POTiETs ey SCHORLS

Resource Notebook
Revised 2010-11




Teacher’s Guide to Using this Resource Notebook

This resource notebook has been developed to help teachers integrate history, literature, and the arts
into the humanities curriculum. It is not intended to be a curriculum guide, but rather a supplement to
the district approved curriculum. In planning daily lessons, teachers should use this notebook along
with the district curriculum guides in Reading, Writing, and Social Studies.

Teachers should not attempt to use every item in this notebook. Instead, they should choose a variety
of reading selections and activities that will help students understand the historical time period and
thematic connections for each unit.

Each tab in this notebook contains recommended readings and resources for one unit in the World
Studies curriculum guide. This material includes: recommended novels and literary connections, art and
music connections, reading study guides, primary sources, supplemental activities, and novel study
guides.

The study guides in this notebook are based on reading selections from the Humanities custom reader,
The Western World. The selections in this book were chosen by CCS Humanities teachers from a variety
of databases in literature and history.
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Humanities - Teacher Resource Notebook

Essential Question: How do we understand the world, past and present?

OIS ey SeHORLS




Teacher Resource

Humanities - Table of Contents
Unit 1: Foundations of World Studies

Recommended Reading and Resources

Teacher Articles/Readings

Suggested Methods for Integrating Primary Sources into Classroom Instruction
Reading and Rewriting History

Not Just the Facts

Primary Sources in History: Breaking through the Myths (excerpt)

Students Readings/Activities
Perspectives: Why Historians Disagree
History the Weapon

An Introduction to Art and History

11

12

14

16



Teacher Resource

Humanities - Recommended Readings and Resources

Unit 1: Foundations of World Studies

Novels
None

Language Textbook Correlations

Elements of Language, 3" Edition — Grade 9
Thinking About Reading and Writing, p. 2
Writing an Analysis of a Poem, p. 168

Humanities Reader Selections
On Writing about Literature, p. 1
Writings about Poems and Paintings, p. 21

Websites

Historiography

http://www.cuw.edu/Academics/programs/history/historiography.html

Social Studies Skills Tutor

http://www.phschool.com/curriculum support/ss skills tutor/content/pop.html

Read Write Think
http://www.readwritethink.org/

Ohio Social Studies Resource Center
http://www.ossrc.org/

National Geographic Atlas Site
http://www.nationalgeographic.com/xpeditions/atlas/

United Streaming
http://streaming.discoveryeducation.com/index.cfm

Glencoe Literature Library
http://www.glencoe.com/sec/literature/litlibrary/

Art and Social Issues
http://www.artandsocialissues.com
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Teacher Resource

Humanities - Article

Teaching with Documents, How do | use them?
Suggested Methods for Integrating Primary Sources into Classroom Instruction

Social Education 67(7), pp. 414-415
© 2003 National Council for the Social Studies

1. Focus Activity
Introduce document analysis as a regular activity at the beginning of each class period to focus student
attention on your day’s topic.

For example: Place a document on an overhead projector for students to see as they enter the room; or meet
students at the door and hand them a document as they enter—as soon as the bell rings, begin a discussion.

2. Brainstorming Activity
Launch a brainstorming session prior to a new unit of study with a document. This will alert students to topics
that they will study.

For example: Distribute one or more documents to students and ask them what places, names, concepts, and
issues are contained in it/them, along with what questions they prompt. Write these on a sheet of butcher
paper. Keep this list posted in the room for the duration of the unit. Check off items as they are studied in the
unit.

3. Visualization Exercise
Encourage students to visualize another place or time by viewing and analyzing graphic materials.

For example: Post photographs, maps, and other visual materials created during the period that you are
studying around your classroom. Change these images as the units change.

4. Project Inspiration
Let documents serve as examples for student-created projects.

For example: If your economics assignment is for students to create a poster encouraging young people to
save money, share examples of World War Il savings bond campaign posters with them.

5. Dramatic Presentation Activity
Use documents to inspire dramatic presentations by your students.

For example: Share with students a presidential speech and ask a student volunteer to deliver it to the class;
or ask a student to present a dramatic reading of a letter; or assign students to write a script containing

quotes from primary source documents.

6. Writing Activity
Use documents to prompt a student writing activity.

For example: Share with students a letter and ask them to either respond to it or write the letter that may
have prompted it.

7. Listening Activity
Allow sound recordings to give students the sensation of being present at an historical event.

For example: Dim the lights in your classroom while you play a sound clip from an historical event and ask
students to describe or draw the scene and/or the emotions in the voices.
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Humanities - Article

Teaching with Documents, How do | use them?
Suggested Methods for Integrating Primary Sources into Classroom Instruction

8.

10.

11.

12,

Creating a Documentary
Use vintage film footage to encourage student-created documentaries.

For example: In place of a traditional unit assessment, assign student groups the creation of a 10-minute
documentary about the time period they have just studied. Ask them to incorporate film footage,
photographs, sound, and quotes from other primary sources.

Cross-Curricular Activity
Use documents to suggest and reinforce collaboration with a colleague in another department on assignments
for students.

For example: If a physics teacher assigns students to create an invention, share with students a patent drawing
and ask them to draw one for their invention along with a specification sheet. Or, share documents with
students related to the novels (or authors) that they are reading in Language Arts.

Current Events Activity (What is Past is Prologue)
Use documents to launch a discussion about an issue or event in the news.

For example: Select a document that relates to a person, event, or place that is currently in the news. Strip the
document of information about the date of its creation and distribute it to students. Ask students to speculate
about when it was created.

Drawing Connections Activity
Use documents to help students recognize cause and effect relationships.

For example: Provide students with two seemingly unrelated documents and ask them to connect them using
other documents. One possibility might be to ask them how the Lee Resolution and the Homestead Act are
connected. Student answers might include, “Three committees were set up as a result of the Lee Resolution.
One committee drafted the Declaration of Independence. Its principle author was Thomas Jefferson. He was
the president at the time of the Louisiana Purchase. The territory that became part of the United States as a
result of the Louisiana Purchase included much of the land that became available for settlement under the
Homestead Act.”

Integrating Geography Activity
Use documents to emphasize where significant events have taken place.

For example: Post a large map of the United States or the world on the classroom wall. Each time a new
milestone document is discussed, place a pin in the location where the document was created and/or where
its impact was the greatest.

13. Small Group Hypothesis Activity

Use documents to encourage creative thinking and the significance of a particular document.

For example: Divide students into small groups, provide them with a document, and ask them to consider
“what if” the document never existed.

14. Self-reflective Exercise

Use documents to prompt student understanding of how actions of the government and/or events of the
past affect their lives today.

For example: Provide students with copies of the 19th Amendment and the Voting Rights Act and ask
students to consider the documents’ implications for their lives.
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Humanities - Article

Teaching with Documents, How do | use them?
Suggested Methods for Integrating Primary Sources into Classroom Instruction

15. Assessment
Incorporate documents into document-based essay questions to assess student knowledge of a topic or event.

For example: Provide students with four documents that relate to westward expansion (such as, the Northwest
Ordinance, the Homestead Act, the Pacific Railway Act, and the Morril Act). Ask them to use the information

contained in the documents and their knowledge of the subject to write an essay explaining the federal
government’s role in the settling of the West.

