined intensively the impact of
Holocaust education in a limited number of classes 1in each

district.




In short, we have focused on a "best case" analysis

of Holocaust education in four school districts. This means

- -

that what we shall describe below may not neceésarily be

typical of Holocaust education in_ general., but it is indi-

N
cative of the range of responses, reactions/pnd effects in .

L)

exemplary situations. . - .
1
3 . .
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CHAPTER II ‘ o

X A S
CURRICULA ABOUT THE HOLOCAUST Sl

1.0 INTRODUCTION
T Weséter's Dictionary off;rs the following defini- T
tion of holocaust: (1) burnt of fering; (2) complete v
destruction of people or animals by fire. But contemporary g
literature offers a whole raft of differing definitions:
the Jewish catastrophe, Hitler's Final Solution, genocide,
the unthinkable, the Inferno, the incomparable crime, the
European tragedy, and the war against the Jews. Because
of the scope of the subject and the unique .horror and
brutality of its content perhaps high school educators may
be forgiven for waiting thirty years before trying to
incorporate this piece of human histary into the curriculum.
The event is so large, so unsettling, so challenging to
many of the institutions, both national and cultural, in
which we have investad so much, that that we have begun to
address it all speaks at least somewhat well for the
educational establishment. With regard to the Holocaust,
educators find themselves' in the difficult position of
facird a phenoménmn too big to ignore, too alive to bur%,
andl too hot to handle. So, cautiously -- because profes-

sivnal integrity demanded it -- teachers, administrators,

and cifriculum developers began pilot units and experimental
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courses, usually in the area of s;cial studies, whose
content was the Holocaust.

Iﬁ many ways, the Holocaust is like a mountain
the true dimensions c¢f which can be seen only at a distance.

Up too close, neither shape, size nor configuration is

possible to assess. As time passes and we get some distance
from the events of the Second World War, we see that the
Holocaust indeed surpasses all other events of that cata-
strophic time. It casts shadows not only in history and
sociology but also in psychology, religion, and government.
There is not a.segment of our national, political or cultural
life that in some way does not fall under its influence.
But unllke other historical phenomena, distance does not
grant us detachment. The Holocaust forty years later is
still very alive; not only living in the lives of its human
survivors who are still among us bearing the indel ble
marks, scars and losses of their experience, but also alive
in human conscience, particularlj’human academic conscience,
as more and more serious scholars turF to this phenomenon
and attempt in the light of their various discinlines to
study It, categorize it, and mine its essential lessons.

. In the development of this material for secondary
schools, the same question keeps surfacing: How do we

organize the concepts so that high school students can

ERIC an
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analyze, interpret, and eventually relate this material

Qo their own livés and into their own world?

H
v

N While it is true this subject is a.chapter in
history which we have a moral responsibility to explore
and question, a case can be made that this chapter has a
unique importanbe, or as Henry Feingold would say, "a special
historical valence." Insofar as it is important for all of
the inhabitants of this planet éo understand the potential
of nuclear power because it has such. world threatening
capabilities, it can be said that the mind-set that devised
the Holocaust, the technological apparatus that carried it
out, the human ;bility to bifurcate attention so that life
could go on as normal for most people while these atrocities
were public knowledge, these things can have equally the
potential for catastrophic disaster as does nuclear warfare.
As such, a case could be made that the Holocaust, its
causes, its history, its effect, its resonances in contem-
porary times not only should be included in every high
school curriculum but should have a privileged place of
emphasis.

Although teachers of social studies and other
disciplines are not involved in teaching values explicitly,

there are certain behavior patterns that we consider desir-

able in our students. Consclously or not, most teachers

-10-




seek to instill in their students respect for human life,
respect fér learning, the need to question and seek answers
and respect for the individual students themselves. All

of these objectives are bound up in the teaching of this
controversial and often unsettling material. While these
objectives cannot be easily measured, especially since
respon%e may be hidden or slow in coming, they will be
among the most important objectives behind this kind of
instruction. While the teacher's objectives differ from

one curriculum to another, several include common goals’

(1) to provide the tools, books, skills and ideas
in an open atmosphere in which to explore the
period of the Holocaust and its many interpre-
tations;

(2) to assist students in probing the complexities

/

cf human beings' behavior under conditions of

stress;

(3) to organize the materials and concepts dealing
with the Holocaust so the student might apply
the concepts to their own .lives and time as

well as to other historical periods;

(4) to provider the students with the tools for

decision making through presentation of diverse

-11-




interpretations of the Holocaust;

(5) to help students develop skills in communi-
S eating -the.r -ideas—of-the—coneepts, such-as— - ——
skills in writing, discussion, development

of hypotheses and projects of their own choice;

(6) to measure the change in students' attitudes
and comprehension through the use of an
evaluative technique.

(Chartock, 1979)

Holocaust curricula for students in public schools
have been developed over the last six to eight years. This
p;oject includes four curricula which have been developed
beyond the pilot stage, are already integrated into the
school system and may have been in place long enough to be

assessed and evaluated:

(1) Facing History and Ourselves - Holocaust and
Human Behavior, Brookline School System,
Brookline, Massachusetts, 1978.

(2) Social Studies - i{lolocaust Curriculum, Great
Neck Public Schools, Great Neck, New York,
1976.

(3) The Holocaust, A Study of Genocide, Board of
Education of the City of New York, New York,
1979.

(4) The Holocaust - A Teacher Resource, The School
District of Philadelphia, Philadelphia, Pa.,
1979.

-12-
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Information for ordering these curricula is given

Y

in Appendix B.

- - - - e . N

2.0 FACING HISTORY AND OQURSELVES

BROOKLINE MASSACHUSETTS SCHOOL SYSTEM

2.1 Origin

Facing History a%d Ourselves began as a project
in l976~with the collaboration of two social studies
teachers, Margot Stern Strom and William Parsons. They
sensed a real gap in the presentation of history and wanted
to incorporate the history of the Holocaust into junior
high school classes. Finding no curriculum materials or
guidelines available they realized they would have to

prepare their own. Facing History and Ourselves was first

developed as an eight-to-ten-week unit within the Social
Studies curriculum of the eighth grade. It was since been
adapted for inclusion in art, Histcry, English and Law

classes in high school settings.

2,2 Teacher Training

In 1977 the curriculum developers received a Title

IV-B grant under Teacher Training Development., Curriculum

-13-




Development and Dissemination. They then began teacher
training workshops which included not onl§ social studies

educators but also-personnel from art, guidance, library

science and literature.

The teacher workshops are of two types: awareness
workshobs and teacher training workshops. During the summer,
week-long workshops introduce teachers to the wide range
of materials for Holocaust education. In-service workshops
during the school year provide~sho§ter opportunities for
teachers to share experiences ;nd insights.

The curriculum is now recognized by the Federal
Department*of Education and has been admitted to the National
Diffusion Network.

2.3 Raéionale

Students need a framework within which to study
and analyze questions related to atrocities -- questions .
of decision making, conflict resolution, justice, stereo-

'typing, prejudice, leadership, power, human behavior,
government responsibility, ditizenship, obedience, and
survival. By studying the roles and responsibilities of,
individuals within a society, students grapple with universal
questions of freedom, law, justice and responsibilities of

individuals within a society. The lesson plans require

-14-
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students to make judgments on both a moral and legal level.
Finally, the activities stimulate students to think about

their daily lives and the consequences of their activities.

.

2.4‘ Audienée

The course is intended for students in the eighth
grade social studies program. The detailed unit could

extend from,eight to ten weeks. Because of the abundance

of materials and activities, teachers can be flexible in
AY

selecting materials appropriate to the reading level of
individual students and to their academic and emotional

needs.

2.5 Developers

This guide is basically the work of the two social
studies teachers who wrote the original draft in 1976.
That draft was piloted in two schools in the fall of 1976.
As a result of this experience and working with other
teachers, administrators, college professors, and a child
psychiatrist, modifications Qerg made. An integral part
of the development and implementation of this program is

a strong staff development component.

ERI

Aruntoxt provided by Eric
=

*




2.6 Program

Holocaust teaching is education for tolerance--

E

Aruitoxt provided by Eic:

tolerance for Jews and non-Jews--against intolerance
toward racial, or religious, or policial, or national
groups, or any group. The Holocaust is taught as the
ultimate climax of a gradual process of dehumanization.

In this course, materials and methods stimulate students

v

L. . ,
to recognize the dilemmas inherent in this history. As

they recognize the conflicting igéues and opinions, they
are forced to reason carefully and make their own judgnments.
The program is divided into eleven chapters extend-
ing over eight separate sections. A filmography and
bibliography compose the resource unit. The individual
chapters are chiefly comprised of excerpts taken from
memoirs of people, historical records, and interpretations
of the Holocaust. The teacher is provided with questions
to challenge students to think on a high cognitive level
and to react effectively to the evidence. Follow-up
activities are listed to help sctudents develop a deeper

understanding of the underlying concepts.

Chapter I - An Introduction
. The purpose of the first chapter is to set the

tonc for the future discussion of the Holocaust.
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The class discusses why adults and school systems

have avoided discussing the Holocaust. Activities

are suggested to help students become comfortable -

ERIC
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in discussing controversial issues. The teacher

is instructed to provide the students with working
definitions of words. These definitions will expand
and deepen as the students acquire additional
information. Finally, the suggestion is offered

that students keep personal journals which may either
be shared with the class or teacher, or kept

private.

Chapter 1II - Society and the Individual

This chapteﬁr helps the students appreciate their
role in society énd to realize how various aspects
of society affect each person differently. This
leads the students to discuss the theme of the
entire unit "Facing Ourselves," and to investigate
the whole area of decision making. Teaching
procédures for using a prose selection by Kurt
vonnegut, several films, and other activities

to elicit the above are provided.

-17~
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Chapter I1I - Individual Decisions Can Alter the
Course of Human Development

The students observe how groups of people all over
-—  -the earth develop their cultures differently. Some
groups develop into a technological society more
rapidly than others. The existence of slower
developing groups could be threatened by the more )
rapidly developing. Individuals have arisen at '
times in different cultures which try.to impress
their ideas on the whole population. The chapter
serves as an introduction to the next four uaits,

«

which examine Hitler's grand design.

Chapter IV - A Case Study 'in Prejudice and
Discrimination, Anti-Semitism

Students deepen their understanding of the concept
of prejudice. They are shown how it leads to
discrimination and ultimately overt actions against
a person. Through rumor and sterotyping this
prejudice is transferred from one person to a
group. The group becomes the scapegoat for the
larger group. The students examine anti-Semitic
remarks in the Gospels and in letters of Civil

War generals.

-18-
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Chapter V - German History, World War I to
World War IIX

This chapter serves as a background for understanding
—the Holocaust in light of the potitical history of
Germany is traced from 1871 to 1939. Emphasis is
placed on the periods following World War I and
Hitler's rise to power. Students develop the
understanding that many complex but not inevitable
factors contributed to Hitler's rise. Students

read excerpts £rom historical documents to

understand the plight of the German people.

Chapter VI - Nazi Philosophy and Policy

The first of the four themes in this chapter
analyzes the roots of Natidnal Socialism by
quoéinq several historians. The Nazi philisophy
arose from a variety of sources, many of which
the students find contradictory. The students
learn that the Nazi racial theory ranked and
labeled all human beings, leading to acts of
violence against these ranked lower. The Night
‘pf The Broken Glass is examined as an example
of what happens when the theory is put into
practice. The concept of Nazi totalitarianism

1s taught by quoting sources and examining various

-19-
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German oaths. The final section introduces the

students to the concept of "Living Space."
v
. ¢

ERIC
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Chapter inr- Preparing égr Obedience

The students learn that Hitler depended on
obedience to implement his grand plan for a new
order. This resulted in blind obedience,
conformity and passivity. The film "The
Hangman" is viewed to illustrate the point.

The teacher exposes the students to Kohlbexg's
stages of moral development. Throhgh literature
studern.ts examine a person in conflict with
oneself, and with society. The chapter provides
many excerpts of the training of Nazi youth.

The students explore through art and literature

the role propaganda played in shaping the German

mentality towards specific beliefs. The readings

<

whicn conclude chapter focus upon a variety of
youny people growing up during the Nazi period.
Chapter VII - Victims of Tyranny

The students learn that the uniqueness of the
Holocaust stems from the Nazi use of tools of

modern technology--the bureaucracy of a modern

-20-




nation with the cooperation of citizens, army,

and industry to commit race murder. The students
begin to learn about the expulsions, resettlements,
transports, ghettos, labor camps and cremdtoria.
Students realize that an understanding of the
tiolocaust depends on who tells the story and how
it is told. ® The ghettos are studied through

viewing the studying the film.the "Warsaw Ghetto."

Several readings help the students appreciate the
knowledge or lack of knowledge of the German
citizenry about the exterminations, Se;eral
first-hand accounts of life in the camps are
provided, as well as samples of records kept at
the Holocaust memorial in Israel. The chapter

concludes with a lengthy discussion of why non-Jews

should be concerned about the Holocaust.

Chapter IX - tluman Behavior in Extreme Situations
In the previous chapter the horrors of the camps
were exposed. uowever; students must make a leap
in their imaginations actually to understand the
) . realities. The harsh events precluded any moral
choice. The question of Jewish resistance to the

Holocaust is examined in great detail. The second
-21~-
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and third sections of this chapter detail how
individdal§, German and non-German, attempted
to aid the Jews. The efforts of the United
States and Denmark are singled out to show what

nations did to help the Jews.

Chapter X - Judgment

In this chapter the students learn about the
war crime trials, and read testimony of the
victinizers and victims. The readings and
testimonies excerpted from the Nuremberg Trials
can stimulate discussion about the motivation

and reasoning of the victimizers. The students

. are again {faced with the basic issues of human

behavior and morality.

Chapter XI - Facing Today and the Future

Thg fina. chapter is di;ided into three sections.
The first part i1s addresstd to the teacher regard-
1iny evaluation of what students have learned and
what changes 1in agtitudes4have occurred. The
second section challenges the students to examine
the Holocaust through the eyes of an artist.
Monuments to the people‘who were killed in the

%
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Holocaust are studied. The final section relates

the issues of the Holocaust to today by examining

contemporary news stories.

kY

2.7 - Summary

This is basically a textbook on the Holocaust
geared towar&s individual studcn;§.. very” few plans and
directions are given to ‘the teacher on how to use .the
wealth of materials contained in it. This may be due to
the authors' insisfence on the need for the teacher to
participate in an in-service program before using the
material. The teacher who just picks up the manual will
find no list uf learning objectives for each of the eleven
chapters.

It is significant that the material is divided
into chapters and not into lesson plans. 1In a-few cases
discuss$ion questions and exercises are provided for the
many readings. lowever, most material is merely presented
without an explanation of how it should be used. The
cxceptions to this are the fine aids provided {or viewing
films and the chapcer "Preparing for Obedience" which has
excellent teaching suygestions. Periodically comments
of teacners and students who used the program previousl{

are included, but only slightly contribute to the development .

of a teaching strateqgy.

ERIC
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3.0 GREAT NECK PUBLIC SCHOOL SYSTEM

SOCIAL STUDIES HOLOCAUST CURRICULUM

3.1 Origin

This curriculum originated through the interest of
Erica Merems, a teacher of North Junior School who approached
the échool administrator to do some work on Holocaust
education. He was able to arrange for released time and
sdbstitute service for Ms. Merems and a committee of teachers
sug they might develop a cur{iculum and course requirements.
They also gyot a yrant from Title 1V-B Curriculum Enrichment
and from that they developed a curriculum and gathered
materials. The Great Neck curriculum is now used in both
high schools of this upper-middle class,suburban, New York
cummunity. This small community is 80 to 85 percent Jewish,
reflected in 1ts public school population.

K|
3.2 Teacher Preparation

As part of the terms of this grant, the Great Neck
teachers urganized a summer workshop three years ago.
It was during this workshop that the Great Neck curriculum
was refined to the point where it 1s now a required unit in

ninth grade social stulies. An i1ntensive in-service effort

ERI
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was mounted and a large proportion of the staff participated.

3.3 Rationale

Teachers have a responsibility to today's students,
wbo will be tomorrow's citizens and leaders! to help them
examine critically the issues that the Holoéaust poses.

The rationale of this unit is succinctly stated in 10

neeus of students. These needs address the specific issues
of the Holocaust as well as universal issues: people's
inhumanity tu other people, genocide as a threat to all
humanity, the implications of modern technology for the
human race, and the 1mportance of active citizenship

participation.

3.4 Audience

The unit 1s geared primarily toward the ninth
grade level. iowever, applications are possible on other
secondary school levels. The teachers are expected to
implement the unit only after narticipating in an in-service

progjgram.

3.% Developers

Five teachers from the Great Neck public cschools

C
(0921
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wrote the program and gathered together the information

and resource materials.

3.6 Program

The program is divided into eight chépters. The
first chapter is an’introduction to the study of the
Holocaust and is particularly addressed to the teacher.
This states the background for such a program. The purposes
of the course are outlined in chapters B and C, Needs
Assessment and Unit Objectives. These two sections are
complimentary. The objectives satisfy the stated needs.
Fifty—th}ee concepts to be learned are listed in chapter b.
The next section, Outline of Understandings and Content,
presents in outline form ten units on the Holocaust.

These units include:
- Nazi Anti-Semitism;

- Period 1, 1933 - 1939, The Attempted Destruction
of German Jewry:

-~ The Pre-World War II Response of the Westerp
. World to the Nazi Treatment of German Jewry,

- Pre-World War LI Response of Eastern Europe to
Nazi Behavior;

- Period 2, 1939 - 1941, The Ycars of Nazi Conquest;

- Period 3, 1941 - 1945, The Implementation of the
Final Solution to the Jewish Questions;

ERIC
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Jewish Resistance to the Nazis;

The Response of the Allies to the Nazi Murder
of ‘the Jews;

The. Impact of the Holocaust on the Jews;

The Impact of the Nazi Rule on Other Peoples
of Europe

This outline is faciual material which serves as a resource
for the teacher.

