Workshop on the Holocaust and Contemporary Genocide
Paper: Holocaust/ Genocide Curriculum

---Exploring the Holocaust isas American History and Literature Framework ---

History will no doubt regard the Holocaust as the event defining that larger
bloodbath known as the 20th Century. On ascae of calculated barbarism and human
suffering, certainly no event in history comes close to the Holocaust in terms of sheer
horror and tragedy. As survivors grow older and gradudly pass from this earth, the
Holocaust may well bein danger of losing itsimmense persond drama; the Nazis Find
Solution will be subjected to further revisonist scrutiny. Even today, with each survivor
dill bearing witness to his or her individua genocidd horror, pseudo- historians present
pseudo-evidence "proving” that the Holocaust did not in fact occur--- this, despite the fact
that the Nazis obsession with bureaucratic precison marks the Holocaust as the most
thoroughly documented crime in history. The Holocaust is gradualy being transformed
from an event whose scars are il fresh in the collective human psyche to an archetypa
myth dive only in grainy black-and-white footage from over a hdf-century ago. Aswe
enter the third millenium, the obligation of bearing witness to the Holocaust's lessons
fals upon the shoulders of educators, becoming amora burden necessarily borne and
handed down to future generations. Teachers and professors must follow their higher
cdling in observing Santayana's classic maxim about the dangers of ignoring history.
Lest we forget.

At the university level, educators have the good fortune of having an entire course
to explore specific events (e.g., the Holocaust). High school teachers, however, rarely
enjoy the luxury of time. Teaching about the Holocaust at the high school level becomes

problematic. A number of questions emerge as secondary teachers attempt to implement



the Holocaust into survey courses. At what grade level should students be exposed to the
Holocaust? In what context should the Holocaust be taught? Isit possible to take a
cross-curriculum gpproach to genocide? What activities and readings should teachers use
to supplement and reinforce awareness of the Holocaust? Mot important--- within the
congtraints of public secondary education--- how much time should be devoted to
covering the Holocaust? From my own perspective as a current American literature
teacher and former teacher of American history, gpproaching the Holocaust is even more
problematic. Should the Holocaust be regarded as a uniquely "European” phenomenon,
approached only within the context of a European studies course? Or does the Holocaust
aso fal within the redlm of our American experience? If so, how does the Holocaust
uniquely affect the American psyche? Can pardlds be drawn between the Jewish Shoah
and American events or policies? What American voices, actud or fictional, spesk for the
Holocaust experience? These are afew of the issues that occur to me (and perhaps others)
as the school year looms, casting arather large shadow over the waning days of summer.
The pages that follow are arather generd outline of my gpproach to the Holocaust
through an integrated, team-taught American literature/U.S. history course. It may
become evident that my own perception of the Holocaudt is of an anomaly far
transcending that of a mere "European” event. The philosophicd, ethicd, and historicd
issues raised viathe Holocaust are too important to be localized to a specific people or
region.
Introducing the Holocaust
If the Holocaust was the most prolific crime in human history, it should be viewed

assuch: acrimind act of catastrophic dimensions. An effective way to introduce the



Holocaust is by requiring students to read Martin Gansburg's essay "38 Who Saw
Murder." Gansburg's essay examines the now-classic account of the Kitty Genovese
murder in 1966. Genovese was repeatedly stabbed by an assailant on aNew York City
street over athirty-minute period, while pedestrians and other witnesses ignored her
screams for help. Kitty Genovese died of her wounds, and police discovered that her
attacker had no clear motivation for his crime. When later asked why they refused to help
Ms Genovese, most witnesses responded "It wasn't my business,” "I didn't want to get
involved," or words to that effect. The Genovese case is agood forum for provoking the
ethicd issuesraised by intervention versus nonintervention. WWhen does one's mora
obligation to a felow human outweigh the need for saif- preservation? After discussing
students emotiona response to the Genovese case, | then ask the class "How can this
incident also be viewed as a history lesson?' This question opens the Pandora's box of the
Holocaudt's ethical and philosophica implications. How can entire nations not want to
"get involved" when confronted with a crime againgt humanity?
Further Introductory Activities

Severd other introductory approaches to the Holocaust can be taken within an
American literature/U.S. history framework. Poetry often works well for stimulating class
discussion about conflicts that emerge when one's persond values conflict with sate
demands. Works by American poets can be easily adapted for this purpose. One poem,
Edna . Vincent Millay's " Conscientious Objector,” explores this conflict. Although the
poem was composed as a response to American involvement in the First World War, the
Spesker raises the question of individua responsbility when faced with immora sate

policies. At what point does mord law supercede patriotism? " Conscientious Objector”



can be readily examined within a Holocaust framework (a copy of the poem and other
short works discussed in this paper areincluded in the Appendix).

E. E. Cummings poem "Next to of Course God Americal” isan ironic look at the
type of jingoism often responsible for state- sanctioned daughter. After reading the poem,
sudents can offer their interpretations of Cummings examination of patriotic zedotry,
Which peculiarly American myths and stereotypes are implied in the poem? How do
these compare to myths and stereotypes presented within other ideologies (e.g., Nazism)?
What are the dangers of blind obedience or mindless conformity within a politica sate?
In an accompanying cregtive writing activity, sudents can compose a character sudy of
the poem'’s speaker. Also, the class can compare Cummings poem with an excerpt from
the writings of aNazi party leaders, perhaps even Hitler's Mein Kampf. Such an andysis
will simulate discusson about the razor's edge separating patriotism from extremism.

A third activity for introducing the Holocaust is student congress. Student
congressisaloosely formal debate in which students support or atack selected examples
of legidation. These bills or resolutions are brief, no longer than one page in length; the
legidation is bogus, either teacher-written or created by students. Although the bills are
generdly rooted in fact, they should be dightly outrageous in order to provoke a
response. A strong chairperson (usualy the teacher) distributes copies of abill, readsiit
aoud to the congress, then opens the floor for supporting and opposing speeches. Each
student spesker is required to endure a brief period of cross-examination by hisor her
felow "senators." The chairperson keeps order by requiring the students to follow fairly
informa rules of parliamentary procedure. I've written two bogus bills that are quite

provocative and help introduce students to Holocaust issues (again, copies are included in



