

















3. Hand out one culture description, face down, to
each participant. Stress that participants should not
allow others to see the description on their sheets.

4. Give participants time to to read their descriptions
and then ask them to get up and search for the
other member(s) of their culture. Indicate that they
must identify their “mate(s)” by walking around
the room and practicing their culture’s traditional
greeting behavior until they find one or more
persons who display exactly the same behavior.
Emphasize that no one should speak unless their
greeting description has a verbal component.

5. Allow participants at least 5 minutes to find their
mate(s). The time frame for this part of the
exercise will depend on the number of people
participating, with a larger group requiring more
time. Instruct participants what, when they find
their mate(s), they should remain standing but stay
with the members of their culture. While they
await the end of the exercise, ask them to discuss
how they feel about the way in which members of
their culture greet one another.

6. When time is up, stop the exercise even if not
everyone has located his or her mate(s). One by
one, as each group to demonstrate to the others the
particular greeting tradition for the assigned
culture. If some participants have not yet found the
other members of their culture, they should now be
able to readily identify where they belong.

7. Processing of the exercise should focus on how
participants felt during their search, what they
experienced when they found their mate(s) or how
they felt if they were not able to find other
members of their culture. The exercise is most
effective when participants are able to discuss their
feelings about the experience, for example, feeling
rejected for frustrated if they could not find their
mate or happy and relieved when the contact was
made. Discussion may be generalized to include
participants’ observations about why people tend
to feel whose behavior is different and/or not
readily understood. If appropriate to the overall
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content of the workshop, the group might also
describe actual cultural differences in greeting
traditions in various cultural groups, as well as
other cultural differences that are manifested in
daily human interaction.

If there are observers as well as participants in the exercise
to comment on what they noticed about individual
interactions. For example, what behavior did they see?
What facial expression and body language were apparent?
8. Specific questions you might ask could include the
following:

a. How did you feel when you were able to
locate the other member(s) of your culture?

b. How did you feel if you were unable to
locate your mate(s)?

c. How did you feel if you realized that a
person who approached you (or whom you
approached) was not a member of your
group?

d. How do people sometimes relate to
strangers who have different customs and
traditions?

e. If you were a member of a cultural group
that prohibited physical contact, how did
you feel if someone tried to touch you?
What happens in real life to many people
whose culture prohibits being touched by
strangers?

f.  How did you fee if you reached out to
touch another person’s hand and he or she
moved away from you? Does this ever
happen in real life? What are the
consequences?

g. Do any elements of these fictional
descriptions fit real cultures? Which
elements? Which cultures?

h. Have you ever been in a situation in which
you felt uncomfortable because you were
not sure what the cultural norms were?
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What did you do? Was there anyone you
could ask?

i. Have you ever been in a situation where
someone had contact with your cultural
group but did not know the norms for
expected behavior, for example, at a
wedding or a funeral? What did the person
do? How did others respond?

J.  To what extent do we expect others to
assimilate to our own culture norms and
traditions? To what extent are we willing
to assimilate to the norms and traditions of
others? Can we decline to assimilate and
still have positive interactions with those
who are different? How can this be
achieved?

Conclude the exercise by pointing out that even a behavior
as simple as a greeting is culturally determined. Note that
lack of familiarity with the cultural norms and traditions of
others can lead to a lack of communication and failure to
establish credibility with others.

Variation You can be as creative with this exercise as you wish. For
example, you might tell participants, “It is the year 2500
and you are representatives of seven different planets who
are attending an interplanetary conference to discuss
(Name a topic that is relevant for participants). It is
important that you identify the members of your group in
order to vote on certain issues. However, everyone here
looks exactly alike and the only way that you can find
your culture mate(s) is to find conference participants who
share your traditional custom for greeting others from the
same culture. So, hurry up and see how quickly you can
locate your culture mate(s).

Descriptions of Cultures A

Through

Culture A In your culture, no one ever speaks or smiles when
greeting another member of the group. Members approach
one another silently and solemnly, bow and then turn their
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backs to one another.

Culture B When greeting other members of your culture, no one ever
speaks or smiles. Members approach one another without
speaking or smiling and never look the other person in the
eyes, Looking at another person directly in the eyes is
considered highly insulting and you must avoid this
behavior at all costs. Members of the culture always
extend their left hand to shake hands with the other person.

Culture C In your culture, no one speaks when greeting. However,
eye contact is very important, and as members approach
one another they always look the other person directly in
the eyes and then shake hands with their left hands. If
another person should avoid looking you in the eyes, speak
to you, or try to shake your right hand, you should
indicate, nonverbally, that his or her behavior is totally
unacceptable.

Culture D Members of your culture may greet one another any way
they wish. However, they must always say the words “Hi
Ho Hello” when they approach someone from the group.

Culture E In your culture, no one speaks, smiles, or looks the other
person in the eye when greeting. When members approach
one another, they hold out their right hands to the other
person and wait until the person either takes their hand or
moves away.

Culture F In your culture, members do not speak when greeting, but
they always smile and laugh when they see one another
and are generally very friendly, even to members of other
cultures. It is important to remember, however, that your
cultural norms strictly forbid any physical contact with
another person. If someone from another culture tries to
touch you, you must let them know (nonverbally) that you
are offended and feel uncomfortable with their behavior.

Culture G In your culture, members are very happy people and laugh
as much as possible. They are extremely uncomfortable
being around people who are not as happy as they are. To
find out if someone else is a member of your group, you
will have to approach the other person and laugh out loud.
If the other person does not laugh in return, you will know
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that he or she does not belong to your culture, If the person
does laugh in return, you should immediately make
physical contact with the other person, for example, by
hugging (if you are comfortable), shaking hands, or
touching the other person on the shoulder. E-2

F- Topic Hammurabi’s Code
Subject World History
Overview Students learn about the Babylonian law code and

compare and contrast Babylonian values to and with
American values.

Objectives Students will be able to:
o Explain Hammurabi’s Code;

o List and discuss Babylonian values;
o Compare and contrast Babylonian values to U.S.

values.
Materials « Handout “Team Learning: Hammurabi’s Code
Time Approximately one to two class periods
Description 1. If necessary, students should be given some prior

information about Babylonia before the lesson,
including its geographic location, its governmental
structure, and the period in which Hammurabi lived.
Start the lesson by asking students if they have ever
heard the expression, “An eye for an eye; a tooth for a
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tooth.” Ask them for their reactions to the expression.

2. After students have discussed the expression, which
expresses the belief in retribution or revenge for
wrong-doing, ask them if the U.S. follows this policy.
(Answers will vary. Some students will say that we
have laws and courts to handle crimes so that acts of
vengeance, which can escalate, won’t happen. Others
might say that we have some retribution like the death
penalty, but that we need more to address, for
example, killers who “get off” in court because of
legal technicalities and insufficient punishment for
juveniles who commit serious crimes.)

3. Tell students they are going to learn about an ancient
society that used retribution in its justice system.
Review with the students the basic information they
have about Babylonia.

4. Distribute the Handout “Team Learning: Hammurabi’s
Code” and review the directions with the class.
Respond to any questions students may have.

5. Place the class in team learning groups. Ask each
group to complete the reading, and, as a group, answer
the questions.