Following this chapter the six major teaching
themes are presented. Each theme is divided into three
parts: the thenc itself, suggested readings related to the
theme, and student activities to deepen the undersianding
of the themes and readings. All of this information is
presented 1n outline form. A slightly more detailed explanation
of events, terms and concepts can be found by consulting
the previous scope and sequence section. Many of the
readings and most of the activities can be found in the

appendices, which comprise 150 pages of the 186 page program.

The unit statﬁs that the students shoula reﬁd the specific
selections; however, no specific learning objective is

’
presented for cach sclection. Since the themes are merely
presented in outline form, listing only topics to be
covered, the titles of the themes will be listed below
without presenting any summary of each thewme. _The themes

are:

ERI!
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- The Importance of Studying the Holocaust;

- Historical Prologue;

- Perpetrators and Victinms;
- The World Reaction;

\
- The Aftermath;

- Application to Today's World.

|
’ A two-page bibliography of secondary sources and
3
a quarter-page list of audio visual aids completes the:
unit. The most recent work in the bibliography is dated

1975.

3.7 Summary

A unique feature of this curriculum is the listing

of ten needs of students:

(1) The need for students to realize that man's
inhumanity to man can surface at any period
in history when moral and ethical standards

are allowed to deteriorate.

(2) The need for students to give meaning, vitality
and structure to what they may perceive as

only one more distant historical event.
-28-
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(3) The needisor students to realize that genocide
is a thre%t to all humaﬂity, and that a program
of genocidg invariably results in the destruction
of a rich heritage of traditions and contribu-

tions of a Qﬁople.

{4) The need for\students to be aware that anti-
Semitism has “ad a long history and is still

present in the' world today.
4
< \

(5) The need for students to understand the
relationship bet&een the Nazi Holocaust and

the establishment of the State of Israel.

v

(6) The need to gain insight into the difficulty
of maintaining human dignity under the

de-humanizing policy followed by the Nazi.

{(7) The need for students to appreciate the
physical and moral courage of those who fought

back against overwhelming odds.

{8) The need for students to understand that

individuals seek different ways of survival.

(9) The need to encourage an understanding of

the implications of modern echnology and

-29-
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the need for responsible men to determine and

control technology for the benefit of mankind.

(10) The need to encourage active citizenship, the
idea that in a democracy the citizens must be

responsible to control the activities of

Government.

This helps the teacher place the teaching of the Holocaust

in a specific perspective. The theme units which are the

actual teaching units are divided into three parts: the

theme, recadings, and activities. These teaching units

are not very dJdetailed, and the themes might be more clearly
expressed and directly related to the learning objectives
and the outline of understandings presented at the beginning
of the guide.

L

4.0 NEW YORK CITY PUBLIC SCHOOL SYSTEM:

THE HOLOCAUST--A STUDY IN GENOCIDE

4.1 Oriqin

The New York City Public School system is the largest
1n the country. Though its high schools are centralized,
cach nigh school, containing more than 3,000 students is

an educational world of its own. Junior High schools and

-30-
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elemeatary schools ar¢ subject to the control of local

school boards. Although curriculum projects to serve
children on each level are centrally produced, it is
difficult to generalize as to the extent of their utilization
within each school at each level.

Tne development of the momentum which led to the
central board's curriculum project resulting in the
production of The Holocaust: A Study of Genocide, had
many sources. After the Arab attack on Israel in 1973,
many Jewish citicens asked whether we had already forgotten
the Holoucaust. They felt that teaching about the Holocaust
would yive future generations a deeper appreciation of the
value of human life. In this multi-ethnic, multi-religious
city, cducators o% many groups came to se¢ that the study ;
of the Holocaust could provide a vehicle for exploring
such subj)ects as racism and group hatred while stressing
the need to value human life.

In 1975, Mr. Leonard Simon, then Director of the
Bureau of Curriculum, who as an American soldier had been
present at the liberation of the Dachau concentration
camp, requested funding for a curriculum project devoted
to Holocaust studies. Among thuse encouraging these early
efforts were Perrs Davis, assistant to Steven Aiello

(Bruooklyn member of the Board of Education) and Ira Zornbergq,

-31-
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Director of Holocaust Studies at John Dewey High School.

Mr..Albert Post, then Social Studies Supervisor of Curriculum

Development took a deep interest in the projeét. Mr. Post,
who h;d himself produced lessons fpr teaching about the
"Holocaust, cstablis.ed a team which drafted the document

now in use. Among those who contributed to its publication
were Evelyn Becker, Nancy Boyman, Jay Schechter, Harvey
Steinerman, Albert Zachﬁér and Kenneth Aaron. It should

be noted that this study gocuses upon the curriculum project
uf the Central Board; courses in Holocaust literature which

developed 1ndependently from the project of the Central

Board are being taught in schools in the city of New York.

4,2 Teacher Training

There was no signlficant-teacher training prior
to the publication of this curriculum guide; very few
teachers had formal background in this area. There were
several 1in-service training prugrams, including ofientation

meetings of principals and social studies chairpersons.

Curricula developers also gave enrichment courses to
teachers. Several of these courses were under the sponsorship
uf the Anti-Defamation League. In 1979 Dr. Post conducted

a surles of cuurses sponsored by the Board of Education

ERI
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in each of the five boroughs of the city. These courses -

comprised eight sessions. Dr. Jane Gerber at the Graduate

Center of CUNY, also had a teacher's workshop.

4.3 Rationale

The intent and scope of the mass murders of the

Holocaust are unprecedented in history. Painful as it

is for young people and their teachers, the story must

be told sn all students can understand the danger confronting

everybody when human rights are denied to any one people.

The program sceks to have students understand the nature

of prejudice and the methods used to gain acceptance of

racism and anti-Semitism; how technology gan lead Eo the

destruction of pecople; the difficulty of maintaining human

dignity under cruel, dehumanizing conditions; how the world

reacted to the Holocaust; and the relationship between

the Holocaust and the establishment of the State of Israel.

From this material students should be able to draw parallels

between forces and events; to understand that injustice

exists today and 1ndifference to injustice encourages its

growth; and to inspire students to c¢cct with greater humanity.

4.4 Audience

‘The program can be used for units of study., mini-
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co;rses and a one-semester elective in intermediate, junior
qnd senior high schools. The content outlines and learning
i activities can best be adapted for use in units of study
related to modern history, such as tenth grade, World
Studies: Western Civilization - History and Culture.

Parts of the program can be incorporated in the language

material in the guide 1s designéd for an eighte2n week
(semester-long) unit. Lesson plans in the manual indicate
i

adaption uf material to a two—tq—five-week course or a

\
nine-week course as may best serke teachers' needs.

|
arts, art, music and science programs. To teach all the
4.5 Developers

Members of the Division of Cur??tuidﬁ and Instruction
of the Wew York City Itoard of Cducation prepared, field
tesknd and revised to.,, proqram\> Many administrators and
teachers of Hew Yoerk CxEy secondary sohools contributed
sections tu the manuil. Members of the President's Commission

*  on the Holoucaust, Cownt'tee on Lducation and Curricula aided

mn the project. - . :

1)

4.6 FRrojram

The curriculum bulletin 1s divided into two parts.

. . .
-

L]
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Part I contains the scope and sequence of the introduction
to the Holocaust and the additional seven unit themes.
Thes scupe aad sequence lists the important understanding
to be learned in each unit. Part I contains a calendar

of'lesson plans feor literature ahd social studies for

nine-week courses for the senidr high school and shorter
courses for the junior high 'school. Lesson objectives,
. readings, and dlsFussion questions are provided. The
] N =
readings and activities are keyed to the resources in

Pact II. . .o

Part II contains the detailed lesson plans and ",
' the readings to be used to implement the scope and s&quence
of learnings outlined in the first part. A detailed time

chart of cvents in Germany from 1933 to 1945 is provided.
These events are listed under three headings: the Rise

. . .

. - ey
and Fall of Nazi Germany, Persecution and Holocauct, and
1]

Jewish Rusponse.. The following eight. chapters deal with

the specifics of the Holocaust. Each chapter includes

a brief uverview, a last of thapter objectives and the . o

dest 11’1 [ewson plan. The core of the Lesson plan, consists
of the rdings taken {rom dJdocuments, dxqfxes, eycwitness

accudnts, secondary source material, poems, and pictorials.

wueatt o cor olass or indivaidual research and discussion,

foll.w wach reaainyg. N
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R A detailed bibliography for each of the themes

15 présented. .Books for slower, readers are identified.

The most recent books listed are dated 1978. A short

synopsis for most of the books is provided. The final

section of the curriculum bulletin is an annotated list

sf audio-visual materials and a listing of speciail programs

related to the Holocaust being conducted in New York City.

The organization of The Holocaust: A Study in

-

Genocide:

hztroduétxon: liow Can the Study of the Holocaust
Alert People to Present and Future Dangers of
Lacism and Genocide?

This unit ntroduces the topic of the llolocaust
and places it within a conceptual framework.

fnrwee lessons and cvleven readlng; present the issue
of prejudice,  Stuwlents gain an understanding of
the reascens for studying genocide, and for studying
thi1s particular case of it. They come to realize
that prejudice 1s leasned and that the elimination
4f dascrimination will insure the dignity and
human rights of ail.

Theme I: The World That Was Lost: What Was the

o51t1n o1 Juws in Europe before the Holocaust?

Tae siuwdents lcarn Lhat anti-Semitism was present

~36-
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in the medieval world. This helps explain the
growth of a separate Jewish culture within the
dominant society. The students also read about

the Hasidic and iaskalah movements. The unit

ends with an account of the Dreyfus trial, which
symbolizes the revival of anti-Semitism. Through
the four lessons and thirteen readings the students
perceive the roots of European anti-Semitism.

Theme II: How Did the Nazis Rise to Power in
Germany?

The roots of Nazi ideology, the formation of the
party, its achieving a majority in the Reichstag,
and its eventual control of every aspect of German
life are explored. The five lessons and thirteen
readings also show how Hitler attained power by his
personal appeals and demagoguery. The students °
also see the vulnerable position of the Je;s at
this time and how Hitler used the frustr;tion and

bigotry of the German people to isolate the Jews.

"Theme III: How Did Racism and Anti-Semitism Lead

to the Debasemeént of a Modern Society and to
Genocidal Murder?

This unit coniinues the study of Hitler. However,
tis unit examines his anti-Semitic ideals, racial

theories, and view of the destiny of the German

v




people. Students read excerpts of Mein Kampf.
The students learn the power of propaganda and

how it resulted in an increasing campaign of anti-
Se&itic legislation and actual acts of terror.

The five lessons and seventeen readings lead the
students to rcalize that Nazism represents the

ant ithesis of civil rights.

Theme IV: How Did the Germarn Nazis Carry Out
Rac1st Policies and Genocidal Murder in the
Countries They Jonquered in World War II?

This unit introduces the students to the harsh
realities of the Holocaust through eighteen
readings of accounts of repression. In the five
lessons the students learn of living conditions

in the ghettos, deportatign, slave labor camps,

and exeuction methods. The readings and learning
actaivities attempt to help the students arrive at
some emotional understanding that all people are
affected by what happens to one group. The unit
starts with a unique learning activity requiring
students to make choices by governmental legislation.
Theme V:  How Did the victims Try to Maintain Human
Diguity under a System Aimed at their Dehumanization

and Physical Destruction?

The five lessons and seventeen readings deal with
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forms of resistance to the Nazis. The students
learn that it took some time for the Jewish leaders
to realize that they could not negotigte with the
Nazi regime. Jewish resistarce lackeqwsome key
elements: friendly cooperation with some.part

of the larger community, a supply of arms, and
knowledgeable leaders. Resistance to civil authority
was contrary to many of their religious beliefs.
Finatly, the students examine the resistance that
took place in the ghettos and in the labor camps.
Theme Vi: How Di1d the Rest of the World Respond to
the Plight of the Victims?

The five lessons and twenty-five readings lead the
students to the inevitable conclusion that there
were few responsible c¢fforts to help Jewish refugees.
The efforts of Denmark, The Netherlands, The War
Refugee Board of the United States, Monsignor
Roncalli stationed in Turkey and Pope Pius XI1 to
save the Jewish refujgees are examined. The students
notice that the Jowish refugee problem pointed to
the neéd for a homeland. Finally, the students

read about the effects of the Holccaust on both

chiwdren who lived through 1t and children of its

Survivors.
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Theme VII: How Can the Study of the Holocaust
Contribute to a More Humane World?

The unit provides a summary of the system of justice
as applied by the International Military Tribune

*«

in Nuremburg. Emphasis is given to the later

trial of Adolf Eichmann. The question of the

current status of fugitive Nazi war criminals

1s raised. The issue of moral responsibility is
examined. The student is faced with *the continuation
of wati-Semitism in many lands. The three lessons

and twenty-five readings challenge the scudents

tu examine 1ndividual guilt when that person continues
allegiance to the morally corrupt policies of a

state, Lack of resistance may serve to condoneg

evil,

4.7 Summary

Thi6 curriculum bulletin is a six-hundred page
paperback. The guide 1s divided into two parts: the scope
and sequence of learninys, and the actual lesson plans.
wWhile the two are gyenerally related, this is not always
the case. Sometimes an item is listed in the scope and
sequence, but no lesson plan is directly related to it.

At uther times, soume lesson plans do rot seem to be directly
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relatel to any 1items listed in the scope and sequence.

The strength of this program lies in its lesson
plans. The learning objectives are clearly stated and
kept to a reasonable number so students will not be over-
whelmed. Each reading 1s followed by several questions;
su.e questions challenge the students to think above the
literal level. Other questions lead the students to make
effective responses. The teacher will find the annotated
biblivgraphy and windex helpful. The lesson plans are
sufficrently broad to allow the teacher to adapt the topic

to the nee:ls of the students.

5.0 PHILADELPIIA SCHOOL SYSTEM:

THE HOLOCAUST--A TLACHER RESOURCE

3.1 Origqin

In 1975 there was a conference sponsored by the
Jewlsh Community Relations Committee and Temple Univelsity
to study the Holucaust and to investigate the possibility
of 1ncorporating Holocaust study into the Philadelphia
3choul System, The commitment was given by the Assistant
Superintentent for Instruccion, vr. I. BE. Staples, to
Jevelop a curriculum for use in the Philadelphic secondary

schools. A jroup of civic and church leaders formed a
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Co-ordinatinyg Council tou support this educatiunal effort.
This Co-ordinating Council still meets periodically to
update and to offer new input into the curriculum.

The curriculum was aimed for secondary education--
grades 7 to 12. It seemed that it could be most suitably
usul an World History, although American History offered
access tou the material as well. The Curriculum Development
Committee was formed and tcachers on the Committee used
the material concurrently in their classes so this became

an 1nformal piriot study.

5.2 Teacher=Tratning

A seven-wevk staff devel spment program was considered
a prerequlsite for any teacher preparing to use the curricu-
lum. about 60 teachers were involved 1n the initial proyram
and interest was widespread. The curriculum was prepared with
an extensive biblioyraphy to help teachers fill their own
backyround and find resuurces. The school system also had
a weekly film delivery service; audio-visual materials were

\

purchasced to help with the curriculum in context. Teachers
1n ten schowls ¥oluntccx~d to pilot the curriculum its first
year: the cear after the first conference the curriculum

was ready for a pilot testing.

iy

?l)
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The National Institute on jhe Holocaust at Temple
University was a very strong suppont and a rich source of
maturlals not only for the developm?nt of the curriculum
but for the support and training of \teachers interested
1n trying out this curriculum, Aft%r a successful pilot
period, this curriculum 1s now part bf the social studies
curriculum of tne Philadelphia Schooﬂ District.

| |

!
5.3 Rationale \ \

The authors state that the stullents should be
made awars of the conditions which led to the Holocaust
and the conscquences of it 5. they will be in a knowledye-
able pusition to prevent it from happening again. Students
are’ Lo realize that such a horror is not a phenomenon
peculrar to one place, people, time or issue. The story
of the Holocaust should lead students to recognize the
\humanncss of all people, the need to live together in

«peace, and that apathy 1n the face of evil is evil.

sod Audirence

This course is designed to be incorporated into
the seconda p sehool soclial studies program. In the seventh

grade s.me polnts may be integrated into the unit on the
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establishment of the State of

~—

rael. In the eighth gradéj\\\‘\

as the students explore relationships between Germany and

the United States before,

during and after World War II,

Hitler's policy of gcnocxdc should be examined. The ninth

grade course focuses on World History and Government.

Therefore, the subject of the Holocaust can be introduced

throughout the year-long course. This area of study can

alsou be used in courses un i1nternational studies or sociology.

Finally, teachers use the entire syllabus as a basis for

d Mln=course,

5.5 Projram

The material was prepared and written by a team
uf administrators, and junior and senior high school teachers
in vhiladeiphia.  Support for the proyram was given by the
Anti-Defimation League of B'nar B'rith, the Jewish Community
Relutiouns Cuuncil, the Catholic Archdiocese of Philadelphia,
and faculty members of Gratz College, St. Joseph's College

and Temple University.