the Appendix). Thefirg bill, "Propodtion 87," is based loosdy on a proposed
Massachusetts law that would require convicted drunk driversto attach specid license
platesto their cars before regaining driving privileges. "Propostion 87" carriesthis
proposa severa steps further, issuing color-coded plates or armbands to known drug
abusers, carriers of communicative diseases (e.g., AIDS), and those known to practice an
"dterndtive lifestyle," to name afew such groups. As a motivator, tax incentives for those
with a"clean” record have been built into the law. Asafollowup to this exercise, the
class can generate alist of socid groups within the school and engage in a discussion of
stereotypes associated with each group. The Fetal Tissue Bill is another bogus bill based
in fact. This piece of legidation proposes usng tissue from aborted or miscarried fetuses
to help treat Parkinson's or Alzheimer's Disease. The hill also addresses organ transplants
by proposing the use of severdly brain-damaged or comatose people as living organ
banks. Each of these phony hillsis based in fact and offers aforum for exploring ethica
issues related to the Holocaust. Proposition 87 forces students to consider the possible
consequences of labeling society's "undesirable” dements. The Fetd Tissue Bill should
provoke debate over the mordity of using datafrom Nazi medica experiments to benefit
humanity, as well as a pirited discussion of other (contemporary) medica ethica
concerns. Because the bills are composed in legdigtic jargon, students will learn to
examine such documents closdly to decipher their true intent. Y oung people can enhance
ther criticd thinking skills by sngling out flaws and loopholes within eech bill. Findly,
debating both sides of an issue can force the learner to reexamine his or her persond

vaue system.



Teachers can then go a step further by asking students to read and interpret
selected minutes from the Wannsee Conference. By now, the class should have honed
their critical skills through debate over the bogus student congress bills. Excerpts from
the Wannsee Conference minutes will give students an opportunity to interpret an
authentic Nazi document. What is directly stated in the minutes? What isn't sated? What
isimplied? Which parts are intentiondly ambiguous? Which are unintentiondly vague?
Do smilar policies exist in contemporary sete or federd legidation? Again, students will
learn to search for underlying meanings hidden within the complexities of legaese or
jargon. With this comes the redlization that the language of genocide is often bana and
detached.

Video and the Holocaust

Firdt, afew genera words about the use of video as a teaching tool. Showing
videosis somewhat pardoxica for the secondary teacher. On one hand, many students are
visud learners, and video alows them to visudize people, places, and ideas previoudy
discussed in class. Thisis becoming increasingly the norm as the technology's Faudtian
bargain encourages young people to read less and instead devote more time to television,
movies, computer games, and the internet. By hel ping students to attach a visua sense of
time and place to abstract ideas, video reinforces learning. On the other hand, videos
devour huge chunks of the meager time allotted for each discipline area a the high school
level. Also, video overkill may diminish the dready short atention span sadly
characterigtic of many students. Too often, teachers and professors use video as the

primary teaching tool without providing clear viewing objectives. For such practitioners,



video is the sole paradigm of education. Aswith many things, the Greeks wereright:
moderation isthe key.

Availability of Holocaust videosis not a problem. It's reasonably safe to
conjecture that the Holocaust may be the subject of more documentary films than any
other topic. Therefore, teachers are faced with the pleasant dilemma of narrowing their
selection from the vast cornucopia of Holocaudt filmology. 1've enjoyed success with two
relatively brief documentarys, both aired on PBS. Thefirgt is entitled "The Magter Race”
and is an hour-long segment from the superb PBS series The Peopl€e's Century. This
program provides students with an excellent overview of the Nazis rise to power. In
keeping with the series title, the program focuses on mgor historical events through the
words of ordinary men and women. The nogtagic revelations of dderly Germans
reminiscing about life under Hitler's regime are shocking, to say the least. Jewish
accounts reved both denid and foreboding as the Nazis escalated their campaign of
persecution in the 1930s. As dways, such narratives are chilling and heartrending.
Because "The Magter Race” isfairly brief, teachers can devote a good amount of time to
processing the video with students. How can a person regard a fascist regime asthe
happiest days of her life? Why did so many Jews choose to disregard the ominous signs
of impending genocide? Why did so many reasonable, civilized Germans fall under
Hitler's spdll? Isthe sacrifice of civil liberties for economic comfort afair exchange?
What would you (the student) have done in Smilar circumstances as either a German
Gentile or German Jew? "The Magter Race" is powerful, affecting, and disturbing. It
provides an excdlent introduction for young people wondering about the how and why of

Nazi Germary.



Americas role during the Holocaugt is scrutinized in The American Experience
program "Americaand the Holocaud." Prior to viewing, teechers might ask students why
World War 1l is often regarded as the "good war." Does such a concept truly exist? If so,
why is America generaly regarded as the Force of Good during World War 11? Are such
views vdid?"Americaand the Holocaust" examines American policies regarding Jewish
refugees during the late "30s and early years of the war. Through this documentary,
sudents will learn that antisemitism was not an exclusvely German mindset. Should
Americas doors have remained open to the flood of refugees unleashed by European
fascism? Does the United States till have an obligation to maintain an open-door policy
to the world's refugees? When does mordity outweigh pragmatism?"America and the
Holocaudt™" should cause students to redlize that respongbility for the Holocaust is not
confined to Germany; indifference and apathy can be as deadly as outright persecution.
Like"The Magter Race," PBS study of American policies during the Holocaust is Sixty
minutes long, easily viewed and processed in atwo-day lesson. For those reluctant to
devote more than a day to video time, Seth Kramer's "Untitled" can be viewed and
processed within asingle class period. The video is only fifteen minutes long, and
sudents will gain a sense of the mind-numbing numbers of those who were murdered
during the Holocaust. Kramer's rice-counting experiment transforms a satisticad
abstractioninto chilling redity.

American Literatureand the Holocaust

Finding American literature that effectively depicts the Holocaugt is atricky

venture. Like war, the genocidd experienceis best shown through the writing of those

who have experienced the event. Few outsiders are able to render such traumatic events



with an air of legitimacy. Those who attempt to do so often come across as vicarious
poseurs. Still, ethica issues associated with the Holocaust can be explored through
selected American poems, as discussed earlier. Furthermore, some powerful and
imaginative fictiona works on the Holocaust or related issues can be found in America's
literature.

Cynthia Ozick is an American writer whose work often focuses on the Jewish
experience. Her short story "The Shawl" is an imaginative atempt a recregting lifein a
degth camp. "The Shawl" is a glimpse into the conflict between two prisoners, Stedlaand
Rosg, asthey are reduced to an animal level of existence in the camp. Caught in the
middle of this conflict is Rosas infant daughter Magda. The shawl in which Rosa
conceds her infant takes on specid significance during the course of Ozick's story. After
reading "The Shawl," students can respond to a number of questions. Are moraity and
surviva needs compatible? Is life precious under any circumstance? What is the symbolic
function of the shawl in the story? Although Ozick did not persondly experience the
Shoah, her story carries (at least to this smilarly inexperienced reader) an air of
authenticity. It isagrim but thought-provoking work, one that should stimulate alively
didogue in the classroom.