6. After the work has been done and the results
discussed, ask them to compare and contrast
Babylonian and U.S. values. Examples of Babylonian
values are: retributive justice, property ownership,
order, obedience, competition, and family. One
important point to emphasize is that many Americans
also have these values but usually accept other values
as more or most important. For example: freedom over
order; independence over obedience.

7. Ask students to explain what forces can shape a
society’s values. Examples are: education, historical
events, important people, the media, religion, etc.

8. Conclude the lesson by asking students to decide if a
society’s values remain constant or if they can change
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over a long period of time.

Homework and 1. Select several students to research and report on the
Follow-Up values of other ancient civilizations, e.g., Sumeria,
Activities Egypt, China, Mali, Greece, and the Aztec Empire.

2. Using a classroom set of newspapers or a weekly news
magazine, ask students to read the entire issue or to
read assigned articles that relate to the topic of values.
They can list and explain the newspaper or magazine’s
implied and expressed values as well as “typical”
American values that are included in the readings.
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Team Learning :
Hammurabi’'s
Code Read the following information and answer the questions
below.
Directions
Hammurabi’s Code contains laws pertaining to many
kinds of crimes such as kidnapping, perjury (lying in
court), and stealing. Crimes against property were severely
punished. The penalty for stealing or for buying stolen
property was death.

Babylonian methods of execution included drowning,
burning, cutting off the head, and running a sharp stake
through the criminal’s body. The number of laws against
stealing and these severe penalties show how important
property ownership was to the Babylonians.

In Babylon, trade was also important. Many of
Hammurabi’s laws described rules for trading, established
prices, and set standards of workmanship. Builders in
Babylon had to be especially careful. If a house collapsed
and killed the owner’s son, the builder’s son was put to
death. Barbers, doctors, salespeople, farmers, and even
slaves were told how to behave. Hammurabi even set
wages for some jobs. For example, a Babylonian shepherd
was to receive 33 bushels of grain a year—no more and no
less.

The Code says something about almost every aspect of
Babylonian life. There are laws about marriage and
families, about borrowing and lending money, and about
irrigating fields.

Hammurabi’s Code ends with a stern warning about what
will happen to anybody who doesn’t respect his laws:
“May the mighty gods of heaven and earth curse him,”
says the King, “and his children, and his land, his people,
and his nation.”
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Hammurabi’'s

Code (cont.) 1. List and briefly explain several Babylonian crimes and
punishments.
Team Assignment 2. Compare and contrast Babylonian and American

punishments.

3. List several generalizations explaining what you have
learned about ancient Babylon.

4. Create a poem, picture, song, or cartoon describing
Hammurabi’s Code.
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Topic Three Women’s Rights Leaders: Huda Shaarawi of
Egypt; Qiu Jin of China; And Fukada Hideko of

Japan
Subject World History
Overview Students learn about the achievements of three feminists

and analyze the influence each had on her respective
country. They also relate the women’s rights movement to
the topic of values.

Objectives Students will be able to:
o Summarize the achievements of three feminists;

o Compare and contrast the lives and achievements of
three feminists;

o Analyze the impact each leader had on her country;

o Relate the feminists’ goals and achievements to the
topic of values.

Materials « Handout “Three Women’s Rights Leaders: Huda
Shaarawi of Egypt; Qiu Jin of China; and Fukada
Hideko of Japan”

o Handout “Three Women’s Rights Leaders: Questions”

o Handout “Three Women’s Rights Leaders:
Comparison and Contrast”

Time Approximately one to two class periods

Description 1. Begin the lesson by asking students to name American
groups that have experienced discrimination. Answers
will vary but could include: women,
Hispanics/Latinos, people with disabilities, African-
Americans, homosexuals, Chinese-Americans,
Japanese-Americans, Jews, and the Irish. If students
don’t include women, be certain to bring it up. Ask
students what rights U.S. women have been denied
e.g., voting, education, and employment.
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2. Tell students that women in other countries have also
faced discrimination; and that many remarkable
women fought for equality. Explain that they will learn
about three women, in three different countries, who
made a difference.

3. On the chalkboard or easel paper, write the names of
the women and their countries: Huda Shaarawi—
Egypt, Qiu Jin—China, and Fukada Hideko—Japan.

4. Distribute to students the handouts “Three Women’s
Rights Leaders: Huda Schaarawi of Egypt; Qiu Jin of
China; and Fukada Hideko of Japan” and “Three
Women’s Rights Leaders: Questions.” Review the
directions and answer students’ questions.

5. After they have finished the readings and answered the
questions, encourage students to discuss their work.
Then, place them in small groups or pairs and
distribute the handout “Three Women’s Rights
Leaders: Comparison and Contrast.” Give students
sufficient time to complete the chart.

6. After they are through, ask them to discuss their work
and explain what they learned. Answers will vary, but
students should cite the courageous actions of the
leaders to change discriminatory practices. They
should also discuss the values of the three leaders they
studied e.g., equality, fairness, justice, and
independence.

7. End the lesson by asking students to list the societal
values that encourage women’s equality as well as the
societal values that impede it.

Homework and 1. Students can research the lives of additional women’s
Follow-Up rights leaders, e.g., Victoria Woodhull of the United
Activities States and Mary Wollstonecraft of Great Britain.

2. Students can role-play scenes from the lives of Huda
Shaarawi, Fukada Hideko, and Qiu Jin.
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3. Guest speakers representing organizations that
promote women’s rights can be invited to address the
class.
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Three Women'’s
Rights Leaders:
Huda

Shaarawi Of
Egypt; Qiu Jin
Of China;

And

Fukada Hideko
Of Japan*

*Reprinted with the
permission of Lynn Reese,
Director of Women in the
World - Curriculum Resource

Project.

Sources:

Margo Badran and Miriam
Cooke, eds., Opening the
Gates: A Century of Arab
Feminist Writing, Indiana
University Press: 1990. Ali
Badran and Margot Badran,
trans.

Marian Arkin and Barbara
Shollar, The Longman
Anthology of World
Literature by Women, 1875-
1975, Longman: 1975.
Katherine Carlitz, trans.

Xia Bian, Qiu Jin. Born to
Rebel, Departed but Not
Forgotten, Women of China,
China International Book

Trading Corp.

Part I: Huda Shaarawi—Egypt, 1920’s-1940’s
Give the Woman Back Her Lawful Right

Huda Shaarawi was forty one years old when, in 1923, she
did an unthinkable thing. Stepping from a train into a
crowded Cairo station after returning home from a
women’s conference in Europe, she removed her veil. At
first there was shocked silence. Then the women who had
come to greet her broke into applause. Some tore off their
veils too. For Huda, this signaled the final break with her
old life as a protected woman within the harem and the
beginning of her new life as leader of a women’s
movement. Within a few years, the majority of women in
Egypt no longer wore a veil when they went out in public.

Upper and middle class women and men in Huda’s day
were kept apart. It was considered proper for women to
stay mainly within the private world of the family, called
the harem. In public, women maintained this separation
from men by wearing the hegab, the traditional veil that
covers a woman’s hair and often much of her face.
Although veiling was not the practice among all segments
of society, women who dared to go unveiled in public
were ridiculed and sometimes even spat upon.