This list was developed by the education staff of the National Archives and Records Administration.
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Humanities - Article
Writing and Rewriting History
Sam Wineburg and Daisy Martin

September 2004 | Volume 62 | Number 1
Teaching for Meaning, Pages 42-45

Students learn to read critically as they plunge into primary and secondary sources looking for historical fact.

Several years ago, we toured a swanky new middle school rising on the broken asphalt of an urban parking lot. This
public school had a mission statement that read like a recruiting poster for a high-tech start-up: Students would
gain the skills not only to cope with the “information demands of the digital age” but also to “flourish in it.” A 13-
year-old guide led us to a classroom gleaming with computers where the teacher circled among students working
on reports on different countries.

We sidled up to one group huddled over textbooks and a stack of printouts from the Web. In neat letters at the
top of a “knowledge poster,” we spied the word “Pakistan” and the phrase “parliamentary democracy . . . religious
freedom for all.” We posed a straightforward question to the group: “How do you know that's true?” A pigtailed
girl with a gleam in her eye—clearly this quartet's leader—grabbed her book and thrust it under our noses: “See,”
she said, using her finger to locate truth. “Page 242. It says it right here.” We persisted: “How do you know that's
true?”

Judging from this student's quizzical expression, we might as well have phrased our question in Martian. A second
girl came to the rescue by summoning us to her laptop. “Look,” she said, pointing to the government of Pakistan's
official Web site. “It says it here, too.” We continued, unmoved: “But what if we went to India's Web site, and it
said that Pakistan was a totalitarian regime that oppressed Hindus and other religious minorities? What then?” The
students put their heads together and in an instant arrived at their response. “We'd vote,” they said.

Judging the Quality of Information

We begin with this vignette because it captures a truth that we have encountered time and again during our
school visits. In social studies classes, students amass piles of information and sometimes become quite articulate
about what they have learned. But the moment the discussion turns to assaying the quality of information, voluble
students turn mute. Asked to exercise judgment, they throw up their hands and vote.

We recognize that some would cry foul at our question, claiming that the ability to evaluate the trustworthiness of
a textbook is beyond the ken of the typical middle school or even high school student. Young people, according to
this view, should first learn the facts. It's only later on, when they take an Advanced Placement class or a college
seminar, that students would learn that historians argue over competing interpretations of history and sometimes
even question the veracity of widely accepted facts.

Back when the world presented itself in measured doses—the daily newspaper at our doorstep, the big three
networks on TV, the weekly visit to the public library—such a stance might have sufficed. But this Rockwellian
world has long since vanished. Ask any middle schooler with a research project how to spell the word library and
you'll get a six-letter response: G-O-O-G-L-E.

And what happens exactly when we cede to Google the role of quality control? Try typing Holocaust and
crematorium as keywords, and your surfing will eventually take you to an official-looking Web site for the Institute
for Historical Review, its home page proclaiming “truth and accuracy,” with a dedication to “promoting greater
public awareness of key chapters of history” and a dispassionate statement of its “501(c)(3) not-for-profit tax-
exempt” status. Follow a few links and you'll soon learn that, contrary to what you might have believed, the
Holocaust never happened. In our age of new technologies, every crackpot has become a publisher. The ability to
judge the quality of information can no longer be considered “extra credit.”
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Humanities - Article
Writing and Rewriting History
Sam Wineburg and Daisy Martin

Weighing the Evidence

The place to teach students to ask questions about truth and evidence in our digital age is the history and social
studies classroom, and we should not delay. Consider a unit we designed for the 5th grade, the students' first
systematic encounter with U.S. history in the curriculum. Our approach begins with a unit on Pocahontas, John
Smith, and Jamestown. This unit was designed as part of PATHS (Promoting Argumentation Through History and
Science), a National Science Foundation-funded project that aims at helping elementary school students
understand the nature of evidence in history and science."

It turns out that elementary schoolchildren know a lot about Pocahontas. Many can recite specifics: Pocahontas
saved John Smith, she was an American Indian “babe” and princess, and she was daughter of a chief. In fact, the
knowledge that students bring to the classroom about that topic shows the reach and potency of one of our most
successful contemporary storytellers: The Walt Disney Company. The Disney version of this story tells of
Pocahontas, a svelte, free-spirited 19-year-old, and John Smith, a dashing hunk of a colonist, who fall in love,
flouting orders that there be no contact between the Indians and the colonists. In this tale's dramatic climax,
Pocahontas prevents her father, Chief Powhatan, from cudgeling Smith to death.

Pocahontas's act of courage leads both sides to lay down arms and ushers in a new era of understanding between
two warring cultures. In the movie version, the characters are visually stunning, the plot straightforward, and the
moral lessons clear.

Yet this dramatic climax—Smith's rescue—may never have happened. The only eyewitness who left a paper trail
was Smith himself, and his two accounts are riddled with inconsistencies. The first was written in 1608, the same
year in which the event supposedly occurred (Tyler, 1907). It makes no mention of the threat to Smith or of his
rescue, and it uses words like “friendship” and “kindness” to describe meeting Powhatan:

He kindly welcomed me with good words and great platters of sundry victuals, assuring me his friendship, and my
liberty within four days.

The second account, written 16 years later, uses words like “barbarous” and “fearful” and includes the claim that
Pocahontas “laid down her own [head] upon his to save him from death” (Smith, 1624).

Why is the rescue mentioned in one account but not in the other? Was Smith concerned about being viewed as
less of a man if the truth came out that an Indian girl rescued him? In the first account, was he merely trying to
describe this new land and its unfamiliar peoples, choosing to omit personal stories? In the second account, was he
capitalizing on Pocahontas's fame after her move to London as Indian princess and wife of John Rolfe? Her death in
1617 probably meant that this second account would have gone unchallenged.

In this unit, students compare Smith's two accounts. They read his words and identify factual differences and
similarities. They struggle to explain the differences they see in the primary evidence. Only then do they turn to
historians' accounts of this event (see Adams, 1867; Barbour, 1969; Lemay, 1991; Lewis, 1966).

There, more puzzles await. Students examine four interpretations of this alleged rescue. Two historians assail the
veracity of Smith's later account on multiple grounds, such as the lack of corroborating sources and the
inconsistencies between the two accounts' flavor and detail. Other historians take Smith at his word, although they
claim that he missed the point: This “rescue,” according to them, posed no real threat to life or limb but was
actually a tribal ritual meant to signify death and rebirth, symbolizing Smith's assumption of a new tribal identity
under Powhatan's patronage.
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What are the facts of the story? What do these facts mean? There are no easy answers. Designed to teach the
interpretive and evidentiary nature of history, this unit pushes students to delve into the evidence themselves.
Students read, evaluate, and synthesize primary and secondary source material through carefully constructed
lessons that include guided worksheets and structured discussions. They use a timeline to calculate that
Pocahontas was only 10 or 11 when the supposed encounter with Smith occurred—hardly the Barbie-in-deerskin
of the movie version. Students consider parallels between how people might go about investigating historical
stories and how their principal, for example, might investigate some recent occurrence in school, such as a
cafeteria food fight.