Another imaginative glimpse by an American writer into the deeth campsis
William Styron's Sophi€e's Choice. Like Cynthia Ozick, Styron did not experience the
camps. Hisnove is very loosdy based on Styron's brief acquaintance with a beautiful
young Polish survivor in a Brooklyn boarding house after the war. From that flegting
encounter, Styron crestes afictiond pre-war, wartime, and postwar life for Sophie, his

haunted protagonigt. Although Sophieis not Jewish, sheis eventudly imprisoned a



Auschwitz. Styron's harrowing account of that experience, aswell as his depiction of the
madness suffered by Sophi€'s postwar Jewish lover makes for compelling reading. At the
heart of the nove lies the horrible choice Sophie is forced to make while imprisoned a
Auschwitz. Sophie's Choice functions admirably on severd leves. Firg, it isthe story of
ayoung woman's complete degradation in the desth camps and the consequences of that
experience. Second, the novel serves as a Bildungsroman, depicting the narrator's oss of
innocence when he learns about the many forms in which darkness can stalk this world.
Also, Sophie's Choice is somewhat of amystery story as the secrets of Sophi€'s past are
gradually unraveled throughout the nove's course. Findly, Styron's book dedls with the
symbiosis of love and obsesson through Styron's depiction of the relationship between
Sophie and Nathan, her brilliant but manipulative lover. Like The Scarlet Letter, another
American classic, Sophie's Choice can stimulate classroom discussion about the
consequences of repressed guilt and the hidden depths of the human heart. Asawork
about the Holocaugt, the nove takes a provocative and often disturbing look a postwar
life for survivors of the desth camps. Through his character of Nathan, Styron also takes
am at some American human rights abuses, reminding the reeder that hatred and
intolerance have soiled everyone's hands to some extent. The length of Sophi€'s Choice
(over 600 pages in paperback; 550-plus pagesin the hardcover edition) makes the novel
somewhat unwieldy for use in most American literature courses. However, teachers can
elther assgn segments of the book for reading and discussion, or the novel can be offered
as an enrichment activity for those who desire more chalenging reading. Although
overlysentimenta at times, Sophi€'s Choi ce is nonetheless a searing study of the Nazis

mora bankruptcy and its consequences.



Art Spiegelman's Maus may provide the most origind and creetive glimpse of the
Holocaust experience. For those unfamiliar with the work, alittle background will be
helpful. Spiegeman isaNew Y ork-based graphic artist whose parents survived
Auschwitz. In the 1970s, Spiegelman's avant garde magazine Raw featured segments of
his father's Auschwitz experience; eventudly, these segments were compiled into the
book Maus. Much of the book's uniquenessliesin its unusua formet: the story istold in
comic book form. Stranger gtill, Spiegelman chooses outright anima imagery to depict
his characters. Jaws are mice, Poles are pigs, Germans are cats. The plot structure is
sample. Spiegelman, himsdlf a character in the sory, interviews his father VIadek about
his Holocaust experience. A strong eement of tension exists between father and son for
two reasons. First, Spiegelman's mother committed suicide while Art was ayoung man.
Second, Vladek has destroyed his wife's records of her camp experience. This conflict
between Art and Vladek adds a strong element of tension, woven throughout the book
between Vladek's own story of persecution and surviva.

High school students generdly respond favorably to Maus. Some claim to find the
cartoorn/ anima format distracting at firgt, but most admit that this ceases to be a problem
asthe reader is swept into the story. Visud learnersfind Maus easier to absorb than
traditiond literature. Discussion of Maus can revolve around severd questions, Does
Spiegelman's cartoon format and anima imagery diminish or enhance his story? Why
might some reeders find it difficult to sympathize with Vladek? Whét is the source of the
conflict between Art and his father? What function is served by Spiegeman’'sinsert
"Prisoner on the Hell Planet™? How does Maus show that the Holocaust continues even

after 19457 What difficulties or circumstances are faced by children of Holocaust



aurvivors? How is Vladek aso guilty of committing his own persona Holocaust? These
and other issues should generate vigorous discussion as students offer their own
interpretations of character motivation and the book's effectiveness as a Holocaust
memoir. Maus hasits critics (a Holocaust survivor who annudly spesksin our school
fedls that the book's cartoon formet trivializes the Shoah). One problemis that
Spiegelman's story has been separated into two volumes: Maus, which conlcudes with
Vladek and hiswife entering the gates of Auschwitz; and Mausl|, the story of Vladek's
Auschwitz experience and his postiwar life. Budget- strapped schools may find it
unfeasible to purchase both volumes. In this case, teachers can suggest Maus||l as
enrichment reading. Despite its critics, Maus strikes a degp chord with many young
peoplein its very persona and human story of genocide and its conseugences for
succeeding generations. While not technicdly fiction, Maus has the sweep and
complexity of good literature.

Relevant Non-Holocaust Readings
Because the Holocaust raises philosophica and ethical implications far transcending the
actua event, some teachers may find it useful to incorporate severa non-Holocaust
works into their curriculum. As shown earlier, poetry can be readily connected to
Holocaust issues. Thisisaso true for fiction or other prose that may not specificaly ded
with the Shoah. Certainly the Holocaust is singular in the sheer scale, execution, and
extent of suffering inflicted by its Nazi perpetrators. However, it's vita for educatorsto
emphasize that intolerance, hatred, and human rights abuses are not the exclusve domain
of the Holocaud's tragic victims. Many Holocaust survivors and scholars, including Elie