Huda, the daughter of a wealthy administrator, grew up in
Cairo. As a child she was jealous of the advantages given
her brother because he was a male. Upset by the attention
her brother got, she wrote that she withdrew into herself
and “resented those around me.”

At the age of thirteen Huda was married to her forty-year-
old cousin and guardian. When Huda learned of this
arranged marriage she “wept long and hard,” and refused
to obey. Finally she was told, “Do you wish to disgrace the
name of your father and destroy your poor mother who
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Three Women'’s might not survive the shock of your refusal?” Huda gave
Rights Leaders in. But, the marriage did not go smoothly and Huda
(cont.) managed to live apart from her husband for seven years.

During the years of separation from her husband, Huda
met educated women who yearned to play a more active
public role in their modernizing nation. To them, the veil
and harem life were outdated signs of women’s relegation
to a passive, almost invisible world.

Huda reconciled with her husband and had two children.
In these years, she created a place where speakers could
come and talk to women about their condition. She also
convinced some royal princesses to help her establish the
first women’s welfare society.

By the 1940’s, Huda Shaarawi had become an
international figure. Her act of public unveiling and her
work for women’s independence served as an example for
many others throughout the Middle East. As a symbol for
the fight for women’s rights everywhere, Huda led
delegations of Egyptian women to international
conferences and organized meetings where Arab feminists
from other countries could meet. In a speech given at the
Arab Feminist Conference held in Cairo, 1944, Huda said:

“The Arab woman who is equal to the man in duties
and obligations will not accept, in the twentieth
century, the distinctions between the sexes that the
advanced countries have done away with. The Arab
woman will not agree to be chained in slavery and to
pay for the consequences of men’s mistakes with
respect to her country’s rights and the future of her
children . ..

The advanced nations, after careful examination into

the matter, have come to believe in the equality of

sexes in all rights even though their religious and

secular laws have not reached the level Islam has

reached in terms of justice towards the woman. Islam
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has given her the right to vote for the ruler and has
allowed her to give opinions on questions of

Three Women’s jurisprudence and religion. The woman, given by the
Rights Leaders Creator the right to vote for the successor of the
(cont.) Prophet, is deprived of the right to vote for a deputy in

a circuit or district election by a (male) being created
by God. At the same time, this right is enjoyed by a
man who might have less education and experience
than the woman. And she is the mother who has given
birth to the man and has raised him and guided him . . .

The woman today demands to regain her share of
rights that have been taken from her . . . Gentlemen,
this is justice and | do not believe that the Arab man
who demands that the others give him back his
usurped rights would be avaricious and not give the
woman back her own lawful right . . .

There are some who still hesitate to give us this
confidence and do not understand the benefits that
accrue to the nation when women enjoy their political
rights . . . Every woman who does not stand up for her
legitimate rights would be considered as not standing
up for the rights of her country and the future of her
children and society. Every man who is pushed by his
selfishness to trespass on the legitimate rights of
women is robbing the rights of others and bringing
harm to his country. He is an obstacle preventing the
country from benefiting from the abilities and efforts
of half the nation or more. He is impeding the
advancement of his country and preventing it from
being placed in the position it deserves - among the
advanced nations whose civilization was built on the
shoulders of women and men together, just as Arab
civilization at the beginning of Islam was built on the
cooperation and equality of the two sexes . . .”

Part Il: Qiu Jin of A Letter to My Sisters
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China
Chinese Women’s Journal, January 1, 1907
My dearest sisters,

Today the two hundred million men in our country are

Three Women'’s entering into a civilized new world . . . but we, the two
Rights Leaders hundred million women, are still kept down in the
(cont.) dungeon. We have been unable to emerge from it. We bind

our feet; polish our hair; decorate ourselves with flowers
and ornaments; dress in brocade, lace and silk; paint our
faces with powder and rouge - depending on men for
everything in our lives. We are expected to entice, curry
others’ favor and suffer wrongs and cry in silence. We are
in fact life-long prisoners and work as draught animals
half of our lives.

Let me ask you, sisters, have you ever, in your whole life,
had any happiness as independent human beings?
Consider the lot of the woman who enjoys wealth and
honor in a prosperous household, with a hundred servants
to answer every call, surrounded by crowds of
attendants—when she steps outside the crowds part before
her and throng after her. She is magnificent beyond words.
Within her household she can make her orders known by
her expression alone—there are no limits to the awe she
inspires . . . How magnificent! How greatly to be
respected!—such are their cries of praise, but how little
they know of the anger and bitterness she endures within
her walls! The buds and blossoms are like locks of jade
and fetters of gold, and the silk and satin are like ropes of
brocade or embroidered tethers, binding her ever more
tightly. Her servants guard her like jailers and wardens,
not to mention her husband, [who is like] the magistrate
and the governor of the prison! All orders proceed from
the pleasure or anger of this one man. Let me ask you,
then: do these wives and mothers, even in their
comfortable circumstances, possess in fact the slightest
shred of authority? In short, man is the master and woman

World History: Women’s Rights Leaders 7
Teachers have permission to make copies of this handout for classroom use. Copies must include the following citation:
Hands Across the Campus ©. Copyright belongs to American Jewish Committee, cincinnati@ajc.org

Page 156 of 236



the slave. Because she chooses to rely on someone else,
she hasn’t the least bit of independence . . .

Alas, sisters, there is no one the world over who would
willingly be called a slave—so why is it that you, by
contrast, consider it no disgrace? It must be that you say to
yourselves that we women can’t earn our own living, we

Three Women'’s have no skills, our glory or disgrace depends entirely on
Rights Leaders our hushands and sons, and so we have no alternative but
(cont.) to submit to every kind of vexation ...With will and

ambition, one can demand the basis for independence, the
skills for self-support. At present, women’s schools have
increased in number, women’s crafts have begun to
flourish, and if we study scientific techniques

and industrial arts, pursue education and open factories,
why can we not support ourselves . . .

On the one hand we can increase our families’ fortunes,
and on the other, we can win the respect of men, cleansing
ourselves of our reputation for uselessness, and receiving
the blessings of self-reliance. Returning home, we will
gain the welcome and acceptance of our relatives, and out
in the world, the lessons and examples of our friends.
Husbands and wives can take hands and wander about
together.

Sisters can sit and chat side by side; all pretexts for
domestic quarreling will be gone. And with even higher
ambition and keener intellect, some of us will achieve high
honors, some of us will accomplish glorious deeds—we
will be exalted within and without our country, and receive
the respect and admiration of all nations. . . .

If we can show that we are not backwards, that we can
establish the basis for our own independence, then things
will become a great deal easier for us to accomplish. To
this end I’ve published the prospectus for the Chinese
Women’s Journal in domestic and foreign newspapers . . .
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| expect that you sisters have already seen it. But some
time has now elapsed, and aside from four or five people
who have bought shares, not a soul has so much as asked
about it! This just gives you some idea of the state of our
women’s world—it’s enough to make one’s heart ache. As
| reach this point, my tears fall, my heart is sore, and my
pen cannot write another word . . . | cannot bear to keep
my beloved sisters bound in their earthly prison—I have to
exert myself to accumulate a bit of the money | need for

Three Women'’s expenses, and join my blood and tears to publish what |
Rights Leaders can for my sisters’ reading pleasure . . . If there are ardent
(cont.) sisters willing to unite their efforts with mine, then fortune

will smile on the Chinese Women’s Journal, and on the
whole world of Chinese women.