In one classroom in which we piloted our materials, 7th grade students responded indignantly to the movie version
of the Pocahontas tale, expressing outrage at being fed a distorted, if not patently false, story. At the end of the
unit, they vented their frustration by writing letters of complaint to Roy Disney, who was at that time chairman of
the Board of Directors of Walt Disney Productions. Anna, an articulate 13-year-old, wrote the following:

I am sure that you know the basic facts: Matoaka (Pocahontas's real name) was 10 or 11 when the capturing of
John Smith in Virginia took place. She married John Rolfe and died in England. Instead of showing Pocahontas as
she was, Disney instead chose to perpetrate the myth of a handsome man: Captured by Indians in North America
and about to get his brains smashed out, John Smith is saved by the typical media-fashioned woman (almost
naked), with whom he falls in love. What confuses me is that Disney must have done extensive research before
making this movie. So why does it seem like just another cartoon? Maybe instead of taking true stories and
straining the truth out of them, Disney could create a story with realistic people (especially women) and an
intelligent plotline that tries to tell the truth.

The Role of Reading and Writing

Reading primary and secondary sources constitutes the heart of such an investigative curriculum, but reading is
only one part of a two-part equation: It must be accompanied by writing. As a capstone to this unit, students are
thrust into the role of authors, rewriting their textbook accounts so they more accurately reflect the truth of the
story. For example, textbook accounts almost never mention that when Pocahontas was 17, a group of Jamestown
ruffians treacherously abducted her and held her hostage for more than a year.

Literacy is the key word here, because the teaching of history should have reading and writing at its core. Years
ago, this may have been the case, but that time is long gone. In some underfunded schools, teachers struggle to
cope with low reading levels by reading the textbook aloud to students so they at least “get the content”
(Schoenbach, Greenleaf, Cziko, & Hurwitz, 1999). In other classrooms, writing in social studies is increasingly being
replaced by PowerPoint assignments, complete with bullet points and animation. But we can no more defend an
argument on why the USSR disintegrated using bullets points than we can journey to Moscow on the wings of a
Frommer travel guide. Working through successive drafts of the cause-and-effect essay—making sure that
paragraphs reflect a logical procession of ideas and that assertions are backed by evidence—is hard and inglorious
work, but there are no shortcuts. No celebration of multiple intelligences or learning styles that takes the form of
skits or illustrated knowledge posters equips us to answer those who would deceive us the moment we open our
browsers. Skits and posters may be engaging, but leaving students there—engaged but illiterate—amounts to an
incomplete lesson that forfeits our claim as educators (see Wineburg, 2001).

We are aware that we have crafted a decidedly old-fashioned message for a technologically savvy world. We are
also aware that our message differs from what one hears in the tired battles known as the “history wars.” There,
the focus immediately shifts from why teach history to which history to teach: either a so-called “critical” history of
broken promises and false hopes (where
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Writing and Rewriting History
Sam Wineburg and Daisy Martin

everything is up for grabs except this kind of narrative's underlying assumptions) or a story of flawless heroes that
prepares youngsters for an adulthood of History Channel reruns. Neither narrative begins to capture the
complexity of United States history or prepares citizens to function effectively in the future.

We need an approach to teaching history where the criteria for success have less to do with intoning loyalty oaths
(to either side of the political aisle) than with students' ability to participate in the literate activities that our
society demands. This means teaching students to be informed readers, writers, and thinkers about the past as
well as the present—a goal all parties should be able to embrace. Our democracy's vitality depends on it.
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Endnote

1 Principal investigators in the PATHS project were Sam Wineburg, Reed Stevens, Leslie Rupert
Herrenkohl, and Philip Bell. The opinions expressed in this article are those of the authors only.

Sam Wineburg (wineburg@stanford.edu) directs the graduate program in History Education at Stanford

University's School of Education.

Daisy Martin (daisym@stanford.edu), a former high school history and civics teacher, is a Ph.D. candidate at
Stanford University's School of Education.
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Not Just the Facts: Using Stories to Make History Meaningful
Linda Ankrum, Marty Potts and Dianne Kinkead

December 2002/January 2003 | Volume 6 | Number 4
Reading and Writing in the Content Areas

Students can memorize the facts about the Middle Passage, World War |, and the Vietnam Conflict, but how can
they really understand what it was like to be trapped on a slave ship, be confined to a sanitarium suffering from
burns caused by mustard gas, or trudge through the hot jungles of Vietham? How can we help students experience
some of the emotional impact of historical events? Of course we need to give students the facts, which can be
found in their history textbooks. But it's also important to lead students to consider how everyday people reacted
to such events.

Educators understand the need to make history come alive for high school students whose only firsthand
experience with U.S. history is the current War on Terrorism. To meet this challenge, we—a U.S. history teacher
and a reading specialist—teamed up to create ways to integrate trade books into the history curriculum. Young
adult novels give life to the facts found in our history textbooks and help students gain a better understanding of
the past by connecting them with characters who embody the emotions and feelings of a time and people in
history.

The Power of Story

Historical fiction portrays the human aspect of history. It makes real the human elements of humor, romance,
pain, grief, anger, life, and death in events. Students read historical novels throughout the school year and write
reviews that address the historical period, plot, moral or intellectual information, stereotypes, and character
analysis. Students are also asked to comment on the accuracy and clarity of the historical incidents portrayed. This
assignment gives students practice in writing, boosts comprehension, and advances their critical thinking skills.

The assignment also gives students a chance to associate with historical characters' adventures, actions, and
emotions—which helps make the event more meaningful. As one student remarked in his review, “I really
identified with the main character's emotions when his father was killed.” Another student noted, “It gave me a
better understanding of the hardships soldiers faced throughout the war. Everyone came into the war for different
reasons, risking their lives for others back home.”

Pairing historical fiction with the content of U.S. history textbooks gives life to the colorless facts often provided
about those events. Students become adept at seeing the relationship between real people in a real time. Such
ability also supports high-stakes testing in social studies.

Students learn to see patterns of change, interpret the past, and better understand various points of view.
A Little Friendly Competition

At our school, we also use historical fiction as the foundation for our biannual competition called the Battle of the
Books.

Students from two U.S. history classes and students from a class in American literature join together to compete in
a cross-curricular event designed to spark an interest in reading while integrating literacy into content instruction.
Students read two historical fiction books from a targeted period. After reading the books, two teams of students
create questions based on the stories they read. Each team then selects a smaller team of students to represent
them and participate in the actual competition.
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The format of the contest is similar to the Academic It's television quiz competition: the contestants sit facing each
other, as the rest of the class, faculty, and staff cheer them on. A captain from each team gives the answers. The
reading specialist reads the questions, and the classroom teachers make sure two basic rules are followed: (1) the
first team to raise a hand or sound the buzzer answers the question, and (2) if the first team is incorrect, the
second team has a chance to answer.

Our more recent competition featured questions about Paula Fox's Slave Dancer (Laurel Leaf, 1996) and Scott
O'Dell's Sing Down the Moon (Laurel Leaf, 1999). Student-generated questions included: Why do the slaves need
to dance? How many people were kept on deck and chained?

What caused the death of the Navahos at Fort Sumner? What emotion describes how the Navahos recall the walk?

Everyone gets involved in the Battle of the Books. Students from different classes work together to compete, and
the school newspaper publishes interviews with participating students. Faculty, staff, and supervisors are invited to
the competition, which heightens students' excitement and validates the activity. The rivalry creates an
enthusiasm for learning and helps students gain a deeper understanding of history.

By supplementing textbook readings with historical fiction and competitions like the Battle of the Books, we have
found two effective ways to help our students connect with the people and historical topics discussed in our
classrooms. These approaches also teach students to use more than one source to understand historical events.

And, by making history relevant, students better remember the facts of the events. As one student noted, “Mrs. P,
we're not just learning in your classroom. We are learning things we are going to remember.”