5.6 Proyram

This course outline 1s divided 1nto six unmits, a

bibliograpny and a list of audio visual materials. Each

-4~
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of the six units 1s divided into seven parts. The first

part called Background provides the teacher with a short
overview of the content of the unit. Each unit has several
clearly stated cognitive ubjectives that t;; students

should achivve as a result of the unit. A pre-test is
provided to test the knowledge the students bring to the
unit. A list of related terms follows. These terms include
people, concepts, places and things. The largest part of
cach chapter 1s the section entitled Content. The major
tdeas to be taught and learned are presented in outline
form. Included within this framework are all the vocabulary
terms previously listed. To enable the students to learn
the material each unit has a series of activities, assign-
ments the students are to do in order to learn the content
of the chapter.  The activities include viewing films,
reading source materials or newspaper accounts, 1nterviewing
peuple, and inviting speakers to address the class. The
last section of ecach unit 1s a bibliography. The topics of

individual units are as follows:

Lnits (/////f_—

Unit 1 - Stereotypes, Prejudices and Violence
The objective of this unit 1s to have the students
understand the natuare of prejudice and the effects

+t nh1s on human relations.  Prejudice 1s examined

-4 5=
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1n many difterent forms: anti-Catholicism, racism,
anti-American Indian, sexism, etc. The activities
direct students to examine their own statements,
statements of public relations people, films,
contemporary television, programs, and Supreme
Court decisions for traces of prejudice.
Lart 2 - Antecedents of the Holocaust: A Survey
of Anti-Semitism through the Ages

This unit 1s divided into three parts: ancient
times, medieval times, and modern times to 1945,
The students are to learn that in ancient and medieval
times {1scriminaetion arose becauge the faith and
religlous practices of the Jewish people differed

2 from thetr nerghbors.  In modern times the Enlighten- i
ment encouraged the growth of secular anti-Semitism,
which provised the philosophical basis for the

' holocaust. The content of the chapter presents a
chronological list of anti-Semitic acts through

history, and the few attempts to reduce Anti-Semitism.

tnit 3 =~ The Holocanst
T laryest of the six unibts seeks to have students
stuldy tile Final Sclution so they will be moved to

realize the necessity to respect all people and work

for the elimination of bigotry. The largyest part
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of this unit 1s devoted to student activities.
Extended excerpts from threce diaries are given,
as well as a first-hand account from a survivor

of the Holocaust.

Unit 4 - World Reaction to the Holocaust
This short unit examines how leaders of western
countries reactedito the mass persecutions in

Germany. It seeks to develop the attitude that
F ]

apathy in the face of evil is itself evil.

Unit 5 - Jewish Resistance to the Holocaust

This unit sceks to dispel the myth that Jews did

not gésxst the Hc'locaust and even assisted in their
own destruction. The unit outlines acts of resistance
by the Jewish people against those who persecuted

them from&biblxcal to modern times, with speciql
emphasls on the Warsaw ghetto uprising. The unit
includes a very detailed chronology of events from

January 1933 through October 1945, and three Yiddish

songs relating the suffering of the people.

tnit 6 - The Consequences of the Holocaust
This unit presents the shocking statistics of the
Holocaust, the trials and punishment of war criminals,

with special emphusis on Adolf Eichmann, and the
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founding of the State of Israel. .,

Bibliography .
Seven pages listing books on the Holocaust are
presented. These ar; divided into such toéicé as:
the rise of anti-Semitism, rescue memoirs, ;ﬁq‘works

of fiction. Easy-to-read books aré starred. The .

most recent works are dated 1975.

Audio-Visual Aids
An annotated list of films covers six pages. These
are not listed by topic. The distributor and price

of e¢ach are yiven.

5.7 Summary

Teachers on the junior and senior high school levels
will find the highly structured and detailed manual an
excellent source for the development of many individual
lessons. The objectives for cach of the six units are
clearly stated. The teaching units fall into clearly dis-
tinjuished themes.  The pre-test which helps the teacher
ascurtain the current knowledye of the students on this topic
¢orrelates very well with both the learning objectives and
the content of the chapter. The learning activities are quite

varired, thus avoiding tediousness for the students and
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teachers. Since the unit 1s to be used on several grade
levels, an indication of the specific learnings and activities
to be u§ed on cach ievel should have been made to avoid the

possibility of the needless repctition of content and acti-

vities one year after another. The material is printed in

a very recadable and easy-to-follow fashion.
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) CHAPTER ITI

n . TEZACHING THE ROLOCALST

N 1.0 INTRODUCTION

What do te&ehers teach when ceaching about the
‘Hnlocaust? We have conducted in-depth telephone 1inter-
views with ﬁéme of the most experienced teachers involved
in Holoqﬂu;t education in each of the four school districts.”
ﬁe askéed them to descr;be in their o%wr words their educa-
Lluﬂ;l joals and objectives, their teaching strategies

,dhd vractical methods, and their perceptions of what their

~

,/ students learn in the unit or course. The de!ailéd pioto-
/f ¢ol fur the teacher telophone interview is presented in
Appéndxx .,
In listening to wiiat the tecachers themselves have
sa1d, a number nf common themes emerge. To Yarying deyrees,
- reachers characteti1zed their educational geoals in terms

4
» of having thelr students:

- Learn about the causes of prejudice andé racism
and develop an awarcness of 1inter-group rela-

tiong: studying about the lolocaust becomes an

Y oMetiods of ident1fy'ng and selecting teachers varied and
are described below for cach district. We intervicwed five

. teachers 1n Brookline, five in Great Neck, twelve in Phila-
delphia and ten 1n New York City.
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opportunity to explore what hapoens when one
group is targeted for state-inspired hatred and

then destruction; )

- Know history: knowing the factual bhases for
events which led up to and then became the

Holocaust:;

- Understand history: being able to generalize
from cne set of historical events and then

draw mmplications to relevant coatemporany

si1tuations;

- Take andividual responsibility for decisions:
thlnkan about the moral implication for per-
sonal dthsionS and establishing an awareness
for reasoning about "what would I do if I were
faced with a somewhat similar moral dilemma”

as those¢ people caught up in the Holocaust?

- Understand the complexity of decisions: in
terms of being able to think about justifications
for actions trom a number of different points
of view, and to develop reasons for deciding

arnong them.,

Teachers described students' reactions to learning

i -51-




*about the

Holocaust in terms of:
Being simply a very emotional experience;

Holding students' interests because the material
is very challenging and generates a great deal

of excitement in learning;

3

Helping students learn about prejudice, racism

and anti-Semitism;

Increasing students' awareness of other people,

individual differences and group differences;

Increasing students' abilities to draw parallels
to contemporary situations and, when necessary,

to question authority.

Teachers described their teaching strategies and

approaches 1n terms of:

ERIC
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The extent to which they continued to teach th.
Holocaust 1n the same way that they taught other

units:

The extent to which class discussions, learning
assignments and tests were similar to other units

and courses;
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- The extent to which instructional aids such as
audio-visual materials, role-playing situations
and speakers supplemented the usual range of

reaching activities.

° In this chapter, we shall first let the teachers
speak for themselves, reporting their own descriptions of
Ehcir educational purposes and methods. Then we shall
cohtrast the general themes expressed in terms of the
similarities and differences among teachers teaching in

various school districts.

¢ 2.0 Brookline
2.1 Sefting .

Facing llistory and Ourselves is a required part

of the eighth grade social studies curraculum in the Brook-
line public tchools. First taught on a pilot basis in 1976
and then mandated throughout the syztem in 1977, the course
1s desiyned as an eight to ten week unit; teachers frequent-
ly report spending an additional two to four weeks on the
unit. Almost all of the eighth grade social studies teachers
in the system participated in a week-long teacher training

It is usually

workshop before first teacning the course.
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taught towards the end of the spring semester, as the
culmination of a year-long study of social studies course.
Gn occasion, teachers have experimented with teaching the
course between November ard January. We interviewed five
teachers, four of wnom had taught the course at least

twice.

2.2 Teachers' Themes and Goals

The prima{y focus of Facing History and Ourselves,
all teachers 1nterviewed report, is human behavior -- the
study of justice, anti-Semitism, racism and personal decision-
makiny and social responsicility. Studying the Holocaust
provides the context for tlese underlying themes. A priority
objective 1s to develop an awareness of the "complexity of
gquestions of human behavior" -- the ways 1in which individuals
face choices and why they choose to behave as they do.

As teachers describe it, this curriculum has twin
sets of joals, both of equal importance. The course helps
students learn about social forces through studyina the
Hulocaust and tlie events which preceded 1t -- the development
of Nazism, the rise of Hitler and so forth. Beyond "knowing"
the history of the period, students relate the general

<

themes to contemporary social issues: toward the end of

"~

the untt teachers ask their students "lould the Holocaust

ERIC
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happen again? f so, how and why?" 1In addition, the
course helps students understand their own roles‘and
responsibilities in society through examining their own
actions in situations and reactions to everts. For in-

stance, students studied A Boy Named Frederick, a book

about two boys, one a Nazi and the other a Jew, and the
differences between the two in how they grew up. The
course leads students to ask "what would I do" in a par-
ticular situation? "How would I respond?"

In fact though, to continue with teachers' de-
scriptions, these twin goals are intertwined throughout
the unit and i1ndividual teachers may emphasize one com-
ponent more than another. As one teacher described it,

Faciny History and Ourselves was basically a study of

Liaman behavior -- choices, pressures, obedience, laws,

and resistance, to identify but a few themes. Students
study both history, and the “"results" of human bechavior --
Na.i traininy, philcsophy, socialization, and propaganda.
Students learn o recoynize both "the cruelty of humdaun
beingys” and also the "kindness of human beings": despite

the cruelty of the concentration camp, somc people resisted.
Another teacher emphasizes the "role of the individual”

and stresses the differences among people. By recognizing

that all individuals 1nvolved in the Holocaust are first
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and foremost people, students study the extremes to which
huran beings can go in pursuit of ideologies, and in res-
p)nsé to situations.
An underlying concern is developing an awareness
of tne complexity of decisions -- learning to recognize
the kinds of pressure involved ir making decisions; under- i
standing the pressures that arise from family, peers, the
larger society; making conscious decisions and beginning
to take responsibility for them. These are very real and
Lressing 1ssues f%r eighth graders. Within the course
many cifferent points of view are recognized: students
are asked tou understand why people in specific situations
responded 1n particular ways, both to understand the "com-
plexaity of juestions of human behavior" and to become
ware of their own personal reactions to specific situations.
Onc teacher explained that he frequently plays the "devil's
alvocate” 1in situations to get students involved 1n the
problems and thinkin; about moral dilemmas; only at the
end would he let his students know his own posituion.
Another teacher realized, after attending a con-
ference, that there were really three kinds of teachers
involved 1n Holocaust education: the "memorializers,"
the "surlt layers,” and the "educators." Her own goal,

and that ~f her colleadues teaching Facing History and

O
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Oursélves, was to serve as an "educator," to teach about
the Holocaust and thereby help students understand its

special meaning for contemporary life.

2.3 Perceived Effects in Students

The unit on the Holocaust raised a great deal
of excitement and interest on the part of students. Teachers
uniformly emphasized that most students worked hard in
the unit, as 1t became personally meaningful tc them.
As all five teachers described it, students were chal-
lenged to confront basic emotions and gut fears, and
hence to understand themselves and others better. Students
had to confront the sterile results of human behavior,
and to become sensitized to "labels” and "individual
differences"” among people. They had to come to understand
1ssues of power, justice and decision making. They learned
to appreciate other human beings and the complexity of
their motivations. While learning about the Holocaust
was a very emotional experience, studénts were able to
direct and focus their feelings into creative and meaningful
learning experiences.

"inally, all teachers felt that this curriculum
had a vbry great effect on helping students generalize

from a specific historical situation to their own lives
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and contemporary events. Students were able to see the
importance of taking a stand and assuming responsibility
for their own decisions. Students were "more likely to
gquestion authority, and less likely o simply accept what
soreone said because he or she was an adult, wearing a
suit." The co.rse "is real to the kids," as one teacher
re embers, "and challerges them on both an academic and

a rersonal level." *
L4

2.4 Teoching Approaches and Methods

On the whole, teachers taught Facing History and

Ourselves 1n much the same way as other social studies
units in the eighth qgrade -- with a familiar range of

lectures, classroon discussions, homework assignments,
and tests. Basically only the content of the material

Aiffered: students were more motivated to read, to write

reports, to express their own feelings. One teacher men-

tioned tryini to get away from traditional teachilng methods
and making a special effort to have as many children as
possible talking and listening to one another. Other
teachers frequently asked students to do additional
reading or had many requests for more reading material.

In vne school 1n particular where we interviewed

teachers, the librarian, art teacher and guidance counselor




2

students became more interested in reading.

have felt through studyince about monuments.

grading continued much as in other units.
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worked together with the social studies teachers to

develop a tear approach. The librarian helped develop
a reading list and then gave a "book talk" about avail-
able readings on the Holocaust, in an effort to help
students find interesting materials. 'Students can
learn through fictioa," and a fringe benefit was that
Similarly,
the art teacher observed, students struggle with their
feelings when learning this material. Art provides a
very valid vutlet for students to express themselves,
énd €0 sort out their own thinking and feelings, par-
ticularly for students who have difficulty with writirg:
students can express themselves through paintings and
drawings. They can also come to understand how others
An art
historian from a local university, for instance,
a slide show and discovered how society deals with the
Holocaust throuyh monuments and through manipulating
symbol systems. Students werv able to see graphically
how adults also strugjle with many of the same values,
conflicts ¢nd moral issues in confrouting the Holocaust.
Wwhether or not teachers used a "tear approach"
thoy stressed that homework assignments, testing and

All emphasized

[
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writing. Students prepared book reports and research
projects. In some classes students kept journals which
served as a chronology of their learning, feelings and
experiences. Some teachers graded on the bas.s of both
classroom participation and written work. Tests tended
to focus on academic and historical issue* -- to probe
what students themselves had learned, in contrast to
their gut responses to situations. Teachers generally
preferred essay questions.

Films and film strips were integr:¢l parts of
the curriculum. These were generally of two types —- c
Jdocumentary movies and those on human behavior such as
Milyram's study on obedience. Survivors and others who
had lived throqu the Holocaust were invited to speak
in most classes. Students were very moved by these pre-
sentations. Some teachers tried to "role play" situations
as a way of teaching about moral dilemmas. Those that
tried had mixed results, feéllng that teaching by "role
vlaying" situations was a "tricky thing" that was hard
tuo pull of f. Other teachers did not role-play situations
at all, fecling that they were not good at it.

All teachers mentioned that their initial teacher
trainin; experiencesy, and the on-going support from the
llulorzaust Pescurce Center in the Brookline school system

<
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(co-directed by Margot Sen Strom and William Parsons)

were very important for developing their own teaching
:.approaches and methods. In drder to be able to teach

'the material effectively to students, teachers need to

o~

be in touch with their own feelingé’and emotions. The
teacher training workshogs served to introduce the subject
content and the:range of available materials. With this
ainformation, teachers could develop thei; own particular
‘approarh to the topic, in light of their own interests

and expertisec.
3.0 Great Neck

3.1 Setting

The unit on the Holocaust is a required pa.t of
the ninth yrade currlcylum, taught during the last part
of the year at the coneiusion of a year-long course on
western Civilization. It is designed as a five week unit
but many teachers find that they get so involved in the
material that 1t takes much longer. It has been a man-
dated part of the curriculum since 1976. All twelve
ninth yrade teachers in Great Neck teach this unit; most R

\

have part.cipated in a teacher-training workshop organized

by the curriculum developer. who is also a high school o
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teacher in the system. On her own initiative, one teacher
has also developed a semesFQr-long course about the Holo-

cagst which is offered as an\elective in the twelfth _ |
Jjrade; others teach about the Holocaust in twelfth gradé
European history courses. For this assessment we focus

»nly on the ninth grade unit. Our information about teaching
the Holocaust is based on interviews with five of the

twelve teachers.

3

3.2 Tedchers' Themes and Goals

As tcachers describe it, a major theme of the
llolocaust unit is to analyze our capacity for inhumanity,
to fuster a greater sense of individual responsibility
for one's actions, and to understand the causes of preé-
judice anu radism. An unstated but often implied goal
1s ror students to wrestle with the underlying'moral
dilemmas about life in the twentieth century.

Most teachers we interviewed said they tobk a
"nistorical approach" to the unit, beginning with the
conserquences of the Farst World War and the Turkish
atrocities against the Armenians as the first example
uf jenccide in the twentieth century; next discussi@d

the 113¢ of Hitler, Nazism, totalitarianism, and the

history of the Third Reich; finally focusing-:on the
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Holocaust itself and its aftermath, trying to address

.

in a meaningful way the very troubling philosophical

problems raised by these extreme events. For‘instancc,
N '.one teacher u%éd an "inquiry ?pproaﬁh“ to try to foster
, | _énductive thinkin;: in one class“session students chose
a paréicular freedom from the Bill. of Rights and defen-‘ .
ded it;.at the next class session they studied the Nurem-
berg Laws as a stark contrast. They came.away from this
'g;perience, tpe teacher reports, understanding that in
, particular circumstances, rights and priorities can vary.
-Anothex teacher emphasized that, for her, the Holocaust
X \represented a watershed event: her students should under-
stand ' the extremes to which individuals and governments .

. use twentieth century technology in pursuit of particular

political ends. )

Teachers want their students to develop both a
Jreater ﬁndetskanding of democratic institutions and a
deeper appreciation for each other. Students wrestle
with the issuvas "what would I do?" "where would I be?"
to E;y to foster a greater awareness of individual res-
ponsxbilxky for their own decistons. Teachers said they
spent a lon3y time with their students talking about making

chouiees, talking through the pros and cons of various

choices 1n historical contexts, and helping them realize
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that in many situations, people's choices are not neces-
sarily clearcut. To present a balanced view, teachers
stressed the roles of victims, victimizers and witnesses.
In fact, teachers emphasized that witnesses had special
responsibilities: too many were too'silent for too long.
Thus, understanding why the rest of the world "did nothing"
had special meaning for helping students understand the

relevance of history to contemporary situations.