Part Ill: Fukada Resisting the Policies of the Meiji Government

Hideko of Japan
When the Meiji-Taisho era (1868-1926) began, Japanese
leaders were open to new ideas. In this period, Japan’s
“first wave” of feminists arose, joining liberal male
reformers who supported the movement for “popular
rights and freedom.” The feminists identified the ways in
which women were oppressed. They asked for legislation
to ensure women’s rights and challenged the restrictions of
the traditional family structure.

The ruling elites reacted negatively to pressure by the

feminists. Their response was to enact laws designed to

keep women from taking part in any political activity.

These restrictions were legalized in:

o The Meiji Constitution of 1889 and the Law of
Election in which females were denied voting rights.

o The Law on Assembly and Political Association of
1889, which became the hated Article 5 of the Peace
Police Law of 1890. This law denied Japanese women
the right to join political parties, attend political
gatherings, or even take political science courses.

o The Meiji Civil Code of 1898, which gave the male
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head of the family absolute authority over family
members. Men had the sole right to control family
property, determine where each family member could
live, approve or disapprove of marriages and divorces,
and control inheritance. One provision stated:
“Cripples and disabled persons and wives cannot
undertake any legal action.”

On the heels of Japan’s “first wave” of feminists, a
“second wave” within the feminist movement arose in
response to these restrictions. By 1922, this new

Th ree Women'’s generation of young intellectuals won the right for women
Rights Leaders to attend political meetings. However, the right for women
(cont.) to vote wasn’t achieved until after World War II.

Hideko’s father was a low-ranking samurai and teacher.
Her mother was a strong-willed, educated woman who
encouraged her daughter. Both mother and daughter one
day heard a lecture by Kishida Toshiko, a fiery public
speaker and one of the “first wave” of Japanese feminists.
From that moment on they committed themselves to the
cause of women’s rights.

Hideko and her mother organized women’s rights groups
and opened schools to promote progressive methods of
teaching. The government, however, closed their first
school in 1884. After that, life became extremely difficult
for Hideko. The next two schools she started for working
women also failed. Throughout this time Hideko had three
children and an elderly mother to support; at one point she
was forced to peddle yard goods for money.

When she was twenty, Hideko became involved with a
group within the Popular Rights Movement. With others in
the group, Hideko illegally tried to send guns to Korean
revolutionaries, whom she saw as progressives who were
trying to overthrow their conservative rivals. She was
caught and served a prison sentence of one and a half
years. As the only woman in the group, her trial and
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subsequent imprisonment was widely publicized. Hideko
gained a reputation as a fighter for freedom. Newspaper
stories called her “Japan’s Joan of Arc;” she became the
idol of young women.

By the turn of the century, Hideko shifted from liberalism
to socialism and began a career in writing. In 1904 she
published her autobiography, Half of My Life. It was the
first woman’s autobiography to be written in Japan and
was widely read. She wrote: “The reason why | dare to
describe half of my life so frankly without hiding anything
is not only to express my regrets at my past sins, but more

Three Women'’s to declare what I call a new war against society and
Rights Leaders myself.”
(cont.)

Facing police crackdowns as a result of the government’s
policies against women’s political participation, Hideko
decided that the best forum in which to discuss women’s
issues was a magazine. In 1907 she started Sekai fujin
(Women of the World). To reach a wide audience, she
included recipes in it and information about making
clothes and buying cosmetics. However, its primary
emphasis was on political action. Hideko hoped to use
Women of the World as a way to encourage women to join
the campaign she and other women had organized to get
rid of the “insulting” restrictions of Article 5. “Are not
women also human beings?” she asked. “It is as human
beings that women have their divinely-given rights and
liberty. . . . What reason is there for regarding politics as
outside this sphere of women?”

Fearful of Hideko’s socialist views, as well as her feminist
views, the government found ways to harass the magazine.
Fines were imposed, the office was raided, and school age
girls were forbidden to read it. In 1909, Women of the
World was judged to be subversive and was banned by a
Tokyo court.
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Questions

Part I: Huda 1. Briefly summarize Shaarawi’s life.
Shaarawi of Egypt

2. What customs and/or laws did Shaarawi disagree
with?

3. What did Shaarawi do to advance women’s rights?

4. How did she justify her views?

Three Women'’s
Rights Leaders

(cont.)
Part Il: Qiu Jin of 1. What does Qiu Jin mean when she states: “We, the
China two hundred million women, [of China] are still kept
down in the dungeon.” List and explain the examples
she gives.
2. What does she say Chinese women should do to gain
independence?
3. What did she do to advance women’s rights?
Part Ill: Fukada 1. List and explain the Meiji government’s restrictions
Hideko of Japan against women.

2. What did Hideko do to advance women’s rights?

3. Why did the government regard her as an enemy?
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Three Women’s
Rights Leaders:
Comparison and

Contrast
Directions Complete this chart with the information you have been
given, then answer the questions that follow.
Leader’s Country Dates Goals and Obstacles Successes
Name Philosophy
Questions 1. In what ways were the leaders most similar? Different?

2. Listand explain each leader’s values.
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Topic Peace Treaties And Settlement Agreements of The
Nineteenth And Twentieth Centuries

Subject World History

Overview The lesson discusses the nature of settlement agreements
in the conflict resolution process and examines the Peace
of Paris agreements following World War 1.

Objectives Students will be able to:
o Recognize that settlement agreements must be fair and
conducive to long-term results;

o Assess the effectiveness and equity of the solution;

« Decide which general provisions should be included in
peace treaties or settlement agreements;

« Explain why conflict resolution is beneficial to

society.
Materials o Handout “Treaty Evaluation Form”
Time Approximately one to two class periods
Description 1. Using a chalkboard or easel pad, show students the

following statement:

“To the victors belong the spoils of the enemy.”
2. Have students respond to the following questions:

a. What do you think this statement means? (Make
sure students interpret “spoils” as the assets of the
enemy.)

b. Do you agree or disagree with the concept that the
victor, whether in war or in any other
disagreement, is entitled to the assets of the losing
opponent?

Explain the reasons for your answer.

c. What would be the advantages and the
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disadvantages of the victor receiving the “spoils”?
(As students generate responses, list them on the
board so that the class may see them.)

3. In small groups of two to three, have students
complete the group task on the handout “Treaty
Evaluation Form.” Students will rate individual
provisions as to whether they are equitable and
conducive to lasting peace or are inequitable and a
catalyst for further conflict. After students have been
given sufficient time to complete the form, review
each item with the class and have the groups give
reasons for their analysis of various items.

4. Review with students the Peace of Paris treaties
following World War 1.

5. Ask students to answer the following questions:

a. What were the causes of World War 1?

b. What were the provisions of the Peace of Paris
treaties—in particular, the Treaty of Versailles?

c.  Which provisions were conducive to long-term
peace and which were catalysts for further
conflict?

d. What was Germany’s reaction to the treaty?

e. How could the treaty have been a contributory
factor to World War 11?

f.  How might you have changed the provisions in the
Treaty of Versailles to make it more conducive to
lasting peace?