Wiesd, warn about the dangers of viewing the Shoah as an isolated "freek” of history. An



important duty for educatorsisto help students become aware that the attitudes leading to
the Holocaust have existed throughout history and il exist in the world today. Literary
works dedling with atrocities other than the Holocaust can help indtill this awareness.
Many of history's horrors originated as anill-conceived plan to create a utopia.
The Sdem Witch Trids, the French Reign of Terror, Stdinist Russa, even the Reverend
Jm Jones messianic Guayana experiment--- each of these began in an attempt to create a
perfect society. Smilar intentions gave birth to Hitler's Nazi Germany, dthough his
perverse ideology should have been evident from the start. At some point, each of the
examples just mentioned degenerated from utopias green vistas into the shadowy realm
of the dystopia (it will be helpful to familiarize students with both terms). A dystopia
occurs when politica leaders or citizens of the state become moraly bankrupt. American
writer UrsulaK. LeGuin addresses the mord dangers of utilitarianism asameansto a
utopian end in her short gory "The Ones Who Wak Away from Omelas." LeGuin's
setting is ambiguous, she includes virtudly no clues as to time and place. On the surface,
Omelas seems to be very much the perfect society. Thereis no hunger, the people are free
to pursue any artistic or academic endeavor, physical labor is unnecessary, disease has
been vanquished, mentd illnessis nonexistent, and free love is abundant. If they wish,
the people of Omeas can even enjoy the effects of a hdlucinogenic drug that is
completely nonaddictive and has no sde effects. However, in order to maintain this
utopia, one person in Omelas must suffer. A small child islocked in awindowless clost,
gtting in his own feces, and fed scraps. The child was placed in this prison at an age that
enables him to gill have adim memory of his mother. As arite of passage, the children

of Omeas are shown this child as they are about to enter adolescence; thisritua isto



remind young people of the sacrifice made for their hgppiness. LeGuin's utopia (perhaps
dystopiais more gpt) leaves a profound emotional impact on any senditive reeder.
Although the gory is purely imaginative, its philosophicad implications are aggering.

Teachers can facillitate discussion of LeGuin's story through a number of
questions. Why is LeGuin ddiberately ambiguous with the story's setting? What might be
the drawbacks of living in a so-called "perfect’ society? Would students be willing to live
in asociety such as Omeas? |s the suffering of one person afair exchange for the
happiness of an entire society? In what ways have the people of Omelas become mordly
bankrupt? What would students be willing to sacrifice in exchange for perfect happiness?
After discussing LeGuin's story, teachers can then connect its theme to Nazi Germany.
What was Hitler's utopian promise? To what extent did he achieve his utopian goas?
How and why did the Nazi experiment deteriorate into a dystopia? What did the German
people sacrifice in exchange for their utopian dream? How did Germany become morally
bankrupt under Hitler? Which Germans became "the ones who walked away from
Omeas'? The story can be examined in anationa context as well. Which groups, past
and present, represent the "hidden child" sacrificed in exchange for American affluence
and materidism? What are the hidden dangers of a palitical system in which the mgority
rules? "The Ones Who Wak Away from Omelas' will evoke a degp emotiond response
inal but the most jaded student. LeGuin'sfable is a superb dlegory through which
educators can show the potential consegquences that may result when utopian ideology is
put into practice.

Kurt Vonnegut's Saughter house-Five is one of the most frequently- censored

books in America.. Much of the novel's notoriety liesin VVonnegut's no- holds-barred



trestment of traditiona American inditutions: religion, government, capitalism, and
World War 11 asthe "good war." VVonnegut forces his readers to confront some ugly
truths about our American values and their misplaced priorities. Briefly,
Saughterhouse-Five isthe gory of Billy Filgrim, an American prisoner-of-war in the
German city of Dresden during the Second World War. The nove's convoluted plot
gructure launches Billy back and forth between his World War 11 experiences and his
1960s postwar life as a successful optometristin asmal New Y ork city. The planet
Trafamadore provides a third setting. Billy believes that he has been held captive for a
timein a Trafamadorian zoo; the Trafamadorians, Billy beieves taught him how to
become "unstuck in time." Vonnegut himself was a P.O.W. in Dresden and survived the
horrible Allied firebombing of the city on February 13-14, 1945. The Dresden
firebombing incinerated upwards of 135,000 people--maostly women, children, and
edely Germans--- in acity that had no strategic value whatsoever. Furthermore, the
bombing occurred late in the war when an Allied victory was amoot point.

Benegth its nontraditional, absurd surface, Saughter house-Five poses some very
serious questions. As Vonnegut himsdlf asks in the book's opening chapter, "What can
you say about amassacre?’' How does one's perception of the world change after
experiencing an event such as the Dresden firebombing or the Holocaust? What
judtification can the Allies offer for the Dresden firebombing, and isther rationde valid?
Should an atrocity (i.e., the Holocaust) be repaid with an atrocity? Do the German people
have the mord right to condemn the Dresden bombing? Is the suffering inflicted viaa
massacre commensurate with that experienced during a genocide? To what extent can

socid success and materid gain hed degp wounds in the soul? What mord boundaries, if



any, should be observed when waging totd war againgt an immora enemy? How might
Vonnegut or a Holocaust survivor respond to Nietzsche's siatement "Only through art is
life judtified"? Findly, does post- 1945 history suggest that the world will not repest the
horrors of Nazi Germany and World War 11? Students should have a solid background in
the rise of fascism and the Final Solution before attempting to connect Saughterhouse
Five to Holocaust issues. However, Vonnegut's book, as well as knowledge of U.S.
refugee policy in the late “30s and early "40s, may cause some students to reconsider the
myth of Americaasatotaly virtuous force fighting the "good war." As afollowup to
Vonnegut's book, teachers may want to assgn John Hersey's Hiroshima. Discussng the
Hiroshima event may lead an assessment of Americas decison to use the atcomic bomb to
end the war. Should the United States be held moraly accountable for its use of awegpon
planned in part to intimidate the Soviets and thus launch a half-century of Cold War?
Who are the victimsin aforeign policy designed with the potentia for creating aglobd
holocaust? How did Nazi persecution of the Jews and other groups help give Americaan
early edgein the nuclear amsrace? A study of the Hiroshima bombing isaclassc
example of higorica cause-and-€effect, showing how the ramifications of the Nazi
ascendancy dtirred tremorsin world events until nearly the end of the century.