Linda Ankrum is the reading specialist at Loudoun Valley High School in Purcellville, Va.; Ankrum_r@midiasoft.net.
Marty Potts is a U.S. history teacher at Loudoun Valley High School. Dianne Kinkead is the supervisor of reading
instruction, Kindergarten, and STEP Pre-School for the Loudoun County Public School;

dkinkead@loudoun.k12.va.us.
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Primary Sources in History: Breaking Through the Myths
by Keith C. Barton

...A basic principle of instruction is that lectures are appropriate when students will learn from them just as well as
if they had located the information on their own. Students don’t need to read the Northwest Ordinance to find
out that it provided for the return of slaves who had escaped to certain states in the North. Telling them that
information is just as effective—and much more efficient — than have them scour the document to locate it
themselves. Sometimes, though, original sources can be a more effective way of conveying information. Teachers
who want students to visualize a miners’ strike in the 1920s aren’t going to laboriously describe the scene in
words; they’re going to show photographs. Similarly, oral or written explanations of historical changes in
architecture, fashion, or technology won’t be nearly as effective as having students look at pictures or artifacts that
represent those same changes. This kind of information is conveyed through visual media, and original historical
sources can supply such images.

Other Times, written historical sources are more eloquent and thoughtful than secondary ones, and so students
should study them directly. We still listen to the “I Have a Dream” speech, not only because it had an impact on
historical events but because we want to know what Martin Luther King said and how he said it. There’s no point
in trying to paraphrase the speech —King got it right, and we can learn what he said through direct engagement
with his words. Similarly, the Declaration of Independence, the Seneca Falls Declaration, and many other public
documents represent clear and inspiring statements of principle, and studying them only through lectures or
textbooks —without reading the original text—would devalue them. By contrast, students can learn about the
significance of some documents without reading them directly; they would lose nothing in a paraphrase of the
Northwest Ordinance, for example, or even of the Magna Carta....

From Keith C. Barton, “Primary Sources in History: Breaking Through the Myths,” Phi Delta Kappan, June 2005
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Humanities - Reading
Perspectives: Why Historians Disagree

Unlike some other fields of scholarship, history is not an exact science. We can establish with some certainty many
of the basic "facts" of history that the United States declared its independence in 1776, for example; or that the
North won the Civil War; or that the first atomic bomb was detonated in 1945. But wide disagreement remains,
and will always remain, about the significance of such facts. There are as many different ways of viewing a
historical event as there are historians viewing it. In reading any work of history, therefore, it is important to ask
not only what facts the author is presenting but how he or she is choosing and interpreting those facts.

Historians disagree with one another for many reasons. People of different backgrounds, for example, often bring
different attitudes to their exploration of issues. A black historian might look at the American Revolution in terms
of its significance for the members of his or her race and thus draw conclusions about it that would differ from
those of a white historian. A Southerner might view Reconstruction in terms different from a Northerner. Social,
religious, racial, ethnic, and gender differences among historians all contribute to the shaping of distinctive points
of view.

Historians might disagree, too, as a result of the methods they use to explore their subjects. One scholar might
choose to examine slavery by using psychological techniques; another might reach different conclusions by
employing quantitative methods and making use of a computer. Because history is an unusually integrative
discipline that is, because it employs methods and ideas from many different fields of knowledge, ranging from
science to the humanities, from economics to literary criticism the historian has available an enormous range of
techniques, each of which might produce its own distinctive results.

One of the greatest sources of disagreement among historians is personal ideology a scholar's assumptions about
the past, the present, politics, society. Historians who accept the teachings of Karl Marx and others that economics
and social classes lie at the root of all historical processes will emphasize such matters in their examination of the
past. Others might stress ideas, or the influence of particular individuals, or the workings of institutions and
bureaucracies. A critic of capitalism, for example, might argue that American foreign policy after World War Il was
a reflection of economic imperialism. A critic of communism would be more likely to argue that the United States
was merely responding to Soviet expansionism.

Perhaps most important, historical interpretations differ from one another according to the time in which they are
written. It may not be true, as some have said, that "every generation writes its own history." But it is certainly
true that no historian can entirely escape the influence of his or her own time. Hence, for example, historians
writing in the relatively calm 1950s often emphasized very different issues and took very different approaches
from those who wrote in the turbulent 1960s, particularly on such issues as race and foreign policy. A scholar
writing in a time of general satisfaction with the nation's social and political system is likely to view the past very
differently from one writing in a time of discontent. Historians in each generation, in other words, tend to
emphasize those features of the past that seem most relevant to contemporary concerns.

All of this is not to say that present concerns dictate, or should dictate, historical views. Nor is it to say that all
interpretations are equally valid. On some questions, historians do reach general agreement; some interpretations
prove in time to be without merit, while others become widely accepted. What is most often the case, however, is
that each interpretation brings something of value to our understanding of the past. The history of the world, like
the life of an individual, has so many facets, such vast complexities, so much that is unknowable, that there will
always be room for new approaches to understanding it. Like the blind man examining the elephant, in the fable,
the historian can get hold of and describe only one part of the past at a time. The cumulative efforts of countless
scholars examining different aspects of history contribute to a view of the past that grows fuller with every
generation. But the challenge and the excitement of history lie in the knowledge that that view can never be
complete.
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Name Date Period

Humanities - Reading
Perspectives: Why Historians Disagree

Questions for Review and Discussion

1. Explain the following statement: “There are as many different ways of viewing a historical event as there
are historians viewing it.”

2. What differences among historians account for their distinctive points-of-view?

3. Explain how the following factors contribute to differing historical interpretations.
a. methods
b. personal ideology
C. present times

4, Are all interpretations equally valid? Why or why not?

Adapted from Compton's Encyclopedia of American History.

World Studies Humanities Page 13 Unit 1



Name Date Period

Humanities - Reading

History the Weapon
from the Disuniting of America, by Arthur M. Schlesinger, Jr.

Writing history is an old and honorable profession with distinctive standards and purposes. The historian's goals are accuracy,
analysis, and objectivity in the reconstruction of the past. But history is more than an academic discipline up there in the
stratosphere. It also has its own role in the future of nations.

For history is to the nation rather as memory is to the individual. As an individual deprived of memory becomes disoriented and
lost, not knowing where he has been or where he is going, so a nation denied a conception of its past will be disabled in dealing
with its present and its future. As the means of defining national identity, history becomes a means of shaping history. The
writing of history then turns from a meditation into a weapon. "Who controls the past controls the future," runs the Party
slogan in George Orwell’s 1984; "who controls the present controls the past."

Historians do their best to maintain the standards of their trade. Heaven knows how dismally we fall short of our ideals, how
sadly our interpretations are dominated and distorted by unconscious preconceptions, how obsessions of race and nation blind
us to our own bias. We remain creatures of our times, prisoners of our own experience, swayed hither and yon, like all sinful
mortals, by partisanship, prejudice, dogma, by fear and by hope.

The spotlight we flash into the darkness of the past is guided by our own concerns in the present. When new preoccupations
arise in our own times and lives, the spotlight shifts, throwing into sharp relief things that were always there but that earlier
historians had casually excised from the collective memory. In this sense, the present may be said to re-create the past.