6. Conclude the lesson by asking students to explain the
benefits of peace treaties that are effective and

equitable.
Homework and 1. Students can research other conflicts and the treaties
Follow-Up that were either imposed or agreed upon after those
Activities conflicts. They can evaluate the agreement based upon

the equity of the settlement and the probability of
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lasting peace or further conflict.

Suggested research topics: settlement agreements or
treaties that either ended or were the catalyst for the

following conflicts:

Sino-Japanese War 1894-1895
Spanish American War 1898
Boxer Rebellion 1899-1900
Boer War 1899-1902
Russo-Japanese War 1904-1905
Italian - Turkish War 1911-1912
Anglo-Afghan War 1919
Russo-Polish War 1920
World War Il 1939-1945
Indonesia War of Independence 1945-1949
French Indochina War 1946-1954
Israeli War of Independence 1948-1949
Korean War 1950-1953
Mau Mau Revolt 1952-1960
Tibetan Revolt 1954-1959
Hungarian Revolt 1956
Suez/Sinai War 1956
Vietnam War 1959-1975
Arab-Israeli “Six Day” War 1967
Nigeria-Biafra Civil War 1967-1970
Indo-Pakistan War 1971
Turkish Invasion of Cyprus 1974
Somalian Invasion of Ogaden 1977-1978
Russo-Afghan War 1979-1989
Iran-Iraq “Gulf War” 1980-1988
Falklands War 1982
Persian Gulf War 1991

2. Students can identify conflicts and brainstorm
solutions to those conflicts. Ask students to evaluate
whether their proposed solutions will cause additional
conflict or will result in an equitable solution.

3. Students can write a position paper on whether they
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agree with the statement, “To the victors belong the
spoils of the enemy.”

4. Students can follow a current conflict in the news and
write a position paper explaining the ongoing course
of the conflict and give their reasons as to why they do
or do not think the conflict will lead to war.
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Treaty
Evaluation
Form

Background The country of A launched an unprovoked attack on its
Information neighboring country called M. The attack resulted in a
full-scale war in which thousands of lives were lost on
both sides. M suffered not only great casualties but also
massive destruction to roads, bridges, buildings and other
structures, which will cost billions to repair. A also
suffered heavy damages.

Among the reasons A reported for declaring war on M was
the fact that in a previous war, M captured and kept
territory called Q. A has claimed ownership of Q and
wants M to return the territory, which it has refused to do.
The government of A was faced with massive problems,
including economic depression. The leadership of A
concluded that if they declared war on M and recaptured
lost territory, the people of A would regain pride in their
country.

A’s tactics did not work, because after three years of
intense battle, M prevailed and the leadership of A
surrendered. A peace conference was scheduled, and terms
were agreed upon.

Your Group Task Your group is to assess individual terms of the treaty.
Place a number between 1 and 4 next to each provision,
according to the following criteria:

Extremely equitable, will lead to lasting peace
Equitable, peace will last for a long time

Inequitable, could lead to continued hard feelings

e

Extremely inequitable, likely to lead to another war
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Treaty
Evaluation
Form (cont.)

Treaty Provisions 1. A must pay M reparation sufficient to cover
all of the damage caused during the war.

2. M will seize all of A’s overseas territories,
and they will become part of the country of M.

3. A will be required to rewrite its constitution
with a mandate that a democratically elected
government be installed, replacing the current
military government.

4, A non-biased international court will
determine which of the two countries, A or M,
is entitled to the disputed territory Q.

5. A ten-mile demilitarized zone (DMZ) will be
established along the border between A and
M. Armed guards will patrol the DMZ and all
traffic between the countries will be subject to

search.

6. A will be required to totally disband its
military complex.

7. The World Bank will provide long-term loans
to A for the purpose of reviving its ailing
economy.

8. M will conduct trials of former A leaders

charged with war crimes. The trials will be
televised throughout the world, and those
found guilty may be subject to capital
punishment.

9. Each country will release and ensure safe
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return of all prisoners of war.

10. M will seize all assets belonging to A, such
as ships, back accounts, and buildings located
Treaty . : .
) in other countries. M will maintain control of
Evaluation

these assets until A complies fully with the

Form (cont.) terms of this agreement.

11. A will be required to make a public apology
to M in the form of a letter and a televised
speech that will be aired throughout the world.

12. The northwest part of the country of A will
be partitioned, and control of that territory will
be given to the country of Z.
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Topic Taking A Stand: Heroes Of The Holocaust

Subject World History

Overview During the Holocaust, the Nazis exterminated six million
Jews as well as members of other “undesirable” groups,
such as the disabled, Roma and Sinti (people known by the
derogatory term “gypsies”), Jehovah’s Witnesses, and
homosexuals. A few courageous people took a stand
against the Nazi policy of genocide. In this lesson,
students examine the actions of people who were resisters
and rescuers.

Objectives Students will be able to:
« Define terms such as Holocaust, genocide, conflict in
values;

o Explain how courageous people resisted Nazi
atrocities and rescued Jews and other groups of
people;

o Assess the ways in which values influenced the actions
of resisters and rescuers.

Materials « Handout “Resisters and Rescuers”
o Handout “What Would | Do?”

Time Approximately one to two class periods

Description 1. Provide students with information about the
Holocaust, e.g., reasons, events, people who were
involved, effects, and reactions. Also, make certain
students can define terms such as: Holocaust,
genocide, S.S., etc. (The information is found in most
world history texts.)

2. Ask students why they think that there were some
people, Jews and non-Jews, who resisted Nazi actions
and rescued people, while others did nothing.

World History: Fighting the System 1
Teachers have permission to make copies of this handout for classroom use. Copies must include the following citation:
Hands Across the Campus®©. Copyright belongs to American Jewish Committee, cincinnati@ajc.org

Page 170 of 236



3. After students have given answers to this question,
introduce the concept conflicts in values. Explain that
conflicts in values occur when one value clashes with
another value. An example is when the value of
personal security clashes with the value of fair
treatment of others. During the Holocaust, some
people feared that they would be punished or killed if
they took a stand protesting Nazi actions. However,
there were a few people who decided that Nazi actions
were odious and that they had to act to save people.
(For these people, the value of fair treatment of others,
was much more important than the value of individual
security.)

4. Distribute the handout “Resisters and Rescuers” and
ask students to read it and then answer the questions.
(An excellent alternative or supplement to the reading
is the PBS video “The Courage to Care.” The video
summarizes the actions of Holocaust resisters and
rescuers.)

5. Place students in small groups and ask them to
reconsider the question: “Why did some people take
actions to resist Nazi atrocities and decide to rescue
Jewish people?” Based on the reading or the video,
they should be able to give more specific examples
than they previously gave.

6. Discuss their responses in a large group. Tell them that
although the Holocaust ended with World War 11 and
was unique in Hitler’s aim to exterminate every Jew
for no other reason than the fact that they were Jewish,
our civilization still experiences human rights
violations, genocide, prejudice, and bigotry. They can
provide examples, e.g., the Balkans, Rwanda, Burma,
and others.