Two other literary works will help teachers to show that intolerance and asiege
mentality led to American human rights abuses during the war years. James and Jeanne
Weakatsuki Houston's classic Farewell to Manzanar isamoving account of the remova
of Japanese- Americans to internment camps during the war years. David Guterson's more
recent novel Show Falling on Cedars aso explores the same subject, athough Guterson's

book fluctuates into the relm of murder mystery and courtroom melodrama. These



books, or excerpts from them, can lead to some lively classroom discussion. How did
Americas treatment of Japanese- Americans resemble Nazi policies towards Jews and
other groups? How did their methods differ? Why did the United States adopt a double
standard with regard to Japanese- Americans and German- Americans? Which earlier
episodes or policiesin American history provided a mode for the relocation of
Nisa-Americans (thisisagood point at which to review United States Native- American
policies)? Which groups, if any, face smilar intolerance and "specid treatment” today?
At what point do nationa security interests take priority over individud civil liberties? In
the interest of fairness, should American education give equd time to the Holocaust and
the Nisal internment camps? Aswith Saughterhouse-Five, astudy of the Nisa-American
experience during World War 11 will help to reinforce the knowledge that American
policy has clamed many innocent victims throughout our nation's history. The potentia
for aHolocaust dso exigtsin the "land of the free" By learning to challenge questionable
government policies, students may redize that spirited dissent within a democratic
society isavaid means of preventing the state from repegting the atrocities of Nazi
Germany.
A Few Words About Censor ship

War, persecution, torture, and genocide are grim subjects. In order to accurately
portray such events, writers must necessarily use graphic language, violence, and even
sexud themesinto their fictiond or actua accounts. While universities, a least in theory,
enjoy complete academic freedom, censorship often rearsits ugly head at the high school
level. Some students, either on religious grounds or who are Smply overly-sengtive,

may object to some of the literary sdlections discussed previoudy. Sadly, some adherents



to the Religious Right object to the teaching of the Holocaust as awhole. For this reason,
The Diary of Anne Frank is often included on the list of Americas most

frequently- censored books (sharing company with Vonnegut's Slaacghterhnuse Five).
Rdigious conservatives ironicaly argue tha teaching the Holocaust violates the First
Amendment by sanctioning rdligiousidess (i.e., Judaism) in public schools, dthough
these same groups actively lobby for aschool prayer amendment to our congtitution.
High school teachers can save themsalves considerable grief by taking afew measures
prior to assgning sendtive literary materias. | have been in the very uncomfortable
position of having to defend literature againgt hogtile parents and have learned that an
ounce or two of prevention can forestall tons of conflict down the road. In my own
classroom, | make it a practice to warn students in advance if areading sdection contains
violence, graphic language, or sexud content. | inform my classif aparticular book hasa
higtory of censorship (advisng sudents "Thisis one of the most-censored booksin
Americd' carries the Forbidden Fruit Effect: most students want to read a book that has
been censored). Any student who fears he or she may have a problem with sensitive
materid is given the option of a"kinder, gentler” reading assgnment. Few have taken me
up on this offer, most choosing rather to read a book whose pages are "charred by hell's
flames." On occasion, though, a handful of my students have accepted the blander
dternate reading. While teachers might bristle at the intrusion of politicaly correct
attitudes into the classroom, warning students of potentialy objectionable materid isthe
senshle thing to do. Very early in the semester, | devote an entire lesson to a discussion

of censorship. This gives students an opportunity to ar their own views on the boundaries



of free speech and therole of art. Generaly, | encounter few problems after this
discussion.

Perhaps the most effective means of addressing the censorship issueisto
show students film footage of aNazi book-burning rally. Nobody wants to be associated
with aregime identified with pure evil. Severd years ago, one of my colleagues was
challenged by parents who objected to his use of One Day in the Life of Ivan Denisovitch.
The parents, members of the Religious Right, took their case to our school board,
demanding the book's removal from the school's curriculum. My colleague asked meto
gpeak on his behdf at the school board hearing. In my comments, | reminded board
members and the parents that "objectionable’ books were routinely burned in Nazi
Germany. | concluded my remarks by suggesting, "If we remove this book from our
school, why not build a bonfire right now?" Case closed. The parents vehemently denied
any association with the Nazis, dthough they would not retract their demand to have the
book suppressed. Unanimoudy, the school board voted to retain One Day in the Life of
Ivan Denisovitch as part of the freshman curriculum. Since then, the parentsin question
have chosen to home-school their child. This episode illustrates how invoking an
example of Nazi depravity can ironically provide avauable lesson decades after Hitler's
murderous regime.

The Holocaust and Philosophy
Nazi Germany and the Holocaust can be studied within the framework of two
related philosophies. Prior to beginning a unit on therise of fasciam, it may be useful to
provide the class with an overview of Friedrich Nietzsche's idess. I've managed to

condense the highlights of Nietzsche's philosophy into a single page, which | provide to



the dassin lecture form. At the conclusion of my overview, | ask sudentsfor their own
assessment of Nietzsche'sideas. Why might some people be attracted to Nietzsche's
beliefs? What are the dangers inherent in his philasophy? How have € ements of
Nietzschean thought gppeared in American and world history? After discussing these
questions with the class, teachers can use the infamous Leopold and Loeb case to show
the potentid for abuse in Nietzsche's scheme. From there, the leap to Nazi ideology
should be fairly obvious. Students can point out waysin which the Nazis attempted to put
Nietzsche'sideasinto practice.

An overview of Exigentidism can dso be incorporated into a study of the
Holocaust and World War 11. Teachers should advise students that Existentialism's roots
liein the 19th century via Nietzsche, Kierkegaard, and others. However, the philosophy's
concepts did not gain wide acceptance until the postwar years. After explaining
Exigentidist concepts, ateacher might ask the class why this philosophy gained
credibility after the war. Why did life after the war for Holocaust survivors and other
victims become a search for meaning? Does Exigentidism offer ameasure of hope for
those who experience genocide or war? How did World War 11 reinforce the
Exigentiaigt notion of the world as an aosurd place devoid of meaning? Deep thoughts,
perhaps, far some high school students, but when viewed within the context of history,
Exigentidism's apped suddenly makes sense. Literature can be examined within an
Exigentidist paradigm aswdll. Vladek, in Art Spiegeman's Maus, possesses traits of the
Exigentidist anti-hero. Spiegelman himself, as a character in his book, isengaged in a
search for meaning. Ursula K. LeGuin's "The Ones Who Wak Away from Orndas’

ultimately implies the dienation experienced by those who are unable to live in asociety



that has sold its soul for alife of security and hedonism. Nathan and Sophie, in Sophi€e's
Choice, are both doomed because they are unable to find any meaning within the void left
by the Second World War. In "The Shawl," Cynthia Ozick examines the dienaion and
despair resulting from day-to-day existence in the deeth camps. Billy Rilgrim, in
Vonnegut's Saughter house -Five, is an asurd anti- hero trying find a sense of meaning in
ameaningless atrocity, the Dresden firebormbing. Aswith any philosophica concept,
students should be encouraged to evauate Exigentidism's validity as a belief system.
Again, by viewing this philasophy in the context of history and literature, young people
will understand why certain beliefs gain acceptance at key momentsin history.
Other Holocaust-related Activities

Findly, educators can take anumber of other approaches to studying the
Holocaust at the high school level. One proactive method isto conduct amock trid. The
teacher can act as facilitator as the class assumes complete responsbility for the activity.
Responsible, mature students should be appointed as judge, prosecutor, and defense
attorney. Defendants can vary. Animaginary trid of Adolf Hitler could lead to some
interesting arguments and indghts, dthough it may be difficult to arrange a reasonably
far trid far der Fuehrer. Students might attempt a reenactment of the Nuremburg Trids,
complete with Goering, Hess, Speer, et d. A more unique approach to amock trid might
target Allied leaders as defendants. For example, the architects of the Dresden bombing
(Operation Thunderclap) could be placed on trid. Or government officias responsible for
denying the Saint Louis entry into America could be tried for indirect complicity in the

Holocaust. As a counterpoint to the Nuremburg Trids, those in charge of the



Japanese- American internment program might dso betried. A mock trid activity
requires mature students, careful planning, and afair amount of classtime.