3.3 pPerceived Effects on Students

Learning about the Holocaust is a very intense
and emotional experience for their students, all teachers
interviewed report. For the Jewish students in particular,
a sizable majority of the student body, there is a "per-
sonal ethic connection” with the material and some senseg
of familial experience with the history. Many had learned

about the Holocaust in their Hebrew schools but never

previously as linked to their secular studies. For non-

Jewish students, the unit leads them to "an awareness

- about particular events that they did not have before" —_
anéd an opportunity to empaéhize with their Jewish friends.

Thus studyiny about the Holocaust helps to break down the
barriers between Jewish and non-Jewish students. It serves

to develop, one teacher described, a "new awareness" about

-bd4-
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individual differences among people.

Teachers say thqt their students are somewhat
better able to draw parallels to contemporary situatiohs
following the unit on the H:locaust. They try to leave

<

their students with a sense of hope as well as a deeper

understanding of contemporary events. But given the pro- .

found impact of the material, finding hope is sometimes

very difficult. o

3.4 Teaching Approaches and Methods

Teachers continued to teach their ninth grade
World Cavilization courses in much the same way -- lecture
and discussion -- but the unit on the Holocaust also
provided opportunities to do things differently. In
some classes the material simply provided many more topics
for discussions ané debates: students could not avoid
having definite opinions which they wanted to share with
one another. Other teachers consciously structured their

students' eneryies in more formalized ways such as orga-

-.nizang..small group research_projects and using_an "inquiry

approach” to contrast basic democratic values and rights
with Nazi activities and principles. One teacher inter-
viewed said she extensively used simulation games to

stimulate students' interests.
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Homework and written assignments continued much
as before. Most frequently students did book reports;
possible topics were more varied as students had a wider
range of options from which to choose. One teacher found
her students observing their own changes in attitudes
during the course: before beginning the unit they wrote an
essay on the worst stereotype they had heard of. Then at
the end of the unit theyvreturned to the composition, to
confront their‘own attitudes and prejudices and to see
first~hand how their own ideas had changed. Most teachers
interviewed continued with the same kind of testinjy and
grading as they had used before. Teachers were likely to
ask essay questions on tests where students had to argue
their own point of view, rather than simple short-answer
questions, requiring simply a regurgitation of "facts."

Audio-visual materials were used extensively in
all classes; Night and Fog was the most frequently mentioned
filﬁ. Survivors visited all classes and their presentations
were an integral part of most classes, a "highlight of the

course, " one teacher reveal:d. But another tcachcr cautioned

" that often a number of repetitious presentations from the

same person diminishes their freshness aud originality.
Depending more on first-person literary accounts may be

just as meaningful.




4.0  New.York City

4.1 Setting

Courses on the Hblocaust are offered in New York
City public schools when there is sufficient interest on
the part‘of teachers, administrators and students.

Neither the New York City Board of Education nor \
other.organizations in the City had a complete listing of
teachers involved with Holocaust education; so we had to
devise an ad hoc system based.on telephune surveys and
social contacts. With the approvai of the Central Board,
we telephoned the principals' oific:s of every high school

in the system to inquire whether t'.: Holocaust was taught

as a subject by any teacher in the school. Next, we got
in touch with local groups tha. had held workshops on
teaching the Holocaust for the names of New York City

teachers who had attended. Finally we contacted the cur-

riculun developers and master teachers, who were well
known for their work on teaching the Holocaust, to find
]

out about other teachers in different schools. On the

basis of these diverse methods we identified 54 teachers
involved in various aspects of Holocaust education.

We interviewed nine public school teachers about

the Holocaust in many different kinds of courses including:

’
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- Semester-long high school elective courses

devoted specifically to the Holocaust;

- Semester-long high school elective social
studies courses which include a ten-lesson

unit on the Holocaust;

- Required high school social studies courses
which include material on the Holocaust, ranging
from a few individual lessons to a concentrated

four week effort;

- High school elective literature courses which,

taught the literature of the Holcocaust
\

These courseg were offered in both academic and
vocational high schools, having very different kinds of
student bodies -- ranging from predominantly black and
ilispanic, to racially mixed with a sizable minority popu-
lation, to largely white. Some schools had sizable numbers
of Jewish students, but many did not.

All of the teachers interviewed utiiized the Board
of Lducation's Curriculum Guide to some extent. Many had -
been teaching about tﬁe Holocaust prior to the publication
of the Guide. Many stated that they were utilizing a wide
variety of other materials in addition to the Curriculum

Guide.
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4,2 Teachers' Themes and Goals

All of the teachers we interviewed stressed that

\ combatting prejudice, stereotyping and racism were major
goals. Some thought thaﬁ this could be accomplished
through a general process of consciousness raising --
talkiqg about specific events and the underlying philo-
sophical and moral gquestions that they illustrate. Others
emphasiééd,historical realities -- stressing the historical
context for the H§locaust, the specific factors that led
to the rise of Nazism and fascism. Some sdught explicitly
to raise moral dilemmas, to have students confront what
they would do in particular, ambiguous situations, to
help them articulate their own personal values and make
“the best" decision ir the face of horrendous choices.
Others thought that by emphasizing "what happened," the
werght of historical evidence would lead students to draw
their own conclusions.

An important difference among teachers' goals
depended on time. Those who offered an elective on the
Holocaust had a greater opportunity to explore the topic

in depth, while those who taught a series of lessons had
to weave the material into the basic themes of the more
general course. For instance, one teacher offering an

elective course provided a theoretical context based on
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Gorden Allport's classic The Nature of Prejudice. He

asked students to focus on problems about the "nature
- of man; was it possible that there was a Nazi in each
one of us?" These kinds of discussions led to analysis
of mass movements and then to the history of anti-Semitism.
Other teachers had comparable interdisciplinary focuses
-- discussing the "nature of fascism," the "nature of
Nazism," "the root causes of anti-Semitism and its effects."
In the best of circumstances this type of material
and analysis is very difficult. Not only are the historical
facts gruesome and depressing, but the philosophical impli-
cations very troubling. Not surprisingly, teachers offering
elective courses reported having difficulty motivating
students and getting them to think about the philosophical
and moral dilemmas inherent in the material. They felt
that many stucents were "Regents and grade-oriented"; they
were most likely to learn material that would be tested on
the Regents.
Teachers teaching a series of lessons about the
Holocaust had narrower and more focused goals, keyed to
the general themes of the specific course. For instance,
one teacher reworked his presentation of material ak~'t
World War II to include nine lessons on the Holocaust.

Another teacher used information about the Holocaust as
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one of a number of case studies of the causes of war

and peace, to illustrate how a charismatic leader mani-

pulated national attitudes about Jews and created a

climate of public opinion which made genocide a viable
policy. This kind of teaching meant that teachers had
to be more succinct and didatic in their lesson planning
and delivery. One teacher mentioned having difficulty
locating elementary-level material about the Holocaust
as students felt intimidated by much of the available
information. A key aspect was to relate material about
the llolocaust explicitly to the more general themes raised
in the couvrse during the semester; one teacher mentioned
that he began to talk avout the Holocaust in February,
even though he did not specifically "teach" the unit
until May.
4.3 Perceived Lffects oh Students

vhether the Holocaust was taught in a semester-
length course or in just a few lessons, teachers felt
that the material had a very emotional impact on studexts.
It had a great impact on stimulating discussions about
ingcr—group relations, making students aware of individual
and yroup differences, anl providing a framework through

which students could explore their feelings abcut other
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groups. ?hc more jraphic the material, the more emotional
the response. Some teachers felt that learning about anti-
Seritism had a great impact as it served to break down
stereotypes of Jews, particularly by non-Jewish students.
One teacher, though, felt that the material only served
to reinforce old prejudices of Jewish students.

The deaths of so many people, the sheer number
of the atrocities comaitted, had a very great impact, many
teachers reported. Even students with reading difficul-
ties were very interested in the material and became much
more involved in the class work. Many teachers said that
discussions were much more spirited than usual. Specific
incidents, to which students could relate, were very impor-
tant. Stories about school-age children and their families
were particularly poignant and moving; abstract analysis
about the "lessons" of the Holocaust were much more dif-
ficult to teach, and for students to understand. Some
teachers tried to channel students' emotional responses
towards a deeper understanding of events, such as feeling
a sense of personal reponsibility for history. Other
teuchers were less explicit and felt that by having raised
the issues and questions, students should be free to draw

their own conclusions.
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4.4 Teaching Approaches and Methods

Most teachers said *hat they continued as usual
with their previous teaching methods -- lectures, dis-
cussions and assigned reading; because students were more
motivated, they were more intereste? in doing the outside
reading, and class discussions weve more intense. A few
teachers tried to integrate simulative games into the
classroon activities as well. One teacher felt that his
teaching methods changed bec5350 he focused more explicitly
on value conflicts and dilemmas.

Book reports and short papers were given frequently
as homeworh assiynments. Some teachers gave factual tests;
others yraded on the basis of written assignments and
classroom participation.

All of the teachers used films and filmstrips in
therr classes. Most freguently mentioned titles included
Ni;ht and Foy, Camera of My Pamily, Twisted Cross and
films provided by the Anti-Defamation League. One teacher
mentioned using more than twelve films during the entire
course. Another teacher used videotapes to teach non-
readers. A few teacihers also used simulative yames such
as the "Collie Plot" to roie-play situations and to discuss
moral dilermmas. A number of teachers invited Holocaust

survivors as speakers. Some felt that having personal
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eye-witnesses was a very effective way to help students

understand what had happened.
5.0 Philadelphia

5.1 Setting

Material about the Holdcaust is taught in Phila-
delphia public schools at many different grade levels at
the teachers' discretion. Working through the Directer
of the Divisién of Social Studies, we identified and sub-
sequently interviewed eleven junior and senior high school
teachers who included a unit about the Holocaust in their
world history, American history or genecral social studies
courses, usually toward the end of the year in conjunction
with studying about the Second world War. There were
classes between the seventh and twelfth grades. These
eleven teachers, according to the Assistant Director of
the Division, represented some of the system's most expe=
rienced and talented tcachers teaching about the Holocaust.

The curriculum about the Holocaust is approved
by the Board of Education, but is not a mandated part of
any specific course of study. This mears that individual

teachers can introdude the material into their classes as

they see fit. Some teachers gradually develop themes
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related to the Holocaust throughout the school year, while

|

others focus on the materia} for a few wecks. Most of ) /
the teachers we interviewe !taught a‘three-to-four-week
unit about the lolocaust duriné their regular class_périods.
One teacher organized a four-day symposium where all social .
studies students in the school listened to lectures by
teachers, saw movies and discussed the Holocaust in small
groups. '
We were unable to devclop precise figures about
huow many teachers and students were actually involved in
/ Holocaust educataon in Philadelphia, as thc school system
did not collect data at this very detailed level. The
Assistant Director estimaied that as of the fall 1980,
some students ar 30 to Sé of the 70 seccndary Sc?ools in
the district were learning about the iolocaust. Roughly
100 to 125 trachers had participated in the teapher training
workshops over the past three years. In some ;chools two
or three teachers taught about the Holocaust, while in
other schools cnly one. S;;e teachers in middle schools
alse taught about the Holocaust but had no estimate of
the numbers involved.
The schools where these classes were taught varied

greatly 1n terms of social and economic characteristies.

Sume were predominantly hlack while others were racially
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wvhile others drew from middle class neighborhoods. We

... integrated. Some were lower income, inner-city schools .
interviewed teachers from a cross~section of Philadelphia
schools; most did not have many (or any) Jewish students

in their classes. This seemed to emphasize the broad

appeal of Holocaust education.

5.2 Teachers' Themes and Goals

Learning about the Holocaust in Philadelphia is
usually linked to basic themes in the social studies cur-
ricul‘um; teachers use the material to teach about prejudice,

— racism, anti-Semitism and inter-group relations: _ -

Some begin by studying the causes of prejudice,
rnove on to reports about the Klu Klux Klan, the history
of anti-Semitism and finally onto the extreme phenomenon
of gyenocid . For many teachers the history of World wWar I,

the Versailles Treaty, the rise of Hitler and Nazism, and

the subsequent events illustrate more general themes of

"learning to live ‘together regardless of differences, any
differences" that in extreme situations of prejudice and
racism "rnobody can be spared":; moreover, that "in a school
riddled with intolerance, prejudice becomes the priority

. theme." Other teachers emphasize more historical and '

political factors. They begin by discussing dictatorships,
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- - monarchies_and various democratic_forms of government. e

gggy’gquu§gg§gggg¥iﬁkg§§}gate what different systems of

government do to people. Thus, Hitler, Nazi Germany and
the Holocaust serve to illustrate the causes and conse-

quences of totalitarianism, in a stark contrast to demo-

cratic ideas and individual freedom. One teacher explained
that from this focus on democratic ideas gradually evolves
"an understanding about the development of freedom and the
freedom of the individual."

Teachers vary in terms of how strongly they empha-

size the basic knowledge of history related to the Holocaust.
»Somg say they take "basically a historical/chronological
approach." Others prefer to fécus on ﬁnderlying factors
such as "how Hitler got control, conditions in Germany,
dictatorships” and so forth, and then relate the material

to various contemporary situations such as Indochinese

refugees or the problems of minority groups. They seek
to have their students generalize to other situations --
both historical, such as the Japanese internment in Cali-
fornia followiny Pearl Harbor, or the Armenian genocide

following the First World War.

Most teachers we interviewed stressed wanting their

students to develop a personal sense of responsibility for
*

events and situations. As one teacher described it, "moral
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Judgments and values permeate all of the material" related

to the Holocaust. Students are asked (and ask themselves)

ERI

PAruntext provided by enic [

"what would you do? Kill or be killed? Speak or be quzet?"
As another teacher described it, students are asked these
kinds of questions "in an attempt to help them recognize
theix own prejudices and deal with them." Values and
morality are stressed "to sensitize students that it (some-
thing like the Holocaust) could happen to them." A priority
educational objective as another teacher revealed was for
students "to gain respect for human dignity and to develop

a sensitivity to other people." Material related to the
Holocaust provides teen—agers with ample opportunities to
liscuss what they themselves would do in somewhat comparable
extreme situations, to reflect on how they themselves make
personal choices, and to assess their own individual pre-
judices, fears, and stereotypes.

Philadelphia teachers placed less emphasis on wanting
students to develop an awareness of the complexity of deci-
sion making and an appreciation of the complex and often
contradictory forces that led to the Holocaust. One teacher
remarked that students "must understand past and present
values" in order to deal with decision-making. Yet, dis~
cussions of moral dilemmas were noticeably absent in how

teachers characterized their own goals and objectives for




Holocaust education. They emphasized instead students'

personal reactions to situations, considering their own

individual values and beliefs; teachers focused much less

on what "should" have happened in a "just society" or what

the "morally right" decisions should have been.

5.3 Perceived Effects on Students

All of the teachers we interviewed said that learn-
ing about the Holocaust had a great effect on their students.
"It's an emotional experience of one sort or another. 1It's
a heavy trip and most students are happy to move on." The
material holds students' interest perhaps in part because

cf their teachers' feelings about the topic. "The kids
are really turned on," on teacher candidly remarked, but
"maybe it's my own attitude towards the subject; maybe
they just read me." Other teachers described how their
students became deeply absorbed in the topic; it was an
"intense learning experience met with horror, disbelief,
sadness and uneasiness." "Situations, ané dialogues can
get very eméLional." Some of the students' interests re-
mained high, beyond the end of term: some want to continue
to read more over the summer. Even slow readers or non-
readers asked for more books to read.

Teachers felt that learning about the Holocaust
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helped to combat prejudice, racism and anti~Semitism:
students could talk intensely about the effects of pre- ]
Judice and the consequences of racism in historical con-
texts. They could examine their own feelings and reactions,
detached from day-to-day events and emotions. Hence they
could find personal meaning in the historical record, and
could begin to generalize from the experiences of Jewish
children in the 1930's and '40's to their own situations
today.
The curriculum affects students on a personal
level, and helps to sensitize them to individual differences

amony people. As one teacher described it, the curriculum

hﬁd its greatest impact "onvexamining oheééif ahd'strengég—
ening one's own values." Teachers did not specifically
mention that their students were better able to draw paral-
lels to contemporary situations, or had a greater understand-
ing of the workinys of democratic institutions following the
curriculum. One suspects that the greates- impact of study-

inj about the Holocaust for students was on a personal level.

5.4 Teaching Approaches and Methods

Despite the stronyg emotions aroused by the material,
most teachers said that they taught the unit on the Holocaust

in much the same way that they taught other social studies
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units -- with lectures, discussions, reading assignments,
projects (only one teacher made a substantial break with
other units by organizing an intensive four-day symposium).
But, because students were much more interested in the
material than usual, class discussions were more intense
and wide ranging.

Teachers had students do more writing in class,
ancd assigned more book reports and short homework projects.
In some classes, teachers organized independent study
projects which students pursued during the entire unit.

In many classes, students had greater flexibility to pur-

sue their own intcrests in terms of books and projects.

Many Eéachers said that their students often presented =~ T T T 7T
reports on projects in class, and lively discussions en-
sued.

Most teachers reported that they had about as many
tests during the Holocaust unit as other units. Tests
were more likely to be essay questions which required
students to express their own thoqghts and feelings, rather
than give short, simply factual answers. One teacher
discontinucd tests during the unit because she perceived
it as an experience in human relations, where students
could get more i1nvolved and learn more. Many teachers
said that grading was also based on written assignments

and classroom participation.