Historians must always strive toward the unattainable ideal of objectivity. But as we respond to contemporary urgencies, we
sometimes exploit the past for nonhistorical purposes, taking from the past, or projecting upon it, what suits our own society or
ideology. History thus manipulated becomes an instrument less of disinterested intellectual inquiry than of social cohesion and
political purpose.

People live by their myths, and some may argue that the facts can be justifiably embroidered if embroiderment serves a higher
good, such as the nurture of a nation or the elevation of a race. It may seem more important to maintain a beneficial fiction
than to keep history pure— especially when there is no such thing as pure history anyway. This may have been what Plato had in
mind when he proposed the idea of the "noble lie" in The Republic.

But enthusiasts are all too likely to confuse "noble lies" with reality. The corruption of history by nationalism is instructive.
Nationalism remains, after two centuries, the most vital political emotion in the world far more vital than social ideologies such
as communism or fascism or even democracy. But it was not the product of spontaneous generation. "Nationalism is not the
awakening of nations to self-consciousness," as Ernest Gellner has said; "it invents nations where they do not exist."
Nationalism was developed by intellectuals in the interest of aspiring elites and thereafter propagated to receptive masses. And
it continues to thrive because it taps potent emotions of history and locality to give individual lives meaning in an increasingly
baffling universe.

Today the nationalist fever encircles the globe. In the West the contagion convulses Ireland and Israel, divides Belgium, Cyprus,
and Canada, arouses Brittany, Corsica, and the Basque country. Nationalism broke up first the Soviet empire and then the
Soviet Union itself. In the third world, nationalism, having overthrown Western colonialism, launches a horde of new states,
large and micro, often at each other's throats in reenacting ancient quarrels of history.

Within nation-states, nationalism takes the form of ethnicity or tribalism. In country after country across the third world ethnic
groups struggle for power and, in desperate cases, for survival. The ethnic upsurge in America, far from being unique, partakes
of the global fever.

The invocation of history is indispensable to nations and groups in the process of making themselves. How else can a people
establish the legitimacy of its personality, the continuity of its tradition, the correctness of its course?

Often history is invoked to justify the ruling class. "The past," writes the British historian J. H. Plumb, "has always been the
handmaid of authority." This is top-dog history, designed to show how noble, virtuous, and inevitable existing power
arrangements are. Because it vindicates the status quo and the methods by which power is achieved and maintained, it may be
called exculpatory history.
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Humanities - Reading

History the Weapon
from the Disuniting of America, by Arthur M. Schlesinger, Jr.

Other times history is invoked to justify the victims of power, to vindicate those who reject the status quo. Isaiah Berlin has
described how the "humiliated and defeated Germans" in the early nineteenth century lashed back against the arrogant
French:

They discovered in themselves qualities far superior to those of their tormentors. They contrasted their own deep, inner life of
the spirit, their own profound humility, their selfless pursuit of true values--simple, noble, sublime--with the rich, worldly,
successful, superficial, smooth, heartless, morally empty French. This mood rose to fever pitch during the national resistance to
Napoleon, and was indeed the original exemplar of the reaction of many a backward, exploited, or at any rate patronized
society, which, resentful of the apparent inferiority of its status, reacted by turning to real or imaginary triumphs and glories in
its past, or enviable attributes of its own national or cultural character.... Hence the value of a real or imaginary rich historical
past to inferiority-ridden peoples, for it promises, perhaps, an even more glorious future.

This is underdog history, designed to demonstrate what Bertrand Russell called the "superior virtue of the oppressed" by
inventing or exaggerating past glories and purposes. It may be called compensatory history. Both exculpatory and
compensatory history use the past in order to shape the future. For 70 years in the Soviet Union, scholars practiced exculpatory
history, sedulously defending every twist of the party line and every whim of the Kremlin dictatorship. Then came Gorbachev;
and glasnost led in due course to the emancipation of historians.

For the first time ever, Russian historians became free to write honest history— to describe the purges and the gulags, to
demythologize Stalin and even Lenin, to reassess Bukharin and even Trotsky, to condemn the Soviet-Nazi pact of 1939, to
pronounce Stalin's U.S.S.R. a totalitarian state, even to doubt the sacred Revolution itself. "A new future requires a new past,"
said Eric Foner of Columbia after four months as a lecturer at Moscow State University. "To legitimize these far-reaching
changes, the press and public officials now paint the history of the Soviet era in the blackest hues." As party-line history was an
instrument of dictatorship, historical debate is an instrument of democracy.

By the 1960s German historians had come to accept the crimes of Hitler as a unique German responsibility and to trace Nazism
back to nineteenth-century German history and culture. But the revival of German nationalism in the 1980s set off a scholarly
campaign to sanitize the national past. The crimes of Hitler, influential historians argued, were not unique, nor were they
peculiarly German. All Hitler was doing was imitating genocidal policies invented by Stalin, substituting race for class. Hitler had
no doubt done awful things, but other nations had committed comparable atrocities without suffering the same international
disfavor. Nazism was deplorable but not fundamental, more a matter of bad luck and aberration.

Michael Stiirmer, a conservative historian, criticizes the German "obsession with their guilt" and calls for a new affirmation of
national identity. Stiirmer understands the stakes: "Loss of orientation and the search for identity are brothers .... Anyone who
believes that this has no effect on politics and the future ignores the fact that in a land without history, he who fills the
memory, defines the concepts, and interprets the past, wins the future."

Vaclav Havel, Czech playwright and president, said "He who fears facing his own past, must necessarily fear what lies before

him .... Lying can never save us from the lie. Falsifiers of history do not safeguard freedom but imperil it ....Truth liberates man
from fear." Honest history is the weapon of freedom.
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Humanities - Primary Sources
An Introduction to Art and History

Is this a work of art? Why or why not?
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Name Date Period

Humanities - Primary Sources
An Introduction to Art and History

Is this a work of art? Why or why not?

What is Art?

Some possible definitions
®  Visual representation of intellectual history
®  The conscious use of skill and creative imagination

Art and History
® Art often reflects change in a society
v Changes in values/beliefs- Enlightenment
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Name Date Period

Humanities - Primary Sources
An Introduction to Art and History

4 Changes in living/working conditions- Industrial Revolution

4 Changes in technology

®  Art can be used to inspire change in a society- revolutions

®  Art as a weapon- Rulers and governments use art to persuade people (public opinion)

v kings and queens commissioned royal painters
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Name Date Period

Humanities - Primary Sources
An Introduction to Art and History

v democratic governments used propaganda posters during WW |, WW Il and the Cold War

UNITED

e are strong

v Totalitarian governments censor art- Stalinist Soviet Union; Nazi Germany

Meaning in Art
®  Historians use art, music, and literature to understand the past
®  Works of art are not self-explanatory- they must be interpreted

® [sthere a way to interpret a work correctly?
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Teacher Resource

Humanities - Recommended Reading and Resources
Unit 2: Citizens and their Governments

Novels
Time Period

Charles Dickens, A Tale of Two Cities
[Study Guide: http://www.glencoe.com/sec/literature/litlibrary/pdf/tale of two cities.pdf]

Voltaire, Candide
[Study Guide: http://www.gradesaver.com/classicnotes/titles/candide/]

Thematic Connection
William Golding, Lord of the Flies
[Study Guide: http://www.gradesaver.com/classicnotes/titles/lordflies/]

The Tragedy of Julius Caesar (types of government)
[Study Guide: http://www.glencoe.com/sec/literature/litlibrary/pdf/tragedy of julius.pdf]