7. Separate students into small groups and distribute the
handout “What Would | Do?” Give them time to read
it and to write group answers.
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8. Ina large group discussion, list their suggestions.
Determine if there is consensus and ask them how
these situations relate to the Holocaust. They should
explain that not taking a stand against prejudice or
injustice can lead to genocide or human rights
violations. Also, they should relate the material to
previous discussions about values.

9. Conclude the class by asking them to refer to the
handout “Resisters and Rescuers” and to decide whom
they most admired. Summarize their comments.

Homework and 1. Students can research examples of mass murder, past
Follow-Up or present, e.g., over one and a half million Armenians
Activities were killed by the Ottoman Turks (1915-1922); the

“ethnic cleansing” that took place in the Balkans
(1990’s); one to three million Bengalis were killed by
Pakistani troops (1971); and hundreds of thousands of
Cambodians were killed by the Khmer Rouge
government (1975-1979).

2. Students can write editorials protesting human rights
violations, e.g., Cuba, China, North Korea, Burma,
Congo, Rwanda.

3. Students can view the film Schindler’s List and
discuss its theme.

4. The class can participate in Through the Eyes of a
Friend. This program uses an interactive video and
live format to explore the Holocaust. For further
information call Living Voices, (206) 328-0798, 915
Pine Street, Seattle, Washington, 98122.
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Resisters and During the Holocaust, many people witnessed Nazi actions
Rescuers such as forcing Jews to identify themselves with badges,

herding them into ghettos or holding areas, and deporting
them to concentration camps. Many people who knew that
these activities were occurring refused to get involved.
Horrified by what they saw, there were some people who
decided that they had to act. These are the stories of a few
courageous people who made a difference.

Mordechai Mordechai Anielewicz, a poor Jewish youth, lived in

Anielewicz Warsaw, the Polish capital. In 1939, after the Nazis
occupied his country, he joined the underground to fight
them. He became involved with efforts to create a Jewish
organization that would defend the Warsaw Ghetto,
populated by 400,000 Jews. The Nazis had forced
Warsaw’s Jews into the ghetto. From there, they planned
to deport them to concentration camps.
Anielewicz organized the ZOB, the “Zydowska
Organizacja Bojowa,” the Jewish Fighting Organization.
He, and the other leaders, planned an organized resistance.
He said that the most important question wasn’t “Will we
die?” it was “How shall we die?”

The ZOB secured a limited supply of weapons, which
included handguns, rifles, a few machine guns, and
crudely-made hand grenades. It also trained its 650 young
members in fighting techniques.

In January 1943, when the Nazis entered the Ghetto to
round up more Jews for deportation, the ZOB fought back.
They attacked the soldiers, killing and wounding many.
The Germans retreated; the deportations were temporarily
halted.

While the Germans prepared to storm the Ghetto, the ZOB
prepared its defense. On April 19, 1943, the uprising
started. German and Ukrainian soldiers circled the ghetto
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and over 2,000 S.S. troopers entered. The ZOB put up a
fierce resistance. The battle lasted more than a month.
Resisters and Most of the Jewish fighters died; Mordechai Anielewicz,
Rescuers (cont.) who was twenty-three years old, was one of them.

Before he died, Anielewicz wrote a letter describing his
feelings:

It is now clear to me that what took place exceeded all
hopes. In our opposition to the Germans we did more

than our strength allowed... | feel that great things are

happening and that this action which we have dared to
take is of enormous value...

The last wish of my life has been fulfilled; Jewish self-
defense has become a fact. Jewish resistance and
revenge have really happened.

I am happy to have been one of the first Jewish
fighters in the Ghetto. Where will rescue come from?

Although the Warsaw Revolt failed, it became an
important symbol of resistance to tyranny. It was, in
occupied Europe, the first major civilian uprising against
Nazi rule.

Jadwiga Late one evening in April of 1943 a knock was heard at
Suchodolski* the door of the Suchodolski family in the village of
Krzynowloga Wielski (Warsaw region). Adam
Suchodolski opened the door and slowly made out the
shadow of a man in front of him, his body swollen from
hunger. The man fell down on his knees and begged for
mercy. “Please help me stay alive.” Adam and his teenage
daughter Jadwiga painstakingly studied his face and
finally perceived that it was none other than Michael
Shaft, who, with his family, had lived in the village many
years before. Michael had left the village to study law in
Warsaw. The vicissitudes of the war had taken him from
one place to another, and earlier that same month he had

*Reprinted with permission
from The Path of the
Righteous: Gentile
Rescuers of Jews During
the Holocaust by Mordecai
Paldiel (KTAV Publishing
House, Inc in association
with The Jewish Foundation
for Christian Rescuers,
1993).
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Resisters and participated in the Warsaw ghetto uprising. Escaping, he
Rescuers (cont.) had wandered back to his native village. The
Suchodolskis--Adam, his wife Stanislawa, and their
children Jadwiga and Stanislaw, hurriedly consulted
among themselves, weighing the risks and dangers, and
decided to take Michael in.

As danger lurked on all sides, from neighbors and
untrustworthy relatives, they decided to keep Michael’s
presence a secret. A pit was prepared in the granary, the
opening of which was covered with animal fodder. There,
Michael remained hidden, cut off from the world, for
almost two years, ‘il the village’s liberation on January
15, 1945. He was regularly fed by a member of the
Suchodolski family, who approached the granary through
the chicken coop, ostensibly to feed the poultry. “The food
was handed to me through a narrow crack. In the winter,
rain penetrated the pit. But in spite of the discomforts, |
resolved to make it through.”

After the liberation, word soon spread that a Jew was
being nursed back to life in the village. One day a group of
partisans broke into the Suchodolski house and demanded
that Michael be turned over to them. Young Stanislaw held
them off long enough to allow Michael to jump out of bed
and escape through the back door. Realizing they had been
duped, they gave chase but did not catch up with him. In
revenge, they ransacked the Suchodolski house. That night
Michael came back. Soon thereafter, Michael and Jadwiga
were married and left the village, eventually emigrating to
Israel in 1957.

“I come from a very devout Catholic family,” Jadwiga
states in a letter to Mrs. Golda Meir, Prime Minister of
Israel, in 1972. “My family and | did what we did because
we wished to observe the commandment of “Thou shalt
love thy neighbor as thyself.” I am proud, indeed, to be
counted as a Righteous person. At the same time, | am
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glad that my family and I performed such an important

Resisters and commandment, and | believe that due to this, we have
Rescuers (cont.) merited a place in the world-to-come.” (953)
Raoul Wallenberg The story of Raoul Wallenberg, the Swedish diplomat

who, during the Holocaust, saved thousands of Hungarian
Jews, is an inspiring account of bravery and courage.

Wallenberg was a Swedish aristocrat, the son of a
prominent banking family. He had studied in the U.S. and
worked as a banker in South Africa and in Palestine. He
joined the family business in Sweden, a neutral country
during World War 11. Receiving information about the
Nazi’s destruction of European Jews and given the
opportunity to help save lives in Hungary, he quickly took
action.

In 1944, the Swedish government sent him to Budapest,
the Hungarian capital. There, in his post as attache of the
Swedish Embassy, he worked with the American War
Refugee Board and Jewish groups to save Hungarian Jews.
He secured counterfeit Swedish passports to save Jews
facing deportation and, he established “safe zones” to hide
endangered Jews. He also established, for Budapest’s
Jews, hospitals, soup kitchens, and nurseries.