" -8l-
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All of the teachefs we interviewed used audio
visual materials to a very great extent in their classes.
Pictures such as Night and Fog and The Warsaw Ghetto were
a very graphic medium to communicate the implicit message.
Students had the option of not Qatching a particular film
if they felt it would be too gruesome.

About half of the teachers we talked to said that
they regularly had outside speakers visit their classes
to talk about the Holocaust; some speakers were survivors
and others had been involved in otaer ways (such as part
of the American Army that liberated some of the camps) .
These speakers served to bring a "sense of reality" to the
hirstordcat—materdaly= —~—=—=-s —e s s e

A few teachers also-felt that role-playing situations
were an essential part of the unit. One teacher went so
far as to run her class for three days as a mock Nazi class-—
room complete with segregating "Jewish" students and having
then adhere to Nazi beliefs to provide a sense of realism.
Teachers that successfully used role-play situations felt
that they helped students coﬂfront things that were not
naturally part of their experience. But many teachers did
not feel comfortable with artificially constructed situations
becaust students freguently became very silly and nothing

much was learned.
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6.0 Comparing Holocaust Teaching

There are many similarities and a number of

educationélly meaningful differences in how teachers'
describe their purposes and methods in the four sch0011
districts. Making meaningful comparisons among teachers
within the various districts is an imprecise science at
best. To help make judgments and to guide our assess-
ment, we have used an a priori rating scheme to rate

teachers' responses in terms of the specific .categories

discussed at the beginning of this chaptér‘* “

6.1 __Goals and Objectives

A

We cated teachers' descriptions of their goals
and objectives in terms of how centfal or primary a par-
ticular concern has been when describing the purpose of
the course. The results reported in Table 3-1 are based

on the following categories:

* 1wo raters independently read each interview and judged
how strongly particular themes were stressed, assigning a
numeric score toO a category. Their rates were then averaged
across both raters and teachers within a district, to pro-
duce a category score for the district.
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Rate Meaning ) .Teacher's Description
3 Central or Goal explicitly stated in " -—
Primary Issue interview and with emphasis
2 Important or stated in interview as an
Secondary Issue additional goal . .
1 An Issue or Implied in interview as a
Concern goal, based on interpreting

the teacher's remarks

0 Not an Issue Not material

In general, the study of prejudice, racism and
inter-group relations is an underlying goal of llolocaust
education, as described by teachers in all four districts.
This is a slightl; less salient goal in Great Neck, where
more emphasis is given to the specific knowledge of history
and knowingathe historical facts. Teachers emphasize that
they try to generalize from historical situations to con-
temporary events, particularly in Brookline and to a
slightly lesser extent in Philadelphia and Great Neck.
Teachers also report they focus on developing a sense of
individuai responsibility for decision-making, particularly
in Brookline and Philadelphla, and less so in Great Neck
and New York City. 3Brookline teachers, in addition, empha-
si1zed that their curriculum has another dimenion, developing
in students an awareness of the complexity of decisions.

<@
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In short, based on teachers' descriptions of
goals, the Brookline and Philadelphia curricula have a

social science/behavioral orientation; the Great Neck
curriculum has a slightly greater historical focus; the
T u‘ﬁew York curriculum as adapte(d b); individual teachers

emphasized primarily an awareness of prejudice, racism

and inter-group relations.

Table 3-1

TEACHERS' GOALS
(Average Rating in District)

<

Brookline Great Neck NYC Philadelphia

(n=5) (n=5) (n=9) (n=11)
A. Prejudice, racism and
inter—-group relations 2.0 2.8 2.4 2.8
3. Krowledge of history
"Know history and krow 2.4 ~ 2.0 1.8 2.0
the facts"
C. Relevance of history to \
contenmporary situations 2.0 2.2 .3 2.2
D. Irdividual responsibility
far dccisions 2.1 2.3 1.6 2.3
E. Awarencss of ccmplexity 5
of aecisions 0.5 0.7 0.2 0.7
N
-85-
s
o , 118
Q »°

ERIC | -

Aruitoxt provided by Eic:



6.2 1Impact on Students

Rating teachers' perceptions of the curriculum's
impact on their students reported in Table 3-2 is based .

on the following criteria:

I8

— Rate Meaning Teacher's Description

3 Area of great Emphasized in interview
impact .

2 Area of Described in interview,
secondary impact but not emphasizeq

1 Area of Mentioned in passing or
tertiary impact implied

0 No impact Not mentioned

Table 3-2

OVERVIEW OF TSACHERS' PEBRCEPTIONS
OF CURRICULUM'S IMPACT ON STUDENTS
(Average Rating in District)

Brookline Great Neck NYC Fhiladelphia
(n=5) (n=5) (n=9) (n=12)

A. Very emotional experience 1.0 2.5 1.6 2.7

B. Holds students' interest; .
challenging and great 2.8 1.9 1.7 2.4
excitement in learning

C. Confronts prejudice/ 1.3 1.4 0.9 1.8
racism/anti-Semitism

O

- ERIC :

Aruitoxt provided by Eic:




Table 3-2
(continued)

Brookline Great Neck NYC Philadelphia

(n=5) (n=5) (n=9) (n=12)
P. Increases awareness of
other pcople, individual 2.5 1.5 1.1 1.7
differences and group .
differences

E. Better able to draw
parallels to contem— 1.7 1.5 0.2 1.1
porary situations;
understanding of
dawcratic institutions

F. Better reasoning and 1.9 0.0 0.2 0.4
more able to cuestion
authority

_Teachers feel thaL learning about the tlelocaust
is a strong cmotiohal encounter for their students, par-
ticularly in Philadelphia and Great Neck. Teachers also
report that the material holds students' inte.cest, that
it 1s challenging and that it engenders a yreat deal of
excitement in learniny, particularly in Brookline and Phi-
ladelphia. ©One suspects that a key component is teo Eocus
students' primary reactions into creative and appropriate
ways: Brookline teachers are especially likely to do so
by paying great attention to underlying moral themes and
dilemmas.

Teachers feel that llolocaust education has a moderate
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ampact on tesching students about prejudice, racism and
inter-group relations, particularly in Philadelphia and
less so in Brookline and Great Neck. One suspects that
prejudice and racism arc more salient issues in a less
aff{luent, bLig city school system than in a more affluent
town or sukurban system. Brookline teachers are particu-
larly i1ikely t: stress thal Holocaust education increases
awarencess o1 other people and individuals, perhaps because
their teachaing stratesy on this point is clearly thought
thrcush.,  Brookline and Great Neck teachers describe thear
sLuuents as being better able to draw parallels to contem~
perary situaticns and better able te question authority
after learning about the Holocaust; Philadelphia teachers
feel that drawing comparison to contemporary situations is
an area of tertiary import.

In sum, teachers report that their students are
very excited and intercested in.learning about the Holacaust;
what cxactly they learn is harder to discern, and will be

the subject of the nent chapter.

£.3 Teachina frrateyes

Ly ane large, teachers in 211 four districts report
very little dafference in teaching their classes about the

Holecaust. But, as theire 1s mdch greater student interest
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in the material, students arc more willing‘to re&d and
write; they are very eager to express themselves in re-
search projects, book réports, journals and diaxies.
Class discussions tend to be more provocative and wide
ranging than usual.

Audio-visual materials and presentations by
liolocaust survivors are important and often used teach-
ing aids for teachers in most schools, as described in
Table 3~3. Role-play situations are utilized much less

frequently.

Table 3-3

AIDS FOR HOLOCAUST INSTRUCTION
tparcent of Teachers Using Aids Extensively)

TYPL O AID Brookline Great Neck NYC Philadelphia

(n=5) (n=5) (n=9) (n=11)

Films and other audio-visual

material 1003 100% 56% 70%
Survivers and other witnesses

as speakers 803 701 223 524
role play situations 20% 209 172 309

7.0 1Implications and Interpretations

Teachers consistently echoed a familiar refrain:

o?

. -89~

T 122




when students are interested in the material; when they
are emotionally involved with the content of the unit,
.they are much more likely to learn. Although we cannot
prove it, one suspects that a tercher's interest in the
topic itself is a :atalyst. Students take the material
seriously and learn because teachers are personally in-
voived with the topic. Over and over teachers‘report that
even usually uninvolved students find the content very
compelllng participate in the class dlSCUSSlOY‘lS and want
to do the work required. Teaching al?out the Holocaust
has the curious effect of motivating students to learn.

The educational issue, then, is to develob stra-
tegies to focus‘and channel students' ene"rgigs in meaningful
ways towards specific topics and issues. Brookline, teachers
most clearly describe tangible consequences. to Holocaust
education while teachers in Philadelphia, New York City
and Great Neck focus on educational processes. Each teacher
seeks to develop strategies to link the historical events,

their causes and their meanings to teenagers' personal

lives and world views.
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CHHAPTER IV

LEARNING ABOUT THE HOLOCAUST

\
1.0 INTRODUCTEION

There is little question, in our opinion, that
Holocaust education has a considerable impact on students.
Time and again students described that learning about the

Holocaust was a "unique experience." with a "powerful
subject matter" éhat was "about imposs.ble to comprehend."
Students' reactions are consis}ent in many significant re-
spects among the four districts we studied, a surprising
result, since curriculum develcupers and teachers often
emphasized different themes and the subject was taught at
differant grade school levels. ' s

In this chapter we shall let the students speak
for themselves, describing first the results of question-
naires given before and after studying about the Holocaust,
and then results from small group interviews. Our objective
is to describe the effects of Holocaust education on stu-
dents themselves, in their own words and throuyh their own
concepts and categories.

Many students display a sophisticated understanding
of the causes of prejudice and racism. Some have a ready
awareness of the issués aud moral judgments posed by the

flolocaust which they say they did not know before. Almost
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all students we talked to are ready and willing to gener-
alize from particular historical events to evenés in their
own lives and times. In so doing, most emphasize that
learning about the Holocaust was a positive and worth%pile
experience, different from any other unit studied in school.
How students understand the Holocaust and its im-
plications is a complicated matter. They are overwhelmed
with numbers, with concrete events, with the graphic, visual
representatives of historical realities which are more power- ’
ful than theories, abstractions, or hundreds of words.
They are moved by individual stories. They treat the
material with a great deal of respect and wonder about its
lessons for their own lives. They see the Holocaust as an
event in human history, not simply an epoch in Jewish his-
tory. Rather than a transcendent event whose roots lie
beyond one's capacity to comprehend,»;he Holocaust has

knowable cauvses and perplexing consequences, which each

must struggle to uﬁBerstand on his or her own terms.

2.0 General Approach and Methods

Assessing the impact of lolocaust education on
students depends in no small measure on the questions
asked. We have derived a multi-faceted approach, de-

signed to probe students' responses at different levels,

o . ~ )




combining in-depth insights derived from small-group
interviews with generalized themes anq objective measures
from survey gquestions. Our goal is to capture and char-
aéterize the wide ranges of reactions, using both quan-
titative and qualitétive téchniques.

Again, working through the central school admin-
istvzators or curriculum developers described in Chapter
Three we invited t;ree to five exemplary teachers in each
district to participate in the Student Impact Study (the
number of teachers, classes and students by grade level
is presented in Table 4-1) . The pre-post questionnaires °

comprised three components:

.

~ Two short-answer questions designed to elicit
interpretations about the cause of the Holocaust
and the social context in which it occurred.
The resulting categories were derived from an

analysis of student responses;

) - Nine vocobulary terms designed as a brief measure

of factual knowledge;

- A shortened, two-story version of the Defining

Issuecs Test, a scale of developmental moral

»

judgments developed by James R. Rest at the
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University of Minnesota.*

Table 4-1
NUMBER OF TEACHERS, CLASSES AND STUDENTS BY DISTRICT L

PARTICIPATING IN THE STUDENT IMPACT STUDY

Brookline Great Neck NYC Philadelphia

¥

A. Number of Teachers 3 4 4 . 4

B. Muber of Classes 6 g8 8 s
(grades 7-9) 6) . (D (2) (3)
(grades 10-11) — (1) “(6) (2)

N <

C. Number of Students
(pre~test) . 77 173 257 123
(post-test) 84 118 162 98

To establish face validity to thié questionnaire,
we closely consulted the curriculum developers or school
administrators in each district, making a number of revi-
sions and incorporating all of their suggestions. The end
result was a single instrument related to the educational
objectives of the curriculum in all four districts, inclu-

ded in Appendix C. -

* Sec Janes R. Rest, Development in Judging Moral Issues,

(wlnneapolls, University of Minnesota Press, 1979) for a
thorouqh discussion Of the psychometric properties of this
scale.
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To balance the written questionnaire responses we
conducted in-depth face-to-face intergiews with small groups
gf students. Designed to probe attitudes, understand reason-
&

'ing and deneralizations related to the Holocaust, interview

-questions included: I

- Do you think this unit on the Holocaust should
be taught? Was it different from other courses
you have had?

/
- What do you think you have learned? What do you

think you will remember next year?

>

- Why do you think the Holocaust happened?

- Why do you think some people risked their lives '

to save others? :

- Do yoy‘think the Holocaust coﬁld happen 'here?
Do you think it could happen again? How could

we avoid it?

We sought to develop insights into students' reactions,
provadiny them with a number of opportunities to discuss among
- themselves both what they have learned and how they might

interpret the meaning of the Holocaust.

s a



3.0‘ Shifts in Student Learning: A Quantitative Perspective .

No single data set adequatelﬁ describes student
{earning about the Holocaust or how students' reactions
—=— = - vary among the four districts. While Students acquire a
basic core of material in all district;, there are some
subtle differences inlresponses, suggesting that students
may draw different kinds of implicatjons for the same gen-

eral information.

3.1 Tractual Learnigg

We have measured factual learn;ng by correct re-
sponses to nine vocabulary words. As one might expect,
students know more correct definitions after studying about
the Holocaust than before -~ on the ;verage 1.5 to 3.2

definitions more, depending on the district, as indicated

in Table 4.2. \ .

TABLE 4-2

VOCABULARY KNCWLEDGE '
(Mean Number of Words Correct and Standard Deviation)

n

Brookline Great Neck NYC Philadelphia

Pre-test 4.0 5.2 4.7 4.0

(2.0) (2.2) © (2.5) (2.4)

Post-test 7.2 6.8 6.2 6.3
(2.2) (2:4) (2.6)  (2.6)
~-96-
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This is hardly a surprising result but it is never-

theless reassuring. One expects that if students have
learned anything during their unit or course, they will
have more factual knowledge it the end. The vocabulary

test shows that students arc learning new information in

.

all four districts. It is also important to point out that
the largest gains occur where students initially know the
least -~ in Brookline and'Philadelphia. Comparatively
speaking, students in New York City and Great Neck know
more about the !lolocaust before the course. This may be
due to a qfeater_popular awareness about the Holocaust in

these two districts.

3.2 Learning to Judge Moral Issues

We measured the development of judging mpral issues
using an abridged (two-story) version of the Defining Issues
Text, a carefully tested and widely used‘psychological
instrument. This test 1s the only measure of moral issues
currently available that can be administered feasibly to
large yroups of students and economically scored. 1In view
of the explicit or implied goals of all Holocaust curricula
to help students think about moral problems, the Defining

Issues Text provides a formal scale to measure whether
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changes in moral reasoning have .occurred.*

The fundamental assumptions of moral judgment
research are that a pergon's "moral judgments reflect an
underlying organization of thinking and that these‘orga-

T nizations deVelop through a definite succession of trans-
formations" (Rest, 1979). Items on the Defining Issues
Text are designed to measure one's level of reasoning
about moral is;ues.

As reported ip Table 4-3, we find no evidence
thag students have further developed their ability to
judgye moral issues as a result of learning about the Holo-
caust. There are only slight positive'increases in the
D-Scored Index in three of the four districts betWeen the
pre-test and the post-test.

A number of factors may explain the;e results.

We chose the Defining Issues Text because we could easily
administer it to large groups of students. One can cer-

tainly argue that the traits measured by this instrument

are not specifically those taught by individual curricula

* Rest's Defining Issues Text is scaled using Davidson's

D-Score Index, an empirically weighted sum of responses

to ratings on the twelve items following each story. The
D-Score Index has been adjusted to reflect the two-story
version used for this study. Rest has not reported popu-
lation norms for the D-Score Index; so the numbers reported
here can only be judged relative to one another. °
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aud“thus that the test lacks external validity. One can
also argue that the traits measured are basic psychological
processes that are unlikely to be advanced by a short-term
educational intervention.* Thus the claims of individual
Holocaust curricula to sens%tize students to moral issues
are not necessarily invalid. But developing an awareness
of moral dilemmas does not necessarily lead to a greater
ks development of moral judgments, such that students are
“better able to formulate moral choices than before.
Finally, one suspects that sensitizing students
‘to moral questions may be part of a different kind of
educational proces; than simply judging moral issues in
the abstract. Learning dbout thé Holocaust for sgudents
may become a personal educational e¥perience where each
rust find.individual meaning for the events in his or her
own life. Finding no observable charges on the Defining
Issues Test may also suggest_that students are able to
learn;ﬁﬁout the Holocaust without necessarily subverting
the way they perceive their world and judge moral problems \
within it.

»

3

* Reviewing intervention studies Rest does not report

changes 1in deciding moral issues at the junior high or
senior high school level (Rest 1979).