Play
The Contrast

Literature Textbook Correlations
Literature; Language and Literacy — Grade Nine — Prentice Hall 2010
The Most Dangerous Game, p. 214

Humanities Reader Selections

James |, The Divine Right of Kings, p. 26

Thomas Hobbes, The Forms of Government, p. 32

John Locke, The State of Nature, p. 38

Voltaire, The Adventures of Candide, p. 45

Declaration of the Rights of Man, p. 60

Simon Bolivar, The Jamaican Letter, p. 63

Mary Wollstonecraft, A False System of Education, p. 71
Olympe De Gouges, Declaration of Women'’s Rights, p. 77
Moliere, How to Become a Gentleman, p. 85

Olympe de Gouges, Reflection on Negroes, p. 91
Olaudah Equiano, Enslaved, p. 95

Olaudah Equiano, from Chapter 3, “The Slaveship,” p. 112

Websites
The Road to Enlightenment
http://www.msu.edu/~sweene27/webquest/introduction.htm

The Electric Ben Franklin
http://www.ushistory.org/franklin/quotable/singlehtml.htm

Imaging the French Revolution
http://chnm.gmu.edu/revolution/imaging/

Internet Modern History Sourebook
http://www.fordham.edu/halsall/mod/modsbook10.html
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Teacher Resource

Humanities - Literary Connection
Unit 2: Citizens and their Governments

“The Enlightenment” or “The Age of Reason” is one of those rare historical movements which, in fact, named itself.
Certain thinkers and writers believed that they were more enlightened than their compatriots and set out to
enlighten them. A few such individuals include Rousseau, Voltaire, Locke, Hume, Jefferson, Washington, Franklin,
and Paine. Today, the enlightenment is often viewed as a brief moment when a number of thinkers infatuated
with reason vainly supposed that the perfect society could be built on common sense and tolerance. However, the
notions of human rights it developed continue to be powerfully attractive to oppressed peoples everywhere.

FICTION

Many works of fiction related to the enlightenment comment on social mores including the aristocrat versus the
commoner.

Discussion Questions

e Think about the time period and conditions of society when the authors wrote these works, as well as the
conditions of society today. Discuss how conditions of their times may have influenced their works.
Compare and/or contrast how today’s society aligns to the environment depicted in the works.

Literature Textbook Correlations

Literature; Language and Literacy — Grade Nine — Prentice Hall 2010

e Connell, Richard. “The Most Dangerous Game.” P.214. This short story asks important questions about
human nature: “Are human beings really civilized?” which is at the heart of many of the enlightenment
thinker’s study, particularly Hobbes, Locke and Rousseau.

Other short stories:

e Irving, Washington. “Rip Van Winkle.” This story is about a highly likeable but lazy fellow who encounters
a strange man who takes him deep into the mountains where he comes across an area filled with oddly
dressed men. Rip takes a drink from a keg owned by his companion and falls asleep for twenty years.

Novels

e Dickens, Charles. A Tale of Two Cities. The tumultuous and bloody years leading up to the French
Revolution of 1789 form the setting for this classic novel. The story revolves around Charles Darnay,
recently released from the notorious Bastille prison, who had been brought to London by a French doctor
to recover his health. Darnay and the doctor’s daughter fall in love, but their happiness is threatened
when Darnay is pulled back into the maelstrom of French politics. Their friend, the flawed but loveable
Sydney Carton, plays a pivotal role in securing their happiness.

e Golding, William. Lord of the Flies. A group of boys creates a government/society which has both positive
and negative effects on its citizens.

Plays
e Tyler, Royall. The Contrast. 1787. This one act play humorously contrasts Colonel Manly, an American

officer, with Dimple, who imitates English fashions. Dimple is made to look ridiculous. This play
introduces the first “yankee,” Jonathan.
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Teacher Resource

Humanities - Literary Connection
Unit 2: Citizens and their Governments

Websites

e www.englishcompanion.com/pdfDocs/goldingtrial.pdf

NONFICTION

Many works of nonfiction related to the enlightenment deal with revolution in the format of political pamphlets,
essays, and speeches.

Discussion Questions

e When considering the works of nonfiction, one should keep in mind that this was a period in which a
rational and scientific approach to religious, social, political, and economic issues existed. The proponents
of this age attacked spiritual and scientific authority (they believed the course of nature sufficiently
demonstrated the existence of God); intolerance; dogmatism; censorship; and economic and social
restraints.

Autobiography

e  Franklin, Benjamin. The Autobiography. Franklin began his biography in 1771 at the age of sixty-five and
never completed it.

Political Pamphlet

e Paine, Thomas. Common Sense. In this pamphlet, Paine gives rationale for Americans to not wait any
longer to fight for independence from England.
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Teacher Resource

Humanities - Art and Music Connection
Unit 2: Citizens and their Governments

The Enlightenment and the Arts

During the Enlightenment, changes occurred in the style and subject matter of the various forms of art.

Rococo

In art, the baroque style of the previous century was replaced by a style known as rococo. The rococo style used
designs based on natural forms such as shells, flowers, and animals. Rococo paintings showed scenes from
everyday life, such as pastoral (rural) scenes. This subject matter contrasted with the formal religious and military
themes of baroque art. The Dutch painter Rembrandt van Rijn painted many pictures of middle-class life. For the
first time, the middle class became both audience for and subject matter of art.

Web Links:

http://www.artlex.com/ArtLex/r/rococo.html

This site provides historical background information, a description of the rococo style of art, and sample
painters and paintings.

http://www.discoverfrance.net/France/Art/rococo.shtml
This site presents a thorough explanation of the historical background of rococo art.

Neoclassical
The neoclassical style also became popular in art and architecture in the late 18" century. The Roman ruins at
Pompeii were excavated during this period, and the discoveries there influenced European styles in both art and
architecture. Buildings became lighter and more elegant. In painting, neoclassical artists were interested in
expressing themes such as nobility and virtue. Neoclassicists also painted heroic scenes from the French
Revolution.

Web Links:

http://www.artcyclopedia.com/history/neoclassicism.html

This site provides historical background information, a description of the neoclassical style of art, and
sample painters and paintings.

http://academic.brooklyn.cuny.edu/english/melani/cs6/neocl.html
This site contains a thorough discussion of neoclassical art with an emphasis on its connection the Age of
Reason.

Music of the French Revolution

Revolutionary leaders in France saw the power of music to change how people think and feel. A law was passed
requiring audiences to sing republican hymns in theatres before operas were performed. Composers were
encouraged to write revolutionary songs — and between 1789 and 1800 more than 1300 were written.

Web Links:
http://www.soundjunction.org/themusicofthefrenchrevolution.aspa?NodelD=1
A Summary and two sample audio files are available on this site.

http://chnm.gmu.edu/revolution/browse/songs/
This site includes background information, French and English lyrics, and audio files of thirteen songs of
the French Revolution.
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Name Date Period

Humanities - Reading Study Guide

James |, The Divine Right of Kings
The Western World, pp. 26-31

Key Vocabulary

tyrannous —

Questions for Review and Discussion

1. Why does James | compare the king’s rule to the head of a body? What roles do they have in common?

2. How does James | believe “the children” (subjects) should act toward the “father” (the king)? Does he believe
that resistance ever justified?