Creative writing activities can aso simulate sudent insghts into the Holocaust.
One very effective method is to have students use photographs or artwork as a basis for
creative writing. The teacher can post a variety of images on the wall or bulletin board
then alow students to choose one as a starting point for astory or character study. Some
very powerful photographic images from the Holocaust are available. If a photograph
captures amoment of action, students might write astory or description of events leading
up to the moment of the photograph or, conversely, events that occur just after the
photograph was taken. Photographic portraits can be the subject of an imaginative
character ' study or poem. Inanimate objects aso provide fertile ground for creative prose
or poetry. Rabbi Joseph Eddheit, of Minnegpolis Temple Isradl Synagogue, suggested
the posshilitiesimplicit in a photograph of aZyklonB cannister. What stories might
surround the manufacture of the cannister or the man who opened it for its Snister
purpose? Other images, such as apile of shoes or eyeglasses taken from desth camp
prisoners, could also be the subject of student prose or poetry. This creative writing
gpproach can be gpplied to the large gallery of Holocaust artwork as well. By forcing
sudents to congder the possibilitiesimplied within the Smplest of images, credtive
writing activities may help students to gain a new perspective on the Holocaust.

Persond survivor accounts as related by speakers are the most val uable means by
which teachers can help to persondize the Holocaust for his or her class. Sadly, the
number of survivorsis diminishing and will soon be lost forever asaliving resource.

Whenever possible, educators should invite Holocaust survivors into the classroom to



share their experiences with young people. For six years now, our school has been
honored with such a speaker. Cantor Leo Fettman from Omaha visits my American
Heritage classroom each March. His vigt transcends the Holocaust experience. In his
talk, Cantor Fettman discusses the importance of education, respect for life, aswell asthe
need to dignify culturd, racid, or rdigious differences. Students previoudy unfamiliar
with the Jewish faith gain indgghts into Judaic traditions. Leo's gentle good humor puts
the class a ease, while his accounts of the Holocaust experience reinforce the impact of
the Fina Solution's human cost. Perhaps thisis a sacrilegious statement for an educator to
make, but | believe my students learn more in one day from Cantor Fettman'svisgit than
they do from me in an entire semester. Survivors are a powerful and vital resource and
should be invited into our schoolsto bear witness to generations increasingly distanced
by time from one of higtory's darkest nightmares.
Concluding Thoughts

As mentioned in my opening paragraph, teaching the Holocaust is chalenging
within the tight parameters dictated by public secondary education. | find it particularly
problematic to incorporate the Holocaust into my American literature class, dthough | do
have the luxury of atwo-period time block shared with the U.S. history teacher. Still, |
believe the Holocaust does have ajudifiable place within the American literature/ history
curriculum, despite claims by many that the Shoah is srictly a"European” event.
Furthermore, | believe that an eclectic approach to the Holocaust will reinforce the
universdity of its mord conflicts. Human fally, crudty, and intolerance, are universa
traits. The Holocaust originated and was largely orchestrated in a nation responsible for

some of Western civilization's greatest scientific, philosophical, and artistic



achievements. If such amonumenta horror could occur in Germany, then any nation on
earth is equaly susceptible to the mentality that produced a Hitler and attempted a Find
Solution. As survivors gradudly fade into the migts of time, educators must carry the

torch in teaching the profound lessons to be learned from the Holocaust.



Appendix 1

Workshop on the Holocaust and Contemporary Genocide
Unit Plan: Implementing the Holocaust in American Literature and History
Outcomes, Materials, Activities, and Evaluations

--- APPENDI X ---
Thisappendix includes:
1) A unit plan for teaching the Holocaust in a junior-level American literature/
history cour se.
2) Copiesof shorter literary worksdiscussed in the previous pages.
a) " 38 People Who Saw Murder" (Gansburg)
b) " Conscientious Objector” (St. Vincent Millay)
C) "next toof coursegod americai” (Cummings)
d) Propostion 87
e) Fetal TissueBill
f) "The Shawl" (Ozck)
g) "TheOnesWho Walk Away from Omelas' (LeGuin)

h) Overview of Nietzschean philosophy

i) Basic Existentialism



UNIT PLAN FOR TEACHING THE HOLOCAUST
During the course of thisunit, TLW (the learner will):
» assess theindividual'srole when faced with public immor ality;
* connect an expository essay to a historical events;
* debate the legality ver susthe morality of selected legidation;
» trace the origins of European antisemitism;
* describe eventsleading to therise of fascism in post-WWI Europe;
* analyze America's social and foreign policy in the 1930s,
* Judge a America'sresponseto Hitler's persecution of the Jews;

» evaluate and interpret the language of a Nazi legal document;

Appendix 2

* identify the elements of genocide in the Holocaust or other atrocities,

* compar e/contr ast the Holocaust with other genocidal movements;

* summarizethe effects of the Holocaust on survivors and their children;

» write a fictional scene based on a Holocaust-related image.

* critigue an author's use of animal imagery in depicting Holocaust events,

* identify and discuss elements of Existentialism in selected literary works;

» compar e the methods and impact of a genocide with a massacre;
» conduct a mock trial of Nazi leaders;

» create solutionsto prevent the occurrence of future genocides,

» design memorial to the victims of a genocide or massacre;

» demonstrate knowledge of the Holocaust via an exam.

TIME FRAME: Sx to eight creeks, incorporated into a World War 11 unit,
junior-level integrated American history and literature cour se.



SUGGESTED READINGS:

E. E. Cummings. " next to of coursegod americai.” Literature and Language:
American Literature. New York: McDougal-Littell 1992.