~99-

Q . 132.
ERIC

Aruitoxt provided by Eic:




TABLE 4-3

DEFINING ISSUES TEST-ABRIDGED VERSION

(MEANS AND STANDARD DEVIATIONS ON D~SCORE INDEX) <o

Brookline Great Neck NYC Philadelphia

— 2

2. Pre-test 25.4 25.7 24.6 25.2
(3.4) (4.0) (3.7 (3.2)
B. Post-test .25.4 ,26.6  25.2 25.6
(3.7 (3.7 (3.7 (3.1)

©

3.3 Underlying Themes of Hoiocaust Awareness

Holocaust education affects students' attitudes
and opinions in a number of notable ways.* They are more
aware of the complex nature of events that account for the
Holocaust in ecconomic and social terms at the end of theif

,

unit or course. They are more likely to emphasize prejudice
and r&cism as a cause of the Holocaust, and by extension as
one of the major themes they have learned. They are less
likely to blame the Holocaust on a single factor -- a "bad
person" or a "bad government." There are important differ-
ences and changes aﬁong cistricts, indicative both of ]

differences in the initial climate of opinion and the

varied effects of Holocaust education.

- R

* The results of this section derive from a content analysis
nf open ended questions. The criteria used to categorize re-

sponses were developed empirically following the survey.
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Students in all four distr;cts are more likely

to cite economic factors such as high unemployment, the
Depression Or Hitler's promise of economic prosperity as
reasons for why people joined the Nazi Party, as indica=
ted in Table 4-4. But in three of the four districts --
Phil?delphia, New York City, and Great. Neck -- economic
factors have replaced social factors as the most frequently
cited reason. Only in Brookline do social factors such

as peer group pressure, the power of the Party, Hi;ler's
charismatic appeal or susceptibility of people in a mass
movement continue to be most often mentioned after the

unit. Political factors -- such as war guilt, German

nationalism, or the power of a small clique to rule ruth-
lessly --vare less frequent'y cited after the unit in
Brookline and Great Neck: only in New York City are po-
litical factors given proportionally greater welght.
Thus, comparing students' responses before and after the
dolocaust units suggests the themes stressed by the cur-

ricula.
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TABLE 4-4

WHY PEQPLE JOIN NAZI PARTY
(PERCENT RESPONSES)

Brookline Great Neck NYC Philadelphia

Reasons pre post pre post pre post pre post
A. Economic Factors 9 29 22 47 18 41 14 46
B. Political Factors 21 10 16 9 11 14 11 10
C. Leadership Factors 8§ 10 16 13 15 9 8 1
D. Sccial Factors and 3% 37 28 23 212 21 30 26

Propaganda -

0y

e
E. Anti~Semitism/Racism 14 7 4 3 12 7 12 2

el

F. Other 6 2 1 o0 1 4 1 o

G. Don't Know 13 6 14 5 23 6 24 5

Students in all four districts most often cited
prejudice and racism as reasons for explaining the Holocaust
as indicated in Table 4-5, But in two of the four districts
-- Brookline ané Philadelphia -- there was a considerable
increase in the\imgortance of this factor while studying
about the Holoéaust; in these two districts in particular

h +

students learned how themes of prejudice and racism were

related to the lolccaust. In Great Neck, after the unit,
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students were slightly'less likely to blame the Holocaust
on préjudice and racism. This is an interesting result
in itself,  probably due to the high degrée of initial
awareness among students; after the unit thef‘were willing
to acknowledge that 9ther factors besides prejudice had
been important as well, ‘ ‘

similarly, simply blaming Hitler for the Holocaust
(such reasons as Hitlef was crazy; Hitler made them; Hitler
caused it) declined Bétween the prg-'and post-tests in two
districts -- Brookliné and Philadelphia. Again, this im-
plies that students developed a greater awareness of the
causeé of the Holocaust (and by inference its consequences
as well) such th;t they began to think about its meaning
in new and différent ways. Blaming Hitler'is an easy of f-
the-cuff éxplanatién; students in these districts in parti-
cular are more likely to offer additional reasons for the
Holocaust, thereby indicatiﬁg that they understand how
other factors accounted for genocide. ‘

In sum, students' learning r;lates to teachers'
yoals and the specific objectives of individual curriculum.
Students learn abou; the Holocau;t in terms of prejudice,

racism, and the responsibilities of many people and events.

Teachiny studentrs the history of the Holocaust -- why and
when particular events occurred -- is associated with a
~103-
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¢ greater emphasis on economic factor)s, rather than on
political factors or social forces. “Perhaps economic
explanations are the easiest to teach or have the greatest
- meaning to students in their own lives. Only Brookline
students continue to give great weight to social fact:.ors
‘after the unit, indicative of this curriculum's particu-

. < .
lar objective of “"facing history and ourselves," where .
students are encouraged to focus on the underlying social
and psychological contexts that are illustrated by spe- .

cific events.

TABLE 4-5 T ) -

WHY HOLOCAUST HAPPENED
(Percentage Responses)

\

Brookline Great Neck NYC Philadelphia
Reasons pre post pre post pre post ' pre post

Prejudice/Racisn/
anti-Semitisn 31 55 57 53 40 41 51 61

Jews 2 0 0 2 4 6 0

2
Rest 0 5 2 4 9 17 2
Germans 12 9 5 6 5 6 5
Nazis 5 4 5 3 2 2 2
Hitler 36 11 20 23 16 13 22
Social forces 3 4 1 1 3 9 2

Other 0 7 3 2 2 2

[

Don't know/No response 12 5 7 4 20 4 17
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4.0 Lessons from the Holocaust: A Qualitative Interpretation

students learn many lessons from studying about
the Holocaust best expressed in their own words and thoughts.
In th1s section we will examine how students understood

four basic themes common to the Holocaust curricula:

-~ Their feeling about prejudice and racism in their

own lives and in the lives of others around them;

- Their knowledge of why the Holocaust happened,

who was responsible ané for what reasons;

- Their own personal sense of making choices and
deciding what they individually would do in

specific situations;

- Their own ability to generalize and interpret
from specific historical situations to contem-

porary events.

We conducted 40 to 50 minute interviews with small
groups of students from each of the participoting classes.
Groups averaged 4 to 6 students cach and provided an
opportunity for extended discussions about the course
or untt. (The 1nterviewer's yuestions are presented in

Appendix C.Y As we shall discuss below, students in each
-105-
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school district expressed many common concerns about
Holocaust education -- what they had learned and what

they thought was most important. Nevertheless, there

- .

are’ striking differences in how students interpret the
' &

meaning of the Holocaust in their own lives.

L - 4.1 Brookline

Brookline students described scapegoating, pre-
judice and discrimination in terms of their effects on
human behavior in general and their‘own behavior in
particular. Scapegoating in Nazi Germany had economic
roots; as one student observed: "The country was in really
bad economic straights (sic) and they (the Germans) pro-
cecded to blame someone for their problems and they just
took a minority and it was a small minority... they just
started trying to pick the easiest scapegoat." Another
student in a different group commented, "They (the Germans)
were upset because they didn't have jobs and it was easy
for Hitler to blame the Jews and for others to follow...
it was casy to scapegoat the Jews and other people... it
started with them (the Jews)‘but a lot of other people got
caudht in the Holocaust." Other students vividly recounted
the remarks of one speaker, Father Robert Bullock, and his

discussion on the roots of anti-Semitism. "Anger is just
-106~
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against one person while hating was towards a whole group
\
of people... hating and anti-Semitism became the energy

for the Holocaust." Hitler was able to use anti-~Semitism

in Germany to suit his own ends.

. The Holocaust had knowable causes and consequences.

— It happened "because people were Stupid and did not under-
stand or see that Hitler was gaining a lot of power. They
believed him because they wanted to." This history came
to have a very personal meaning to the students. "Like
everyone had to salute Hitler and kids had to go to special
clubs. Everydne was 5ust devoted to Hitle;." "they had
no choice; 1f they tried to resist they were shot. If kids
didn't salute they put parents in jail becauvse they thought
it was the parents' fault that they weren't teaching them
respect for Hitler." And this history served to illustrate
many of the larger themes of the social studies curriculum.
"Last yedr we learned about human rights, the Constitution,
and democracy. Here we have an example of what happens
without democratic government." "It's good tO learn about
the Constitution right before because it made the Holocaust
unit much more meaningful." Contrasts and contradictions
became abundantly c%ear.

The class discussions "serve to make you think

about your own 'ife and other people's lives," for the

.
-107-~
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to contemporary situations of

.

unit cnables students to reflect beyond historical events

morality and evil. This

remarked. '"Sometimes I think

all this homework, but then I

it and say 'forget it

‘'or many students one
HolocausF involves developfng
"You

sibility for decisions.

for your rights, even if fear

the Holocaust just begglng for some wauer,

unit "makes you think about your own life," one student

I'm so unlucky when I have
think back to people during

T -

I shake out of

important implication of the
a personal sense of respon-
have to learn to stand up

is involved." "Many people

thought they would get killed if they did get involved and

nothing would happen to them if they stayed out of it since

Hitler was going after the Jews." 0nl§ a few risked their

-

lives to save others.

A few people had a sense of moral responsibility

-
.

and tried to act on it. Others fel* that things were .

wrong but were unable to do anything. “Some people wanted

to help the Jews but didn't realize how bad things really

were " The i1ssue of responsibility extends to a national

level as well: "The United States did not really help

unt:! rnuch later; I thouynt that the United States was a

really big place that would help; then I found out they

didn't really helb and 1t was kind of disappointing." 1In

&
-
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an admittedly imperfect fashion, students struggled to

°

express the moral responsibility of others about what they

&

should have done. WYhether the Holocaust could happen

again, or whether it gcould happen here was an open gquestion

students cautlously and thoughtfully generallzed to con-

e e R _

E

RIC

temporary events. It would be harder for the same thlng

to happen here "because of our system of check and balances."

But "Reagan and Haig have the pcwer to destroy the world”

if thy so choose." "If the Holocaust did happen, no one
would receynize it." Therc was little consensus, but many
opinions.

* RS

s Preventing another Iliolocaust was a different matter.

A key component was awarcness: knowing the limits of human
potential, gartlcularly in the extreme. "If something is
evil, resist 1t right away. All »f us have the potential
to do stupid thip; .” Exposure is a ke§ factor.

) In sum, ‘euraing about the Holocaust for Brookline
students raised many tssues and dilemmas and offered few
solutloos., By their own reports, it engaged their interests
aﬁd enutlons 1n many new ways. It posed meaningful problems
that they had not previcously thought about. It made then
think about ideas and values that they felt they needed

to know as they advanced through their teenage years.

Perhaps, for the first time, they felt they had to try to

-109-

PE

O ‘ . ld R

RS )

Aruitoxt provided by Eic:



make moral judgments. Facing History and Ourselves was

an emotionally demanding course but one whose content ‘ |

was well worth the effort.

ERI
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4.2 Great Neck

For students in Great Neck, studying about the
Holocaust had a special twist. The majority of students
we interviewed were Jewish and a sense of Jewish con- >
sciousness pervaded all of their discussions, even when
n?néJewish students had to relate to the Jewish concerns
of their beers. Consequently, Holocaust education took
on a personal and profound meaning: many students had

studied about the Holocaust in Hebrew school, but in public

school, one student observed, there was "less concern with
the personal story, the personal Jewish tradition" and

more emphasis "on a detached historical perspective."

Another student observed, by comparison, that the public
school curriculum used "more factual accounts and more

visual aids." The unit was unlike any other course they

had had in school because, to paraphrase a number of students,
the naterial was more immediate and relevant not only to

their academic life but to their family life and other
relatidnships. While Jewish students had their own special

involvement in the course, non-Jewish students felt, as




one student put it "there should have been more attention
paid to the other victims as well."

In other words, Holocaust education here aroused

‘very dif ferert kinds of feelings about prejudice and dis-
crimination tﬂan in the other three districts. In part
students perceived these concepts as a conflict between
Jews and the larger society. It reminded them of other
persecutions of the Jews. It is strikihg that only a few
of the students interviewed mentioned how the Holocaust
was an outyrowth of prejudice and anti-Semitism in Germany
and other countries. .
Spudents felt they had learned many things’ from
study ing sbout the Holocaust, both in terms of history

(what happened and why) and interpretations. They learned

3

"how Hitler came to power"; "the force a leader can exert";
"how some Jewish children were trained to resgist, actively

and passively"; "how a minority was in danger"; "the

brutality of the concentration camps." They were "devas-
tated and could not believe it." what sfudents learned
hdd a didactic tone as well: "People will more easily

believe a }ie than a more difficult truth." ."Nothing -

.. -

the Germans did' would ever be surprising." "People try’

to see tﬁo'bright side of everything no matter how grim

it is." BSeyond moralizing, students also responded phi-

~ -111-
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losophically. Adolescents are naturally critical of the
system, one student remarked because "we need to know the

facts, the historical facts. Who else will do the changing

E

O
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if we do not?" "We are in our most impressionable years
and we ought to be impressed now with the necessity for
justice." The Holocaust provides a "negative example"
about the éffects_of injustfce. . '

Students struggled to find‘personal meaning in
the material. As one student said, what he learned was
“iueredible agd the more you learned the more incredible
it became, literally incredible." "You must believe, par-
ticularly when things are frigﬂtening, when heaiing then
only in rumors, you must believe." One student felt that
"“there must be international organizations to monitor the
actions of nations," while another felt that "we must
learn to hear individual voices and give them credence."
Another despaired at the possibiliky fo} collective action
as 1t is difficult "for an individual or for a small minority
to change the course of a national event."

The meaning of the Holocaust, however, revolved
around a familiar theme: learning about,the Holocaust is
essential "so that it will not happen again." However,®

this theme had two meanings, one for Jews and the other

for veople 1n general. The Holocaust could not happen




again "because the Jews are too alert, too united."
"There was no unified Israel™” during the Nazi era so "it

could not hapggn agqiq:" In some sense that individual

E

students did not describe, the state of Israel serves as

a protector. Others pointed out that Israel itself,

. surrounded by enemies, was at peril.

Generalizing to other groups, something like the

b

ilolocaust might only recur "when people are not unified,"
wﬂén there was "a vulnerable and exposed minority, troubled
times, a strong leader and followers." But there were many
minority Jroups in the United States and many people con-
cerned with minoriiy"rights which, students felt, made a
recurrence nost unlikely. There were "too many people
that watched, and peopie were too vocal in their protest...

thus if the Ku Klus Klan did kill'someone in the South
it would only be a one time thing." A large scale mass
movemeny ~ould not be mounted.

Other students were considerably less sanguine.

One observed that yes, it could happen again because in
times uf uncertainty "we tend to look towards our leaders
and look uncritically at them." "It is possible for a
great number of people to be led into accepting something

they would not ordinarily do." Moreover the Nisei expe-

rience during the Second torld War snowed that something

-113-
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similar could happen iq the United States "for sure."
Study about the Holocaust aroused a great deal of "shock
and anger that.it could happen again."

| What students were able to do with this anger and

what they felt the responsibilities of others should have
been was a different matter. Many of the students felt
that America in particular should have become involved at
a much earlier stage, and other governments during the
1930's and '40's should have done more to protect their
Jewish citizens, or accept Jewish refugees. What seemed
most important to students now had to dc¢ with what habpened
in their own school. In one high school some students
had been part of a group called SHARE (Stop Hatred And
Respond Effectively) which had organized a day-long teach=
in on reducing Prejudice during the winter. This organiza-
tion had been formed in the fall after the high school had
been vandalized one night with anti-Semitic graffiti and
students and teachers felt they needed to do something to
express their outrage. "Kids in my own town can do this;
kids that I grew up with could be 1n such total ignorance
and have such hatred." Something had to be done so that
anti-Semitism at the high school did not happen again.

In sum, students' responses to Holocaust education

in Great Neck are jualitively different from those in other

~114-
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districts, even though they express comparable themes.

For Great Neck students, understanding the Holocaust in

_their own lives concerns coming to terms with relation-
ships between Jews and non-Jews in historical time and

in the present.

4.3 WNew York City

In comparison with Brookline, Great Neck and
Philadelphia, New York City students spent relatively
little time describing the Holocaust in terms of the
consequences of prejudice, racism, scapegoating and dis-
crimination. One suspects that Lhese more standard
appreaches as to why the Holocaustmoccurred were of
sli%ht interest. Rather, they seemed to be preoccupied
with the study cf the Holocaust as a study of the causes
and consequences of evil.

As one senior described it, in other courses "we
learned about what happened during the War and even though
horrible thainys happened -- bombings, soldiers dying --
they were normal. But this time we learned about ‘'bacd
;hings' that men Jdid that were not normal and that happened
for no reason." Or as 5£other student in the same group

exclaimed "Who had the right tc do this? How could some-

one have thought to do this?"

=115~
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From the .perspective of another group, using
the Holocaust as a forum‘tovdiscuss racial problems was
not really appropriate; thexhopic in itself was cold,
narsh and difficult. Rather, the first time these stu-
dents faced » - methiny "where men are net jood but basically

evil," and, initially at least, this realization releaseas
hard-to-handle emoticas. This group was conceraed with
working through and understanding their own rcsporses
and reactions. Or as another predominantly black group
of seniors explained, they looked forward to their class
about t"he Holocaust because "it was something different,
it was a study of human relationships in which people
could get their feelings out.™

Learning about the Holocaust provided students
with many opportunities to understand peolitical and social
factors from varying points of viev as well as to explore
therr own emotions. “We have nou rigyht to judge what the
victims should have done," one group explained. “They
were victims. It would bLe cheap for us to judge; we were
safe: they were 1n jeopardy. It 1s more important to ask
why the Nazis did what they did than to ask why the victims
di1d not react Jafferently.” In their own lives they would
compare this situatiun to a woman being raped: the emphasis

should be not on what the woman Jid or why she was there
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but on the violence that was done to her.