3. How does James | respond to those who argue that people have a right to overthrow a tyrannical king?

4. Explain the statement “Evil should not be done that good may come of it.” How does James | apply this
concept to the relationship between the King and the people?
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Name Date Period

Humanities - Reading Study Guide

James |, The Divine Right of Kings
The Western World, pp. 26-31

5. According to James I, who has the right to judge the king? Why?

6. How should power be passed from one ruler to another in the view of James I?

7. Does James | believe rulers should be punished for wrongdoing? Explain.

8. How does this selection illustrate the use “divine right” to justify the rule of kings?
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Name Date Period

Humanities - Reading Study Guide

Thomas Hobbes, The Forms of Government
The Western World, pp. 32-37

Key Vocabulary

sovereignty -

democracy -

monarchy -

Questions for Review and Discussion

1. Hobbes defines three forms of government according to sovereignty. Who holds the power in each form of
government?

2. According to Hobbes, some are inclined to see more than three forms of governments, based on the mingling
of the three. What other forms to some believe to exist?
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Name Date Period

Humanities - Reading Study Guide

Thomas Hobbes, The Forms of Government
The Western World, pp. 32-37

3. How does Hobbes respond to respond to the claims that there are other forms of governments that are based
on the mingling of the three?

a. What does Hobbes say about Elective Kings and their sovereignty?

b. If the king is limited in power, what form of government actually exists according to Hobbes?

c.  Why does Hobbes claim that Roman rule in Judea was a monarchy even though the Romans were
governed by a democracy?

4. What does Hobbes believe is the only proper way to determine a king’s successor?

5. With regard to choosing a successor, how can the king’s will be determined? What if the king has not
explicitly stated his will?
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Humanities - Reading Study Guide

John Locke, The State of Nature
The Western World, pp. 38-44

Key Vocabulary

subordination —

retribute —

reparation —

Questions for Review and Discussion

1. How does Locke describe life in the state of nature?

2. What is the “law of nature” that governs the state of nature?

3.  What does Locke believe is the basis of equality?
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Humanities - Reading Study Guide

John Locke, The State of Nature
The Western World, pp. 38-44

4. Inthe state of nature, under what circumstances may one lawfully do harm to another person?

5. According to Locke, in the state of nature every man has the right to kill a murderer. How does Locke support
this argument?

6. According to Locke, why did God appoint government? How is this connected to conditions in the state of
nature?

7. What argument does Locke make against absolute monarchies?

8. How does Locke respond to those who claim that no one ever lived in the state of nature?

9. How can man escape the state of nature?
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Name Date Period

Humanities - Reading Study Guide

Voltaire, The Adventures of Candide
The Western World, pp. 45-59

Key Vocabulary

satire —

auto-da-fé —

Questions for Review and Discussion

1. Why was Candide given that name?

2.  Why was Pangloss’s philosophy? What is the point of it and Voltaire’s satirizing of it? How does this belief
relate to the Enlightenment?

3.  Why was Candide thrown out of the Castle?

4. Explain Pangloss’s statement: “it impossible that things should not be where they are; for all is well.” (p. 50)

5.  Why Pangloss and Candide flogged? What is Voltaire’s message in this section?
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Name Date Period

Humanities - Reading Study Guide

Voltaire, The Adventures of Candide
The Western World, pp. 45-59

6. The old woman tells Candide: “Imagine my situation, the daughter of a pope, only fifteen years old, who in the
space of three months had been exposed to poverty and slavery, had been raped almost daily, had seen her
mother torn to pieces, had endured war and famine, and was now dying of the plague in Algiers.” What does
this passage suggest about the reality of women'’s lives during the Enlightenment?

7. Atthe end of the novel, Martin says, “Let us set to work and stop proving things, for that is the only way to
make life bearable” echoing the Turkish farmer who says, “our work keeps at bay the three great evils:
boredom, vice, and necessity.” Do you think Voltaire is endorsing this view? Why would doing physical work
be preferable to the life of a philosopher?

8. The 18" century is known as the “Age of Reason.” What are the major contradictions between human beliefs
and human behavior that Voltaire reveals? What behaviors most weaken the argument that reason had finally
triumphed over the superstition and savagery of previous eras?

9. Inthe first chapter Candide is literally kicked out of the “most beautiful and delightful of possible castles,”
expelled from an “earthly paradise.” At the end of the novel, he says “we must cultivate our garden.” What is
Voltaire suggesting by framing his story in this way and by echoing the Biblical story of the Fall?
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Name Date Period

Humanities - Reading Study Guide

Declaration of the Rights of Man and the Citizen
The Western World, pp. 60-62

Questions for Review and Discussion

1. What is the purpose of this document?

2. What are the natural rights of man?

3. How does this document provide for freedom of expression?

4. How does this document protect property rights?

5. What is liberty? Under what circumstances can liberty be restricted?

6. What rights do people have when accused of a crime?

7. How is this document similar to the Declaration of Independence and the U.S. Constitution?
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Name Date

Humanities - Reading Study Guide

Bolivar, The Jamaican Letter
The Western World, pp. 63-70

Period

Key Vocabulary

irrevocably —

conjecture —

proprietors —

usurpers —

Questions for Review and Discussion

1. Why was Bolivar outraged at Spanish rule in the Americas?

2.  Why were Americans not prepared to govern themselves?
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Humanities - Reading Study Guide

Bolivar, The Jamaican Letter
The Western World, pp. 63-70

3. What were the juntas and why were they important to the movement for independence?

4. Why does Bolivar not favor monarchy as the appropriate form of government in South America?

5.  Why does Bolivar prefer small republics to larger ones?

6. Why was it likely that Bolivar’s dream of a single South American nation would not succeed?
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Humanities - Reading Study Guide

Mary Wollstonecraft, A False System of Education
The Western World, pp. 71-76

Questions for Review and Discussion

1. What does Wollstonecraft say about the inferiority of women?

2. Who is the target audience of Wollstonecraft’s writing? Why does she choose this audience?

3. What does Wollstonecraft want to persuade woman to do?

4. How are women depicted by writers of Wollstonecraft’s time? What is the impact of this treatment of
women?
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Humanities - Reading Study Guide
Olympe de Gouges, Declaration of Women’s Rights and

Their Omission from the Principle of the French Revolution
The Western World, pp. 77-84

Read this document in conjunction with the Declaration of the Rights of Man and Citizen (p. 60-62)

Questions for Review and Discussion

1. What is the purpose of this document?

2.  What similarities do you see between this document and the Declaration of the Rights of Man and Citizen?

3. Compare Article IV of this document with Article 4 in the Declaration of the Rights of Man and Citizen. How
are these excerpts different?

4. What was the status of women in the Old Regime? According to de Gouges, are women better off after the
Revolution? Why or why not?

5. In the model social contract between a man and a woman, what rights do women have?
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Name Date Period

Humanities - Reading Study Guide

Olympe de Gouges, Reflections on Negroes
The Western World, pp. 91-94

Questions for Review and Discussion

1. After encountering a “negress” for the first time, de Gouges inquires about her color. What explanation is she
given for the status of slaves? Does de Gouges accept this explanation? What does she believe is the true
cause of this oppression?

2. What argument does de Gouges present against the idea that whites are naturally superior to Blacks? What
specific analogies from nature does she use to prove her point?