During one incident, when approximately 30,000 Jews
were being marched from the capital to the trains that
would transport them to concentration camps, Wallenberg
followed. He distributed “Swedish passports” and helped
people fill them out. He then demanded the immediate
release of people who possessed them. He also offered
bribes to the German and Hungarian officers who guarded
the captives. On that one day, he saved approximately
2,000 Jews.

In December 1944, after the Russians occupied Hungary,
he disappeared. Many sources believe that he was
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imprisoned by the Russians who considered him an
American spy. In 1947, he allegedly died in a Moscow
prison. Though journalists have investigated the matter in
recent years, details about his death are still unknown.
Resisters and

Rescuers (cont.) As a result of his heroic actions in Hungary, thousands of
Jews were saved. In 1981, the U.S. Congress granted him
honorary U.S. citizenship, an honor previously given only
to Winston Churchill. *“Yad Va’shem,” the Israeli
Holocaust Museum, commemorates Raoul Wallenberg’s
heroic deeds.

Questions 1. Briefly explain how Anielewicz, Suchodolski, and
Wallenberg resisted Nazi extermination efforts and
worked to rescue European Jews and others.

2. What values did these three people have in common?
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What Would |
Do?

Directions Read the following situations and brainstorm five
suggestions for each.

1. Carlos, who uses a wheelchair, accidentally bumps
into a student walking in the school corridor. The
student who was bumped yells, “You stupid cripple!
Why don’t you look where you’re going?”

You have witnessed the incident. What would you do?

2. 'You have been given a copy of a student
“underground” newspaper. As you read it, you are
shocked to discover that racist terms are used to
describe the school’s assistant principal, who is an
African-American.

You think some action should be taken to protest the
newspaper’s deplorable bigotry. What would you do?

3. In front of your neighborhood grocery store, an
organization that proclaims itself racially superior to
other groups has set up a table to recruit new members.
The group distributes literature that you think
engenders hatred and prejudice.

You know that freedom of speech is a First
Amendment right and that the group is entitled to
present its view, but its activities really bother you.
What would you do?
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Topic Fighting The System: Leaders Who Have Made A
Difference

Subject World History

Overview Students research the lives of several leaders who fought
oppressive colonial systems or led independence
movements.

Objectives Students will be able to:

Materials .

Identify leaders who led independence movements;
Compare and contrast the leaders’ lives and actions;
Assess the leaders’ influence;

Relate the leaders’ actions to the topic of values;
Complete a research project.

Handout “Research Guidelines: To Secure Liberty”
Handout “Research Information: To Secure Liberty”
Handout “Research Project: Comparing Leaders”

Time Approximately three to four class periods

Description 1.

Introduce the lesson by asking students to explain
what Americans celebrate each Fourth of July. Discuss
with them two important American values:
independence and freedom. Have them consider the
concept that American lives might be very different
today if the American revolt against the British had not
occurred or if it had failed.

Ask them to name other countries that revolted against
colonial rule. Examples are: Haiti, Angola, India,
Mexico, and Cuba.

Explain to students that they will have the opportunity
to research the life of one leader who fought colonial
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oppression and led an independence movement.

4. Distribute the handouts “Research Guidelines: To
Secure Liberty” and “Research Information: To Secure
Liberty.” Give students time to read the directions and
decide which leader they want to research. (Students
can work individually, in teams, or in small groups.)

5. Allow the students sufficient time to complete the
assignment.

6. After the work has been completed, ask them to give
class reports. Encourage them to ask questions about
each leader and to take notes.

7. Distribute the Handout “Research Project: Comparing
Leaders.” Respond to their questions. During the class,
let them complete the handout.

8. Discuss their answers. Then, ask each student to
mention one important thing that she or he has learned.

Homework and 1. Students, on their own time, can view videos about
Follow-Up leaders not covered in class.
Activities

2. Students can write poetry or fictional stories about the
leaders.

3. Students can actout scenes from the leaders’ lives.
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Research
Guidelines: To
Secure Liberty

Directions

Assignment
Information:

The following is a list of leaders who led independence
movements or fought colonial rule. Select one leader to

research

Leaders

David Ben-Gurion

Israel against British rule

Simon Bolivar

Bolivia, Panama,
Colombia, Ecuador, Peru,
and Venezuela against
Spanish rule

Rubén Dario Nicaragua against Spanish
rule
Mohandas Gandhi India against British rule

Benito Juarez

Mexico against French
rule

Patrice Lumumba

Congo against Belgian
rule

Queen Liliuokalani

Hawaii against U.S. rule

Toussaint L’Ouverture

Haiti against French rule

Jose Marti

Cuba against Spanish rule

Jawaharal Nehru

India against British rule

Sun Yat-sen

China against Ching
dynasty

You will turn in a written report (answers to given
questions) and you will make an oral class presentation.

The assignment will be due

Be certain to attach a reference list that you used for the
assignment. Include at least three sources.
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Research
Information: To
Secure Liberty

Directions

Using your own paper or this sheet, complete the
following information about the leader you are
researching:

1. Biographical information:

2. Major goals and/or achievements:

3. Problems/challenges to reach goals:

4. Leader’s strengths and weaknesses:

World History: Fighting the System 14

Teachers have permission to make copies of this handout for classroom use. Copies must include the following citation:
Hands Across the Campus®©. Copyright belongs to American Jewish Committee, cincinnati@ajc.org

Page 183 of 236



Research
Information
(cont.)

5. List and briefly discuss the leader’s values, especially
those that led to his or her actions and successes.

6. Did some of the leader’s actions seem to go against
their values? In what way?

7. What was the most important or interesting
information that you learned?

*Don't forget! Attach your

reference list.

World History: Fighting the System 15
Teachers have permission to make copies of this handout for classroom use. Copies must include the following citation:
Hands Across the Campus®©. Copyright belongs to American Jewish Committee, cincinnati@ajc.org

Page 184 of 236



Research
Project:
Comparing
Leaders

Directions Based on the reports about leaders presented in class,
answer the following questions:

1. In what ways were the leaders similar? In what ways
were they different?

2. How did the leaders’ values and personal qualities
influence their actions?
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Topic Golda Meir: Commitment To A Cause

Subject World History

Overview Students learn about Golda Meir who rose from a humble
background to become the Israeli Prime Minister. Meir’s
tenacity and commitment to a cause make her an important
role model.

Objectives Students will be able to:
o Describe Golda Meir’s background and achievements;

o Assess the reasons for her success;
o Evaluate her influence.

Materials « Handout “Advice to Young People”
Handout “Golda Meir”

Time Approximately one to two class periods

Description 1. Introduce the lesson by asking students what they want
to be in life. Most will respond by naming their
education and career plans. In addition to making a
choice about career, ask them to discuss other choices
that they think that they will make. Examples that they
may mention include: marriage, family, location, and
monetary goals.

2. Distribute the Handout “Advice to Young People.”
Review the directions and give them class time to
complete the written speech.

3. After they have finished, encourage them to share their
speeches. Focus on the values that underlie each
student’s advice. On the chalkboard or easel pad,
compile a list of values.