By comparison, seniors in the predominantly black
group felt that the victims should have done something,
they could have "at least killedone Nazi cven if it meant
they were going to be killed anyway." "There was nothing
to be gained by being law abiding; they should have had
revolts." But the problem of whether and how a woman
should resist if she was beiny raped vroduced no clearcut
answers: one girl volunteecred that yes, she would "fight
back, but only if she had a backup." Brave words were
tempered by realism.

N Similarly, the issue of what the rest of the world
should have done produced different points of view and
ideas about where responsibility lay. At the simplest
level, many students unguestioningly remarkea that most
pQOle "had no knowledge of the Holocaust at all," at least
until 1t was too late: Nazi propaganda cleverly masked
what was going on. One of the students in a predominantly
black group explarined that "even thouyh the world did know
but not exactly it was really a case of cverybody saying
"1t's not me; I'm not there, so wh;t the hell!" "Who's
responsible is not a question because really nobody is

to blame -- things just happened." Students in another

group were more sangulne: "Unless it hurts you individually

-117-
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you are not going to yet involved." tudying the lolocaust

seemed to heighten a certain sensc of apathy and powcgless-
ness. - \
That the Holocaust might happén again, that it
, could happ;n\herc was taken as a given, particularly "if
people were desperate enoughz\if they were frightened
enough,” if therc was a depression and people felt they
.Had no élace to go. HMinority groups, blacks, and Hispanics
would be particularly likely targets. But having raised
the 1ssues, students had -only rudimentary ideas about what
they could do, or what should be dgne to prevent another
fflolocaust. One¢ group mentloned,that "neo-Nazis and the
KK ought “to be restrained.” An uninformed populace, our
rapidly developing technology and the tremendous power of
the media to influence opinions, only add to the dangers.
Teachiay about the Holocaust was onc way to make sure
that 1t does not happen again.
In short, for the junior and senior high school
students we talked to, learning about the Helocaust raised
nany deep feelings: "the rest of the world should have

done something,” one girl said because "it (the world)
was facing the epitome of evil." But, students did not
rceally talk abuut how they would translate their thoughts

ana feelings intc specific actions, as they were unable
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to control events around them.

4.4 Philadelphia

Philadelphia students

consequences of prejudice and

were very aware of the

racism both in terms of

what ha?pened tc the Jews and what might happen to them
in their own lives. Learning about the Holocaust provided
many opportunities to discuss how and why the Nazis were
able to exclude and then proceed to destroy the Jews so

effectively. One

¢
for instance, described stereotypes at length when

Stereotyping obviously had a role.
group,
explaining what they had learned in the unit, and then
proceeded to explain the importance of breaking them down,
and not always stereotyping people. Another group spoke
for a while on how easy it was to see other races and
people as different and therefore not really worth caring
about. They described how Hitler and the Nazis were able
ty stereotype all Jews, exclude them from German society
and finally herd them into ghettos as part of the Final
Solution. Quite perceptively students in this group
wanted to describe how the victims then felt about what
was happening to them: the self-hatred, the dehumanizatidn,
In a comparable

the growing sense of powerlessness.

situation, more than one student said he or she probably
3
\




would have yiven up and chosen suicide as the only way

out.” One suspects that students frequently felt so over- !

whelmed with the sheer power of the material that they

could not really say what their own reactions would be‘{3
In Philadelphia, students' knowledge of history

was also colored by their ability to interpret historical

events. For exanmple, one group of students described

that they would most likeliy remember Hitler's skill "to

seduce his fcllowers" into believing him, thus "abdicating

any crit:ical ability" that might challenge his authority:

They cnuld explain that this Holocaust occurred because

of the political realities and social conditions of Hitler's

Gernany.  However, they would not (and did not) mention

historical anti-Semitisn: "Jews were chosen as Hitler's

prire target becausce they were there” and not because

there were historical precedents for using ther as scape-
goats,
The 1ssue "Why the Holocaust occutred" in another

woup led to a long Jdiscussion about majority rule: a

o

vinoraty o feels weak and ternds to hold back to see which
. .

wiw e rajority will o, "The@fajority rules; so shut

up or die.”  The historical lesson, then, was that "the

Victios nadd te face the fact that there was majority rule

rn Serrany® an: o adthoutsh "1t was certalnly unjust, 1t was

P []

theerayority's rule,

"

YMoreover, "Hitler believed in him-
P
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self and was not afraid to proclaim that he had some
answers." Students presented a stark conception of history,
and their comments were not tempered by any discussion of
constitutional processes, checks and balances, or the
rights of minorities. ‘

With very little discussion, students in many of
tne groups said they felt "the Holocaust could happen
agaln“ and that it "could happen here." Meny felt that

blacks and illegal alien Hispanics, particularly in the

southwest, were the most likely victims due to discrimina-

tion, unemployment and deeply rooted social problems.

Rather than universal assent, one' black girl, while accept-

1ng the premise, was guick to point out that "this could

-~

1
not happen to blacks right now because they were too

-

twqc*hbr." LJAnd 1n contrast one group 1n a majority-white

worxing class high school went on to argue that the Holocaust
S

was "kind of a fluke,” and found 1t difficult to imagine

that any group 1n America "could be broujht to a point of

exrrene jeopardy.”

. vhat students felt they could do 1n their own
lives to avoid future nolpcausts was much harder to discern..
sthdents 1n many groups felt they needed "tu know, to study,
ty leatrn, the causes aml to watch for beylnninqs.“ Just

N

what the possible signs of Leginnings would be were not
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always clearly articulated. On a number of occasions -

students.mentioned. ~- almést in passing -- that the rest

- ©

of the world in, some sense is partially responsible for -

-

express the outrage. "Realists" in individual groups

- »

s thpvuolocaust: something should have been done if only to J

would then explair that not much could have bgen,done l
prior to 1939 wighout declaring war; consider, by analogy,
how ineffectual political protests have been in Afghanistan.
Others felt that nothing really could be done; the Jews

. and the rest of the world were powerless.

r; short, Philadelphia’students discussed at length

the specifics of how and why the Holocaust occurred and
had a number of fairly well crystallized explanations.
What they were then able to do with this information --
invterms of relating it to their own lives, to help thenm
make better personal decisions, to gonsider alternative
points of view -- is much harder to discern. Compared to
theair Explanatxons and reasoning, students' descriptions
of what they personally would do were much less detailed.
This 1s perhaps a consequence of the curriculum's emphasis
more on the historical record, the factual basis of the
Holncaust, with relatively less attention given to pre;gnt-
ing a definite point of view about what the specific event

per se meant. -
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CHAPTER V

CONCLUSION AND IMPLICATIONS

Holocaust education is not only recounting the
history of specific events. What is unfolding in the
process of teaching about the Holocaust is something much
more than just that. As the material touches the students,
they touch 1t in return and we see the Americanization of
the Holocaust. Common to all of the curricula described
in this report 1s tne central theme that the Holocaust
becomes an 1nstrument by which we teach the fundamental
values of Amer:ican Sociecty:

democracy

pluralism and respect for
difference

freedom from prejudice
individual responsibility

anti-racism

Whereas in the professional literature of the
Holocaust, which 1s the chief concern of the scholars and
acadenics, of the theoloyians ana rabbis, three 1ssues

predominate:

1) the uniqueness and/or universality of the

Holocaust

QO
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2) the Holocaust as the mysterium tremendum -~-—
the awesome mystery =~~ which dares not be

penetrated but merely described or barely

approached

3) the Holocaust as the source of an absolute

separateness and distinctiveness among people.

These, however, are not the starting points for
the curricula studied. All the curricula have a common
methodological assumption that the Holocaust was profoundly
and distinctly a human experience, committed by human bkeings,
suffered through and undergone by human beings, in a human
society.

The Holcocaust seen as a fundamentaily human expe-
rience can be approached and dealt with. It can be discussed
and, yes, even understood and learned from by students from
grades 7 through 12.

Beyond the emotional encounter students learned a
great deal. We see from the questionnaire surveys in the
four dastricts that students gained new factual information
and that they developed a more comprehensive unQerstﬁn@ing
of the factors accounting for the Holocaust.‘ There are
distinct trends among districts, in part due to differences

in curricula, and in part due to the different characters

RIC o
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of individual school systems. For instance, Brookline

>

students continued to emphasize the importance of social

forces that led people to join the Nazi party while students
in Great Neck, New York City and Philadelphia stressed

the role of economic factors and the Great Depression.

This may be indicative of the differences in enchasis
between the Brookline curriculum ané the other three --
.between examining and explaining human behavior, and .
investigating and gquestioning human history. Or to take
another example, students in Brookline, New York City and
Philadelphia gained a greater awareness of the role of
prejudice and anti-Semitism in thé llolocaust after the

unit. Great Neck students, by comparison, were already

very aware of the role of anti-Semitism, and their learning
led them to consider the importance of other factors.

The Holocaust curricula are not used, as some :
might have feared, to differentiate between Jews and non-
Jews, but rather they become an instrumentality by which
the barriers between students are reduced and even uccas-
sionally breached. One black student spoke about telling
the Holocaust story in his Brooklyn neighborhood where it
had never been heard and getting the response "God, we
thought we had 1t bad!" In Great Neck, a predominantly

Jewish commumity, we see that this unit, instead of inten-
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sifying differences, sparked some of the most honest and
person?l discussions the students ever had in their entire, .~
eéucational experience.

Over and over again we heard reports that the
ilolocaust was regarded as special, as unique and as dis-
tith. But it was uﬂique hecausé its content was of a
distinctly intensive hcman character which had the power

to attract and resonate in the life of the student. Tt
had the ability Qo engage ard challenge the student as
nothing had before. Toachers in every district and in
almost every integview stated that they did not change
their methed of teachiny for this subject matter. Using
texts, visual aides, perhaps they planned more time for
discursion. They thought the course was so different, so
succe .~ful, because ¢“ the content of the material. But
as the interviews proceeded it was evident that the tra-
ditional methodologies were too narrow to channel the
flood tide of student interest. We heard of student
research in newspaper archieVes, librarians being hard
pressed to meet slow learners' demands for more books
they could read, survivors engaged in seriéus, searcﬁing
dialogue with students, propaganda techniqges being ex-

posed in television commercials. . Artists ran the gauntlet

of questions on how they could put the horrible into

ERIC
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artistic¢ form and whether they should do so.

1f this report says anything it says that with
regard to the Holocaust, tne conten: prevails, and moct
methods, no matter‘how predictable, will sukfice. Yet
the content spoké so cumpellingly and so deeply engaged
the entire student that the methodology altered accord-
ingly. One must recall these students were not only

~

Jewish students or bldckbstudcnts but all that rich mix

0 R -0
of class, color, multi-national heritage and range of
ncllgxuus_bﬁlief and comiitment to be found in the American.

.Public School Systen. .

There are cautions that are raised:

one ~f the problems that haunts the theologians,
tne historrans and rarticularly the survivors is the
ganger of cheap analogies of the Holocaust eroding the
meanting of certain terms, which, because of the freight
of suffering and meror; they carry, have become eﬁdowed
with a sacred character. And yet 1f the student relates
the Holocaust geeply to his, her personal life how can we
prutvct‘frum 1q&dequata,ur cheap analoyies? As the Holo-
caust enters the main stream of public education there is
no vrotection, and we think it may be safely said it needs

no protection. One of the things we might discover from

this research is that the content in itself is such that

-127-
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it establishes its own integrity and imposes the extent

of its valid use.

The second caution that is raised by scholars,

rabbis and moralists, is the questior of judgment.

Premature judgment may be immature judgment. The
Talmud instructs, “Do not judge a person until you stand
in his place." American pop music pleads with the hearer
"to walk a mile in my shoes." So over and over again th?
students turn back to those brutal times and ask, "what
would I do?"; "What should have Been done?"; "How would I
have chosen?": forever testing themselves, their moral
integrity, the range of their empathy and the sense of

‘ their coﬁmon bond of humanity.

We began by saying that something profound is
happening in Holocaust education: it is the Americanization
of the quocaust. As an event of this magnituae is iné«r—
porated into the pmerican educationil system the lens
through which the data is seen is n:cessarily an American
one. The categories relate to the experience of American
students in various communities throughout this country
and also to their teachers. There is no resisting this
tide, and indeed from our research we find that the unique-

ness of the Holocaust is underscored by this process of
-128~
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filtration and absorption. 1Indeed its specialness is its
own best withness, communicating itself most profoundly,

N

most clearly and incontrovertibly.

The perceptiole differences am;ng districts are
really secondary to a larger educational theme: Holocaust
edacation works best when students directly relate ghe
information to their own personal concerns and to their
own lives. For some New York City students, for example,
this meant considering resistance in the context of whether
and under what conditions they would resist a potential
rapist. They well understood the victims' dilemmas when .
confronted with overwhelming force. For some Philadelphia
students, to take another example, relating themes to their
own liyes meant understanding how groups can stereotype ‘ \\
one another. It is very ecasy for some groups to sece

N opher§ as racially different and therefore not really
worth caring about. What happened to the Jews in the
1930's and '40's could well happen to another group in
the future unless individuals are able to recognize the
dangers and act decisively.

We must risk pointing out the obvious. There is
much learning that takes place in these classes not only
in the cognitive domain but such affect is engaged that

the outcome defies imagination to predict. We have students
-129-
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making the bleakestatement that in the Holocaust they
see not only the incident of a social structure pexrverted
and eventually destrnyed bdt also an intensified perception
} of the human conditinn. As one black student whose color-
i ful language kept a1 whole group sparkling said, "I guess
| the bottom line is there's an Adolph in me and an Adolph
in you." Or a niath grade girl sighed "I learned that ny
. humanity is not a given, but a construct." And yet they
react with a fundamental innoce:nce -- an innccence that
is rooted 1n the question they ask over and over again:
"What 15 rhe responsibility that the individual bears,
aot only for his or her own fate, not only for thuse con-
demned to death or those who pcrpe trated the atrocity but
e also for thos. whr lived on the planet in which the liolocaust

happened?" They are left with the most profound of Juustions,

.~ “"What should I do?"

Are they too young te face the abyss, to grapple
with thls material? Let €heﬁ be their own witnesses.

"If these are our most impressionable vears let
us at least be impressed with the necessity for justice "
"Everyone tells you kids are critical -- but vho else is
going to fix up this mess."

We can also cite evidence of the DIT séandurd
test whlch‘shows that their exposure to the Holocuaust daid

-130-
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_not shatter their moral structures or rupture their patterns
‘oL judgments; they were able to or3anize it and deal with

1t within the framework of their alrlescent abilitQ and
?Erception. They did not succumb; .or were they washed

from their moorangs. They incorporasated, at least for now,

this particularly difficult hastory.

In the short run these results may not give comfort
to the moralists who somehow want * . dérive clear moral
lessons or incontrover£ible mural tiuths £r.rm the Holocaust;
or to the evangelists who wouia convert all to a belief <
in the unmitigated evil of the perpetraturs, the pristine
sanctity of the victims, or the 1ne.cu.ar.e indifference

" of the bystanders.

we must candidly zay our ihvus!igétion will not
giver comfort to those Jews wnn set tiue Holocaust exclusively
frcm within the perspective ¢ T.w: b history and as the

rust profoundly painful of Jewi.h erperiences.. But over

and ovver again this project shtuws<L ¥t what took place
' ) '™

¢

within the classroom, in .the qu;g'of,ft'éents, in the
Itves of the teachers and vven {nt;n 1 i~ of the school
1tself, was education; eéuéygxun nui wi hout its problems,
Aifficultres, inadequacies and cven dangers. But perhags
1in this tine of diminished expectat.ons and heightened

criticism of the Public School System, one can report that

-131~ .
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. . in cormmunities with the rich resources of Great Neck,
the divexrsity of Brookline, the tensions of New York,

% © the divisions of Phila\delphia; among the gifted and the
h ’ less so, among blacks and whites, boys and girls, an:i

J‘ews and non-Jews, religious and non-religious, education >

did take place. The curricula studied had a measurable,

, . positive impact on those very values which undergird

* American society.

L1
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APPENDIX A

- LIST OF ADVISORY BOARD

HOLOCAUST CURRICULA ASSESSMENT ADVISORY BOARD

Dr. Dorothy G. Axelroth
Temple Israel :

1000 Pine Brook Blvd.

New Rochelle, N.Y. 10804

Mr. Peter A. Geffen

Hiigh School Park Ave. Synagogue
50 E. 87th Street

New York, N.Y. 10028

pr. Carol Gilligan

Larsen Hall 307

Harvard Graduate School of Education
Cambridge, Mass. 02138

Dr. Eric Goldhagen
Russian Research Center
1737 Cambridge Street
Cambridge, Mass. 02138

Dr. Art Green
6823 Quincy Street
Philadelphia, Pa. 19119

Dr. Marcus Lieberman
Larsen Hall Appian Way
Cambridye, Mass. 02128
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Assessment Advisory Board y{Continued)

A

Mr. Joachim R. Schneider
West Leyden High School
1000 North Wolf Road
Northlake, Ill. 60164

Sr. Kathleen waters, 0.P.
St. Agnes High School
13-20 124th Street
College Point, N.Y. 11356

<

2 -

Mr. Ira Zornberg
4219 Nautilius Avenue
Brooklyn, N.Y. 11224

Project Director

Dr. Mary T. Glynn
Assistant Director, ZACHOR:
The Holocaust Resource Center
250 West 57th Street .
New York, N.Y. 10019

Principal Investigators

Dr. Karen C. Cohen
M.I.T.

77 Massachusetts Ave.
Building 9, Room 366
Cambridge, Ma. 02139

Dr. Geoffrey Bock
M.I.T.