Gansburg, Martin. " 38 Who Saw Murder." Prose Models. New York:
Har courtBrace Jovanovich 1987 (also available as" 37 People Who Saw
Murder Didn't Call thePolice" in Literature and Language: American
Literature. New York: McDougal-Littell 1992).

Guterson, David. Snow Falling on Cedars. New York: Vintage Books 1995.
Hersey, John. Hiroshima. New York: Vintage Books 1989.

Houston, Jeanne Wakatsuki, and James D. Houston. Farewell to Manzanar. New
York: Houghton Mifflin 1973.

LeGuin, UrsulaK. " The OnesWho Walk Away From Omelas' from TheWind's
Twelve Quarters. New York: Harper 8G Row 1973.

Ozick, Cynthia. " TheShawl." The Holocaust: A Historical Reader (Nextext series).
New York: McDougal-Littell 2000.

Roth, John. " On Losing Trust in the World." Holocaust: Religious and
Philosophical Implications. St. Paul, MN: Paragaon House 1989.

Spiegelman, Art. Maus, A Survivor's Tale: My Father Bleeds History. New York:
Pantheon Books 1991.

Mausn, A Survivor's Tare: And Here My Troubles Began. New
York: Pantheon Books 1991.

St. Vincent Millay, Edna. " Conscientious Objector.” Literature and Language:
American Literature. New York: McDougal-Littell, 1992.

Styron, William. Sophie's Choice. New York: Bantam Books 1,980.

Vonnegut, Kurt. Slaughterhouse-Five. New York: Del Publishing 1968.

SELECTED VIDEOS:

"Americaand the Holocaust” from The American Experience series. PBS. KTIN,
Johnston, IA. Spring 1999. One hour .



"TheMaster Race" from ThePeople's Century series. PBS. KTIN, Johnston, IA.
Fall 1999. One hour.

Schindler's List. Dir. Steven Spielberg. Universal, 1993. 194 minutes.

"Untitled." Dir. Seth Kramer, (United States) n.d., n.p. 15 minutes.

ACTIVITIESY RELATED CONTENT:

. Student congress debate: legislation on special license platesfor social
"undesirables’ and fetal tissue/human organ banks.

. Monument design and construction: create and build a mode to commemor ate
the victims of the Holocaust or other genocides/massacr es.

. Overview of Existentialist philosophy, as well as Nietzsche'sinfluence on Nazi
ideology.

. Creative writing activities: imaginative character studies based on selected
images from the Holocaust.

. Mock trial: optionsincludeatrial of Hitler, or of Allied leadersresponsible for
the bombings of Dresden and Hiroshima.

. Guest speaker: Holocaust survivor or survivor'schild shareshis or her
experiences with the class.



Conscientious Objector

Edna S. Vincent Millay

| shall die, but that isal that | shall do for Desth.

I hear him leading his horse out of the stall; | hear the clatter on the barn-floor.
Heisin haste; he has business in Cuba, business in the Balkans, many callsto
make this morning.

But | will not hold the bridle while he cinches the girth.

And he may mount by himsdf; | will not give him aleg up.

Though he flick my shoulders with hiswhip, | will not tel him which way the
fox ran. With his hoof on my breast, | will not tell him where the black boy hides
in the swamp. | shall die, but that is al that | shal do for Death; | am not on his

pay-rall.

I will not tell him the whereabouts of my friends nor of my enemies either.
Though he promise me much, | will not map him the route to any man's door.
Am | aspy intheland of the living, that | should deliver men to Death?
Brother, the password and the plans of our city are safe with me; never through
me

Shall you be overcome.

" next to of course god americai"

E. E. Cummings

"next to of course god americai

love you land of the pilgrims and so forth oh
say can you see by the dawn's early my
country "tis of centuries come and go

and are no more whet of it we should worry
in very language even deaf and dumb

thy sons acclam your glorious name by gorry
by jingo by geeby gosh by gum

why talk of beauty what could be more beautiful
than these heroic happy dead

who rushed like lions to the roaring daughter
they did not stop to think they died instead
then shall the voice of liberty be mute?"

He spoke. And drank rapidly a glass of water



PROPOSITION 87

Beit enacted by the Senate in Student Congress here assembled that:
Section 1. A flask force conssting of distinguished law enforcement and hedth officids
ghdl be formed; this special commission will target "at-risk” populaions now living
within United States borders.
Section 2. After the National Health and Security Task Force has compiled alist of
persons who pose possible hedlth and safety risks to society, a system of color-coded
license plates shdl be created. This new system will permit law enforcement and hedth
agenciesto effectively track "at-risk" populations.
Section 3. Those personsincluded on the NHSTF ligt will be distinguished from the
gandard population via the following coding system:
Orange plate (with code VIO + ID number) shal be issued to those free
individuals with arecord of violent crime; i.e., rape, assault, child abuse, sexud
assault, pedophiles, etc.
Y ellow plate (with code DU + ID) shdl beissued to those persons previoudy
charged and convicted of any drug-related offense.
Blue plate (with code ALC + I1D) shdl beissued to any individua with a previous
DWI (driving while intoxicated) conviction. Those persons with arecord of other
acohol-related offenses will be issued asmilar license plate.
Green plate (with code MSD + TD) to beissued to any person formerly charged
and convicted with a previous misdemeanor offense.
Black plate (with code FEL + ID) for those persons with arecord of any felony
crime.
Red plate (with code ILL + ID) to be issued to any individua determined to be
the earner of a communicable disease of atype that could pose a threat to the
genera populace,
Pink plate (with code ALT + ID) will beissued to those persons known to
practice an dternative lifestyle.
White plate (with code NRML + ID) to be issued to those individuals determined
by the NHSTF to pose no risk to our nationd wel-being.



Section 4. Those who do not possess adrivers license will be required to wear arm bands
coded in afashion smilar to the aforementioned license plate system. Those list under

the "white" category will be exempt from wearing arm bands.

Section 5. After aten year period, those listed in the "white" category will be digible for
atax rebate not exceeding flue percent of hisor her gross income over the ten year

period. This rebate may be retained by the citizen in a tax-free account to accrue five
percent interest annudly, or it may be collected immediately by the digible citizen.
Color-coded "at-rik" individuds are indigible for this tax incentive.



Fetal TissueBill

Beit enacted by this Student Congress here assembled that:

Section One: Recent surgical experiments in other nations have shown dramétic
improvement in the treatment of Parkinson's Disease victims by grafting tissue from a
miscarried fetus into the brains of Parkinson's Disease sufferers.

Section Two: Medicd research indicates that Alzheimer's Disease may be smilarly
treated with dramétic results.