3. What does de Gouges say would be the impact of granting freedom to Blacks?

4. What impact does de Gouges hope her play will have?
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Olaudah Equiano, Enslaved
The Western World, pp. 95-111

Questions for Review and Discussion

1. How did Equiano become enslaved?

2. How does Equiano describe his experiences in Timnah?

3. After leaving Timnah, Equiano arrives in another part of Africa? What is different about this part of Africa?
What point is Equiano making by contrasting these two areas?

4. What was Equiano’s reaction to the slave ship when he first encountered it?
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Olaudah Equiano, Enslaved
The Western World, pp. 95-111

5. How does Equiano describe the conditions on the ship?

6. Why do some of the enslaved Africans on the ship jump overboard? Why aren’t more able to do so?

7. Many abolitionists argued that the slave trade brutalized the enslavers as well as the enslaved. How is this
argument evident in Equiano’s description of his white captors? How do the whites treat each other?
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Olaudah Equiano, The Slaveship
The Western World, pp. 95-111

Questions for Review and Discussion

1. Equaino had encountered slavery in Africa, and he contrasts it to the slavery he experienced at the hands of
the English. What contrasts does he draw?

2.  What kind of language does he Equiano use to describe his captors? What does he think of their behavior, not
only to himself and other Africans, but to one another as well?

3.  What account does Equiano give of slave sales?

4. How does Equiano use ideas—religious, social, and moral— embraced by the English to chastise them for the
practice of slavery?
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Jean Domat, On Social Order and Absolute Monarchy

Jean Domat (1625-1696) was a renowned French jurist in the reign of Louis XIV, the king who perfected the practice
of royal absolutism. Domat made it his life's task to explain the theory behind this absolutism by setting French law
and social structure into the wider context of the law of nature and the law of God. Louis XIV regarded Domat's
work so highly that he assigned him a pension, and in effect the royal government sponsored his publications.
Public Law, the treatise that dealt most directly with the origin of social order and government, and with the rights
and duties of kings, appeared in 1697, the year after Domat's death.

There is no one who is not convinced of the importance of good order in the state and who does not sincerely wish
to see that state well ordered in which he has to live. For everyone understands, and feels in himself by experience
and by reason, that this order concerns and touches him in a number of ways ....

Everyone knows that human society forms a body of which each person is a member; and this truth, which
Scripture teaches us and which the light of reason makes plain, is the foundation of all the duties that relate to the
conduct of each person toward others and toward the body as a whole. For these sorts of duties are nothing else
but the functions appropriate to the place each person holds according to his rank in society.

It is in this principle that we must seek the origin of the rules that determine the duties, both of those who govern
and of those who are subject to government. For it is through the place God has assigned each person in the body
of society, that He, by calling him to it, prescribes all his functions and duties. And just as He commands everyone
to obey faithfully the precepts of His law that make up the duties of all people in general, so He prescribes for each
one in particular the duties proper to his condition and status, according to his rank in the body of which he is a
member. This includes the functions and duties of each member with respect to other individuals and with respect
to the body as a whole.

[Necessity and the Origin of Government]

Because all men are equal by nature, that is to say, by their basic humanity, nature does not make anyone subject
to others .... But within this natural equality, people are differentiated by factors that make their status unequal,
and forge between them relationships and dependencies that determine the various duties of each toward the
others, and make government necessary ....

The first distinction that subjects people to others is the one created by birth between parents and children. And
this distinction leads to a first kind of government in families, where children owe obedience to their parents, who
head the family.

The second distinction among persons arises from the diversity of employments required by society, and which
unite them all into a body of which each is a member. For just as God has made each person depend on the help of
others for various needs, He has differentiated their status and their employments for the sake of all these needs,
assigning to people the place in which they should function. And it is through these interdependent employments
and conditions that the ties binding human society are formed, as well as the ties among its individual members.
This also makes it necessary to have a head to unite and rule the body of the society created by these various
employments, and to maintain the order of the relationships that give the public the benefit of the different
functions corresponding to each person's station in life.

It is a further consequence of these principles that, since all people do not do their duty and some, on the contrary,
commit injustices, for the sake of keeping order in society, injustices and all enterprises against this order must be
repressed: which was possible only through authority given to some over others, and which made government
necessary.
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This necessity of government over people equal by their nature, distinguished from each other only by the
differences that God established among them according to their stations and professions, makes it clear that
government arises from His will; and because only He is the natural sovereign of men, it is from Him that all those
who govern derive their power and all their authority, and it is God Himself Whom they represent in their
functions.

[The Duties of the Governed]

Since government is necessary for the public good, and God Himself has established it, it is consequently also
necessary for those who are subject to government, to be submissive and obedient. For otherwise they would
resist God Himself, and government, which should be the bond of peace and unity that brings about the public
good, would become an occasion for divisions and disturbances that would cause its downfall.

The first duty of obedience to government is the duty to obey those who hold the first place in it, monarchs or
others who are the heads of the body that makes up society, and to obey them as the limbs of the human body
obey the head to which they are united.

This obedience to him who governs should be considered as obedience to the power of God Himself, Who has
instituted [the prince] as His lieutenant ....

* %k %k

Obedience to government includes the duties of keeping the laws, not undertaking anything contrary to them,
performing what is ordered, abstaining from what is forbidden, shouldering public burdens, whether offices or
taxes; and in general everyone is obliged not only not to contravene public order in any way, but to contribute to it
[positively) according to his circumstances.

Since this obedience is necessary to maintain the order and peace that should unite the head and members
composing the body of the state, it constitutes a universal duty for all subjects in all cases to obey the orders of the
prince, without taking the liberty of passing judgment on the orders they should obey. For otherwise, the right to
inquire what is just or not would make everyone a master, and this liberty would encourage seditions. Thus each
individual owes obedience to the laws themselves and [even] to unjust orders, provided he can obey and follow
them without injustice on his own part. And the only exception that can qualify this obedience is limited to cases in
which one could not obey without disobeying the divine law.

[The Power, Rights, and Duties of Sovereigns]

The sovereign power of government should be proportionate to its mandate, and in the station he occupies in the
body of human society that makes up the state, he who is the head should hold the place of God. For since God is
the only natural sovereign of men, their judge, their lawgiver, their king, no man can have lawful authority over
others unless he holds it from the hand of God .... The power of sovereigns being thus derived from the authority
of God, it acts as the arm and force of the justice that should be the soul of government; and that justice alone has
the natural claim to rule the minds and hearts of men, for it is over these two faculties of men that justice should
reign.

According to these principles, which are the natural foundations of the authority of those who govern, their power
must have two essential attributes: one, to make that justice rule from which their power is entirely derived, and
the other, to be as absolute as the rule of that justice itself, which is to say, the rule of God Himself Who is justice
and Who wishes to reign through [princes] as He wishes them to reign through Him. For this reason Scripture gives
the name of gods to those to whom God has entrusted the right of judging, which is the first and most essential of
all the functions of government....
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Since the power of princes thus comes to them from God, and since He gives it to them only as an instrument of
His providence and His rule over the states whose government He delegates to them, it is clear that they should
use this power in accordance with the aims that divine providence and rule have established for them; and that
the material and visible manifestations of their authority should reflect the operation of the will of God.... [The will
of God, Whose rule they ought to make visible through their power, should be the governing principle for the way
they use that power, since their power is the instrument [of the divine will] and is entrusted to them only for that
purpose.

This, without a doubt, is the foundation and first principle of all the duties of sovereigns, namely to let God Himself
rule; that is, to govern according to His will which is nothing other than justice. Thus it is the rule of justice which
should 