77 Massachusetts Ave.
Building 9, Room 370
Cambridge, Ma. 02139
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Assessment Advisory Board (Continued)

Ex Officio

Dr. Irving Greenberg
Director, ZACHOR:
The Holocaust Resource Center
250 West 57th Street
ilew York, N.Y. 10019

Mr. Qavid Szonyi

Assistant Director, ZACHOR:
The Holocaust Resource Center

250 West 57th Street

New York, N.Y. 10019 s

“

Dr. Michael Berenbaum
76-06 16th Street NW
Washington, D.C. 20012
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APPENDIX B

CURRICULA INFORMATION
SYLLABI

The Holocaust: A Study of Genocide, ORDER FROM: Board
of EQucation of the City of New York, Publications
Sales Office, 110 Livingston Street, Brooklyn, NY
11201 -- Checks should be made payable to: Auditor,
Board of Education

€
The Yolocaust: A Teacher Resource, ORDER FROM: Dr. Norman
Klein, Curriculum Publications Department, Stevens
Center, 13 and Spring Garden Street, Philadelphia,
PA 19123, 215-351-7245

Holocaust and Human Behavior, ORDER.FROM: Ms. Margot
Strom, Program Director, Facing History and Ourselves,
25 Kennard Road, Brookline, MA 02146, 617-734-1111,
Ext. 335

Social Studies Holocaust Curriculum, ORDER FROM: Dr.
Samuel Polatnick, Assistant Superintendent of
Instruction, 345 Lakeville Road, Great Neck, NY 11020
516-482-8650
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APPENDIX C

ALL INSTRUMENTS

S INTERVIEW

INTRODUCTION AND IDENTIFICATION (A~k position in school.)

A. Scope and Content

l. Could we start with some statistical information.
How many schools in your area are involved inlz
. Holocaust curriculum?

a. How many teachers does this involve?
b. How many classes?
c. How many students?

2. At what grade levels is the Holocaust curriculum
taught?

a. Jas there a particular reason or rationale
for choosing this grade level?

b. Is this curriculum optional (teacher/
principal discretion) or mandatory (state
- requirement)?

c. Is this curriculum part of a larger course
study or a self-contained course?

3. Are non-public as well as public schools using the
curriculum?

4. 1Is there any particular proportion in Race, sex, or
ethnicity of students using the curriculum?

B. History
1. who inmitiated the ideas for the Holocaust curriculum? ’
'
2. How did key figures from the community become involved?

-138-
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CURRICULUM DEVELOPERS INTLRVIEW )

B.

L.

ERIC
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History (Continued)

3. Did your cdurriculum évolve froma pilot study to
a system-wide effork?

4. How did the growing number of teachers become

~ involved?

Teacher Training

l. How is the teacher prepared and trained prior to
teaching the course?

2. Is there any in-service training or workshops
while the course is being taught?

3. What kinds of resources are available to the
tracher?

a. Support personnel to draw on for ideas.

b. Films, exhibits, for classroom use.
c. Personal exposure to the Holocaust.

Organizatior and Dissemination

1. Who makes up your adviscry group and how does
this group function?

2. 1Is there a role for the local clergy, local
educational groups, and cther professional asso-
ciations in your structure? Implemented?

3. Do you have any particular dissemination strategies
-- either explicit or implicit?

4. Arec other resource centers involved in your organi-
zational structure? If so, what?
Cormunity Input

1. How was the curricula proposed to your superin-
tendent, and what was the school hoard's reaction?

-139-
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CURRICULUM DEMELOPERS INTERVIEW

E. Commithity Inpuc (Continued)

2. wWhat kind of comritment has your school board
made to this program?

o

3. Could you estimate the length of time from
proposal to adoption?

4. Are parents aware that their children are study-
ing the Holocaust?

5. 1Is there any evidence that the Holocaust curri-
culum has had any impact on the students' home
life. {i.e., Jewish-Christian relations, geno-
cide, etc...)

-140~
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APPENDIX C,

“ ALL INSTRUMENTS .

HOLOCAUST CURRICULUM ASSESSMENT PROJECT

TEACHERS' INTERVIEW

A. Themes Cnphasized

1. Could you briefly describe the general context of
your Holocaust curriculum?

2. What are the main themes you try to get across to
your students about the Holocaust?

Probe:-

a. Context emphasized: history (world,
- » Europecan, German, American, Jewish);
literature; philosophy. ;

b. Intergroup relations, anti-Semitism,
Jewish/Christian relations.

¢. Values education and/or values clari-
fication; stages of moral development,
etc.
3. 0f the themeés we've discussed, which ones do you
think are wour priority in your course?

B. Approaches and Methods Used

1. Do you primarily teach this course us1ing” traditional
methods of lecture, reading, and discussion?

2. Do you.ever role play or ‘1se game simulations?
¥
3., Have you tried any audio-visual materials?

4. ldas there ever been an opportunity for discussion
or any first nand contact with llolocaust survivers?

-141- )
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TEACHERS' INTERVIEW

-

B. Approaches and llethods Used (Continued)

5.

Teachers' Goals and Objectives

Do you assign homework in your course? What kind?
‘Reading, interviews, projects?)

r
Are tests and/or quizzes given in this course?
(Oral or written?)

v

1.

Do you have any special ideas or attitudes of your
own toward teaching about the Holocaust?

* ¢
Is there any apparent difference in children's
reactions to learning about the Holocaust as com-~
pared to learning about other grade level subjects?

What aspects of the curriculum seem to have the
greatest impact on students?

Could you site areas that you would consider having
short-term effects on students? Other teachers?

What kinds of things would you estimate would have
long-tern effects on students?

What would you consider the greatest strength of
the curriculum? How about weakness?

Have you any suggestions for improvement? (How and
what?)




APPENDIX C

ALL INSTRUMENTS

HOLOCAUST CURRICULUM ASSESSMENT PROJECT

SMALL GROUP/STUDENT INTERVIEWS

l. Dpo you think this course on the Holocaust should be
taught?

How was this course on the Holocaust the same/different
from other courses you have studied this year?

2. After studying about the Holocaust, what do you think
vou've leavned?

Which things were most important and why? (p-obe £ilms,
speakers, readings, etc.)

What things do you think you will most likely remember
next year?
3. Why do you think the Holocaust happened?

Why do you think some people risked their lives to save

fthy or why not?
|
|
\
|
other people during the Holocaust?

4. Could something like the Holocaust happen here?

What can we do to avoid it?

~143-
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APPENDIX D

THE HOLOCAUST: STUDENTS' CREATIVE PRODUCTS

During the course of our investigation, we requested
that each student express hinself/herself regarding the
Holocaust in some kind of creative fashion. We left the
prodact to the teachers' discretion and hoped that through
analyzing what the students wrote, drew, and might have
said, that we could gain reinforcement and possibly addi-
t1onal insijht into the impact of Holocaust curricula on
students. 1In academic fashion, we did a content analysis
of the themes 1r the uolucaus; products just to give us a
Jeneral iduq or notion as to what emerged or what impacted
the most on the largest number of students. We found, how-
ever, that the :onte;t analysis gwhich is presented immedi-
ately below) was quite dissatisfying in terms of the eloquence
and beauty of expression of the students' original products.

In order to convey to the reader some of the authentic
or original feeling and eloquence, we follow the content
analysis summary with a selection of uvipressions from students
in the various classes studied which we regarded as both

typical and responsive to the yeneral curriculum spirit.

These puotes follow the discussion of the content analysis.
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STUDENTS' CREATIVE PRODUCTS

Content Analysis Discussion

Five ¢general categories fairly well cover the
themes coded 1n the students' creative products: emotions,
attitudes toward authorities and the Gernmans, specific
feelings on death and nurder, feelings tovard potential
fellow prisoners, ana life in a concentration camp. Under
these general categyories we found that the emotions ex-
pressed (in descendiry order of frequency) were hreakdown
or luss of spirit, withdrawal or depression, anger .or
hatred o>r disjust, pattl, loneliness, anxiety or tensicn
or fear, and boredom. ip terms of attitudes toward
authoritiws, the camp, quards, and the Germans, there N
were far fewer specific responses but they yenerally were
that the students felt they might resist a bit but be
caretal, they would obey to avoird punishment although some

would restst order and resent the authorities, and a few

would even try to escape. In téfms of feelinjs on death
and :ader (0 minor theme), two students felt that they
would decerve themselves and try~to wynure the fact that
th~y might die, one student felt that she would become

detachest anl net care anymore, and another felt that he

weuld value life more afterwards. In terms of feelinas
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STUDENTS' CREA'I‘IV‘E PRODUCTS

. o A ‘ . ~ -, ’

content A;'nagsis Discussidn (Continued)

toward fellow prisoners, the strongest comment
involved the fact~tfmat the students felt that they would
not dévelop friendship for a Gariety of r'easons - there‘
might nat be time, fear of death, it wouldn™t be allowed,
tension, you would have tp put yours‘{alf first and distance

yourself from others; furthermore, st‘ﬁdent’s felt that they

would want to lift spirifis and try to help others feel
better and would want to help thoseé worse off than thegy;
»

v

they would want to make frignds and be part of a group
struyyle of people trying to get out bug: imagining them-
selves in a prison camp situation; they primari‘ly felt
that they would not personally develop friendships with
other peorle. Finally, wltmat life would be like in a con-
cuptration camp involves multiple statements that student§
could no't do normal things or enjoy 1ife‘, they would be ‘
‘ very concerned about survival and that would make cther
ConCerns ‘putL}', they would be affécted possibly permanently
‘and they would pxob‘ably have to develop.more independence
than they currentlv had to survive. Given these general
and dry thernes, let's turn to soume of the aétiua! statements

¢

or ‘sclectians from statements.

.
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i 'STUDENTS' CREATIVE PRODUCTS

I

// Content Analysis Discussion (Continued)

The following ten statements were selécted as
beLng especially representative. The total set of products

are available from the senior investigators.

1. "There is an evil presence before us. It
effects usually people living in an urban area
with a limited education. This evil is pre-
judice. "e have all races, creeds, and colors
living here together and we the American, must
seg’an e:ample for the rest of the world that
all races, creeds, and colors can live together .
peacefully.

Let's fact 1t pecople! There's gnod and bad in
all races. You have to realize this in order
to understand why prejudice is so wrong. So
whoever reads this and disagrees with me, try
beiny nice, and judge people individually, and
not by what they belicve in or the color of
their skin. Remember, it's up to us to make

A better world for our children to come.”
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STUDENTS' CREATIVE PRODUCTS

Content Analysis Discussion (Continued)

ERIC

Aruitoxt provided by Eic:

"The Holocaust"
Holocaust is a world that kills. A world
that hurts. Holocaust a rotten subject to
learn. Holocaust a painful thing to remember.
Will there ever be another? Let's all hope
not. To have another means rmore killing.
More blood. There's been enough. Time to
try and save lives. Lives are very importart
things. Death doesn't prove anything. You're
just yone. Most don't remember. Most don't
care. Some, but not mést. It's time for
everyone to become peaceful -- Peace, love

to all."

"The Holocaust should have been prevented, of
course, but the idea of wiping out someth.ng
is a good one, such as putting that kind of

enerdy into wiping out pollution or crime."

"If the Nazi's tried to take me into a camp,
they wouldn't be able to without a fight. 1I'd

scream, Xkick, rant and rave. Wwhen in a concen-
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STUDENTS' CREATIVEI PRODUCTS

Content Analysis Discussion {Continued)

4. tration camp, I would be vicious and express
my hatred towards the Nazi's and Hitler. I

would never bow down to them nor praise them

die with my dignity and knowiny that I did
all I could to fight for what I believed in

even if it cost me my life. I would rather
than praise the Nazi's and bow down to them."

5. "I think T would rather have died than allow
nyself to be humiliated and crushed...But my
ambition, I Kknow, yguld not let my body nor myg
soul especially, give way to the cruel éreat—
ment I would have endured. This trait will,

I know, keep me alive and struggling.”

6. "I am caring. I hate to see animals being
killed and other 1nnocent people being killed.
This would affect me. I don't think I would

care anymore and I would be sick to ny stomach."

7. "...I wouldn't be generous anymore. I would

K

have to care about myself more than others in

order to survive."
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STUDENTS' CREATIVE PRODUCTS

Content Analysis Discussion (Continued)

8. "...instead cf trying to helpAothers get decent
clothes and food, I would probably want it for
myself. But it could also make me help others
even more than I used to. I guess you never
really kncw how you would act unless you were

really ther:."

"I would try .ot to hurt others like I've been
hurt in the camp. Most of all I will treat
everyone all as human beings like myself ang
not be prejudice against other people because
of their religion, color or race, as Hitler did

to my people."”

"...I would probably get killed within the first
week of being there simply because I hate taking
orders and most of the time I ignore them...I
would simply go crazy if T had to live, first
of all, in fear for my life, second, with someone
always cracking on me, with a crowd of other
people in the same room, and last, under constant

surveillance. I really think that living in a

ERI
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STUDENTS' CREATIVE PRODUCTS

Content Analysis Discussion (Continued)

10. concentration camp would be the worst thing

that could ever happen to me.”
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STATEMENT OF PURPOSE !

ZACHOR: A projpit of the National Jewish Resource Center.

[he Holocau,t shattered the previous political, philo-
sophiical, theolou,ical and ethical models ol rhe Jewish people
and of humaniry in rseneral. The implications we derive from
this evenr must be incorporated into Jewish life and religion,
as well as into the history and consciouspess of America.

\fter many vears of wilence and unwillineness to confront
the Holocaust's history and repercitssions, this past decade
has» seen a srowing avarcnes. of and ¢ now interost in learning,
mores about this event. At the same time, a new peneration of
neo=-Nazis seeks to deny that the Holocaust ever Look place.

ZACHOR: [Ler Holocaust Resource Center represents a major
attempt to stinulate, decpen and coordinate the prowing con-
Se1onsne s of the Holocanst o Jews have always incorporated
the central events of their bistory into their learning,
Iitnrey, ethics, relicion and enltural life. tentiles and
all people of cood will mast join in this task so that Ameri- ;
cag oalvvre and Christianity will learn about the Holocaust
And Lo lp inare that saeh destruction will never arain be
altowed to happen. ’

Zactor! weans "Remember!™ By teachiny ourselves and
others abop the Holocanst, by infusing content relating,
Lo it in every ared of o lives, our commitment to renewal
will triumpli over ovil and indif ferenee.

I HE REGORD OF ZACHOR .

« lnstrumenial in planned creation of major Holocaust
Meworial Centers in hashinston and New York and in
comwpmit ies throushoat Norrh America. v

* Helpine establish YOM HASHOAH (HOLOCAUST REMEMBRANCE
DAY) as the eentral day of commen..cation in the Jewish
calemndar and throwshomt the United States, e.pecially
throtich eolledtion and developrnent of praycr, litwurey and
ritnal tor Holocaust commemorar ion.

PUBLICATTONS AND EDUCATIONAL AIDS
* HHOAH: A Journal of Resources on 1 he Holocarst

< WHINESS 1O THE HOLOCAUST: seven teachine tilms (12-18
mwimt o5 cack) with study “euides combining documentary films
and narration by survivors; uniquely powerful films, de-
siengal 1o comnmunicate what happened and to elicit dis-
crnion ol the Tasuce, and implications (available July 1982),

< A A TDR TO PROGERAMMING ABOUL THE HOLOCALIST,  The most
conprehoensive caide available, iaclading, bibliographies,
Filmosraphies, cieo (available June 1982).

Abk L MENTS AL CONDLTALTOY

s A Lnen Jnent ol enrricala anase in Holocaust eduaeat jon.

v
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« Planmay, and prosamnine, lor formal and informal adult
education, tncludine comderences, workshops, »eminars,
lecture series and retreats

CONFERENCES AND _SEMINARS s

«  sponsorin: scholarly conferences on the theolow’cal
and othiecal implications of the Holoeanst,

«  spopsoriae ZAHOE FACUELY SEMINAR explorine research
on the trontiers ot scholarship about the Holocanst.

© tosspon-oriny, and/or participatine in conferences and

- wemipars at the communitv Level on the Holocaust's im-
plications tor rel1 ion, education, culture, law, medicine,
and other areas.

©ur aaided Virst Interaatio s Conterence ot the Child-e
of survivors (1979 1o <timi o e the tormation of a netvork
o osecond ceneration croups so that the children may take
o the task ol sitnoess beenin by the survivors.,
FOLLSSTONAR HEAME RESOLRCES

* trovidine scholars, ouest spedhers, lecturers,
ceficar toal and media consultants.

Colraiateys Jewrsboand other relieious aad communal profossionals.
f0URY

* Controntine the Holocanst: 1he ork of Flie hiesel

. (Indiang Vilverail © Proess, l‘l/‘)T

. .
v Dagai .o aned chri tiamt v \Mrer the Holocanst: the Next
stexs (Lort byoml ne)

[RATNETS 3y

ENROLTIVE COMMITLIEE - ZACHOR

Irvin Frank, chairman
Jerttres Bovko, Vice Chair . v,

2i¢ hard korcuan, Lovisyville, Kentichy ¢ =
Dro Sidney Buasis, fitrsbureh, Pa.
. Jeven and usan Camwines, Mont real o Canada

Frotoo Alice and Ao Rov khekardt, Coopersbore, fa. |
trats fleare by Feineold, New York |
rren 1o Houston, 1oxans |
. shoda oldiman, san I rancisco, Calitornia |

sol oliteia, Skokie, I1linois . |

Favil o Rorttmian, san Antonio, loxas

Mile s Lernen, Vi Tand, Vew Jorsevy

Sillian Maser, N York

Benyanila peed, New York

Rov o fobn faslikowski, Chicaco, [1linois

onmet Htrochilits, New london, Conpectiom
s Frote bavid se-inberse, Toledo, Ohio
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