Section Three: Thousands of Americans are in a comatose state, with many consdered
"brain deed" by every legd definition of sentient thought.

Section Four: Thousands of other Americans are included on waiting lists for heart
trangplants or other organ transplants. Under the current system, thereis avast short of
available organ donors.

Section Five: Furthermore, each year thousands of American women choose to abort
their fetuses.

Section Six: Aborted fetuses can contribute to the social good by considered legdly
acceptable for medica treatment of Parkinson's Disease or Alzheimer's Disease.

Section Seven: Additiondly, severdly brain-damaged, comatose patients could serve the
socid good by functioning as organ banks for the needy.

Section Eight: Women who contribute aborted fetuses for medica purposes shal receive
monetary compensation for their contribution.

Section Nine: Parents, guardians, or those legdly responsible for the aforementioned
brain-damaged patients shal aso receive compensation upon transferring their legd
responsbility to amedica indtitution for use as an organ bank or other medical purpose.
Financid compensation shal be commensurate with the amount of organs, limbs, or
tissue used for treatment.



Friedrich Nietzsche, 1844-1900 The Father of Modern Existentialism

Nietzsche believed that modern culture is creak, decadent, and fed by lies. Through his
philosophy, Nietzsche attempted to provoke modern men and women into challenging traditional
vaues and ingdtitutions.

“GOD ISDEAD.”

» Science, technology, and Darwinian theory have undermined traditional Chrigtianity to
the point at which we can say "God is dead.”

* Traditiond Chrigtian volutes and a bourgeosie mentdity stifle individua excellence.

« Chridtianity, with its emphasis on sacrifice and redemption, islife-denying. The basic
atributes of Chrigtianity are cruelty and pain.

» Chrigtianity (and democracy) encourage mediocrity, oat excellence.

* A life-affirming philosophy is necessary to replace Chrigtianity.

APOLLONIAN VERSUS DIONYSIAN

« Art istheinterplay between two contending e ements.
* The Apollonian sde of the human psyche= light, reason, culture, form, order, restraint,
avilized.
* Dionysian= chaos, irrationd, darkness, Intoxication, abandon, primd.
* Cregtive endeavors can only be accomplished whey the Apollonian sSde:
a) acknowledges the Dionysian forces,
b) pacifies and subdues fibs Dionysian sde;
c) createsfam and artistic beauty from chaos,
* All higher human achievements originate from irrationa sources.

MASTER VERSUSSLAVE MORALITY

» An absolute, universal code of mordity does not exigt. Traditiond mora systems
disregard individud differences.

* Two types of mordity exist: Save Mordity and Master Mordlity:

a) Save Mordlity= the abased, oppressed, those who are uncertain of themsalves.
Theirsisautilitarian moraity, meant to help others who are weak and powerless.
Save mordity focuses on the denid of life sad influences "daves' to adapt a
"herd mentdity."

b) Master Mordity= acts from afeding of power; uses his power to benefit the
unfortunate. Practitioners of this morality do not look beyond themselvesto
determine right/wrong or good/evil. It is acceptable to glorify onesdf; the
"magter” takes ddight is subjecting himself to higher sandards.




THEWILL TO POWER AND THE SUPERMAN

» Most people are dominated by a drive to dominate the environment, a"will to power"
reflected in the expression of a person's powers or abilities.

* The ultimate expression of the Will to Power is shaven through the individud's cregtion
of higher own mora cede, unrestrained by traditiona values.

» The Superman or Overman (Ubermensch) will reflect the ultimate individua
manifestation of the Will to Power. Heis"beyond” traditiona "good and evil."



MODERN LITERATURE: Existentialism

Exigentidigt philosophy originated in the 19th century through the works of Soren
Kierkegaard and Friedrich Nietszsche. The concept was devel oped further in the 20th
century in the writings of Jean Paul Sartre and Albert Camus.

"Be careful when you look into the abyss; the abyssislooking back at you..."
--Nietzsche

VERY BASIC EXISTENTIALISM::

A) IN THE UNIVERSE, ONLY DEATH ISSTABLE OR CERTAIN.

B) THEUNIVERSEISA VOID WITHOUT MEANING.

C) LIKE THE UNIVERSE, MAN'SLIFE ISALSO (POTENTIALLY)
WITHOUT MEANING.

D) "EXISTENCE PRECIDES ESSENCE.- FIRST WE EXIST. THEN WE
CREATE OUR OWN INDIVIDUAL ESSENCE, OR MEANING FOR OUR
EXISTENCE BY WHICH WE CAN DEFINE OUR LIVES).

E) BY REJECTING TRADITIONAL ESSENCES (RELIGIONS. SCIENCES,
PHILOSOPHIES, etc.), THE EXISTENTIALIST ACKNOWLEDGESHIS
EXISTENCE ASA NOTHINGNESS. DEATH ISTHE FINAL.
NOTHINGNESS.

F) IN ORDER TO COPE IN AN EMPTY UNIVERSE, ONE MUST MAKE
CHOICES.

G) WE CREATE OUR OWN MEANING FOR LIFE FROM THE CHOICES
WE MAKE.

H) THE ESSENTIAL QUALITIES OF AN INDIVIDUAL ARE DETERMINED
BY FREEWILL, NOT BY HEREDITY AND ENVIRONMENT. HUMANS
ARE FREE TO CHOOSE BUT NOT FREE NOT TO CHOOSE.

) BY BECOMING COMMITTED TO ONESELF, A PERSON CAN ALTER
HISHUMAN CONDITION AND EASE HIS DESPAIR.

J) MANY OF EXISTENTIALISM'STERMSBEGIN WITH THELETTER
"A"

* ANGST/ANXIETY = THE FEELING PRODUCED BY THE BASIC
EMPTINESS OF THE UNIVERSE.




* ALIENATION = THE ESSENTIAL ISOLATION OF EACH PERSON
BECAUSE OF HISINDIVIDUAL RESPONSIBILITY TO CHOOSE
WHAT/WHOM HEIS.

* ABSURDITY = THE WORLD ISABSURD BECAUSE IT HASNO
MEANING; OUR LIVES ARE ABSURD BECAUSE WE DIE.

* ANTI-HERO = THE FICTIONAL CHARACTER WHO MUST
FUNCTION ALONE AMIDST THE ABSURD HUMAN CONDITION.

* AUTHENTICITY = OUR LIVESHAVE AUTHENTICITY IFWE
CONTINUE TO MAKE OUR OWN CHOICES AND STICK BY THOSE
CHOICES.