4. Ask students to analyze the list by considering the
following: Are most of the values materialistic? Are
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most of the values related to individual needs or
wants? Are there values that relate to social
responsibility or social justice? What generalizations
can be made about the overall list?

5. If they have not brought up the point that there are
some people who value commitment to a cause, then
discuss it with them. Tell them they will learn about
Golda Meir, an interesting, influential person who
dedicated herself to an important cause: a strong,
effective Jewish homeland—Israel.

6. Distribute the Handout “Golda Meir.” Give them time
to read it and to answer the questions that follow.

7. Discuss their answers and ask them why they think
that she dedicated herself to Israel, which was created
as a Jewish state. Especially, focus on the values that
she held: Jewish nationalism, the betterment of
society, commitment to social justice, etc.

8. Separate the students into small groups and ask them
to compare and contrast Golda Meir’s values to and
with their own. After they are through, discuss their
responses.

9. Have them again read the speeches they wrote. Ask
them if, after reading about Ms. Meir and discussing
the topic of values, they would change their “advice to
young students” speech. Answers will vary. Some
students will, hopefully, think more about societal
responsibility.

10. Conclude the class by having them pair up and have a
few minutes to think about the classwork that they did.
Then, have them share their thoughts with each other
and with the class.

Homework and 1. Students can research other historical figures who
Follow-Up dedicated themselves to a cause; e.g., Nelson Mandela,
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Activities Mustafa Kemal, and Martin Luther King Jr.

2. Students can compile a list of local leaders who have
worked for community improvement. They can invite
some of the leaders to address the class on the topic
“community involvement.”

World History: Golda Meir 3

Teachers have permission to make copies of this handout for classroom use. Copies must include the following citation:
Hands Across the Campus®©. Copyright belongs to American Jewish Committee, cincinnati@ajc.org

Page 188 of 236



Golda Meir Golda Meir, who rose from a humble Russian family to
become the Prime Minister of Israel, was born Goldie
Mabovitch in 1898. The anti-Semitism that she and her
family faced in Russia included “pogroms”—organized
massacres directed against the Jewish people. Deciding
that they needed to find a better place to live, the family
immigrated to the United States. In 1906, they reached
Milwaukee.

The Mabovitch family home in Milwaukee became a
Zionist meeting place. Zionism is a movement that
advocates Jews returning to and living in the Jewish
homeland, present-day Israel. (For many years, Israel was
known as Palestine by its Ottoman and then British rulers.)
Golda Mabovitch became an ardent Zionist, even speaking
on Milwaukee street corners to raise funds for the cause.
In 1921, after becoming a teacher, she and her husband,
Morris Myerson, moved to Palestine.

They settled on a “kibbutz,” an agricultural communal
settlement. She picked almonds and raised chickens; she
also studied Hebrew and Arabic. Golda Myerson loved the
kibbutz life, but her husband didn’t. After moving back
and forth from the kibbutz to city life and vice versa, she
accepted a job with the “Histraduth,” the trade union for
Jewish workers. She traveled a great deal raising money
for the Zionist cause.

By the late 1920’s, Golda Myerson decided that she
wanted to dedicate herself to the Jewish community. She
accepted a job with the Women’s Labor Council. In the
1930’s and 1940’s, her administrative and fund-raising
talents, led to her being given high-level assignments by
the Zionist organization.

When the United Nations created the state of Israel from
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the former British-controlled colony of Palestine, Golda
Myerson proudly celebrated the occasion. A parliamentary
government was established, and David Ben-Gurion
Golda Meir became the first Israeli Prime Minister. Hebrew was
(cont.) adopted as the national language. In 1956, Golda Myerson
changed her last name to Meir, which was more Hebrew-
sounding. Meir, in Hebrew, means illuminate.

Golda Meir was appointed to several important
government jobs. Prime Minister David Ben-Gurion gave
her the position of Israeli ambassador to the Soviet Union.
Later, she became labor minister and foreign minister.
Facing many health problems, she tried to retire from the
government, but she returned to serve as secretary-general
of the Mapai, her political party. During this time, in June
1967, Israel faced an Arab attack, often called the Six-Day
War. The U.N. arranged a cease fire that took effect on
June 10, 1967. At age 70, after the war ended, she again
retired. But, on October 18, 1969, she was selected to
serve as prime minister—Israel’s highest post.

In 1969, she traveled to the United States for a meeting
with President Nixon. Her goal was to secure additional
U.S. weapons that were needed for Israel’s defense. Her
meeting was successful, she was promised more weapons,
and, she returned to Israel.

In 1973, Israel was attacked by its Arab neighbors in a war
that came to be known as the Yom Kippur War. The
opposition party charged that Prime Minister Meir and her
political party had left Israel unprepared for the war, and
many blamed her for making Israel vulnerable to attack. In
1974, she resigned as prime minister.

Even in retirement, she remained an important political
figure and was revered by the Israeli people, who called
her “Golda Shelanu” (Our Golda). On Dec. 8, 1978, she
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died in Jerusalem, the capital of Israeli.

During a 1971 visit to the U.S. to raise funds for Israel, she
spoke to the students who attended her former Milwaukee
elementary school. This is a summary of her speech:

Gold Meir (cont.) It isn’t_really important to decide when you are very
young just exactly what you want to become when you
grow up. It is much more important to decide how you
want to live. If you are going to be honest with your
friends, if you are going to get involved with causes
that are good for others, not only for yourselves, then
it seems to me that that is sufficient, and maybe what
you will be is only a matter of chance.

1. Why did Golda Meir become a dedicated Zionist and

Questions: A ) )
an active figure in the Israeli government?

2. List and discuss the values that motivated her.
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Advice To
Young Students

Directions Pretend that you have been invited to give a speech to
elementary school students. What advice would you give
them? Use the space below to write your speech. If you
need more space, use the reverse side of this sheet.
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Topic The Inuit: Values And Beliefs

Subject World History

Overview Students will learn about Inuit values and beliefs regarding
education and compare and contrast them with values from
the school community regarding education and students’
own education experiences.

Objectives Students will be able to:
o Summarize the Inuit values about learning;

o Compare and contrast the Inuit educational system
with their educational system;

o Analyze a story with regard to values;
o Discuss similarities in stories from other cultures.

Materials o Handout “The Inuit: Values About Learning”
Handout “The Raven and the Wolverine”

Handout “How Mosquitoes Were Made”

Time Approximately one to two class periods

Description 1. Begin by explaining to students that they will be
learning about some of the values and beliefs of the
Inuit. Ask if anyone knows about the Inuit people. Be
sure that students know that Inuit people are also
known as Eskimos. Inuit people live in the arctic
regions of Canada. They are believed to be the last
Asian immigrants who crossed the Bering Strait
10,000 years ago.

2. Distribute the handout “The Inuit: Values About
Learning,” and ask students to read the handout. Tell
them that this is adapted from a curriculum developed
by Canada’s Department of Education, Culture, and
Employment for the Arctic regions. The curriculum
was written by Inuit educators and was funded by the
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government of Canada. The title of the curriculum is
“Inuugatigut” which means “Inuit to Inuit,” implying
togetherness and family unity between people.

3. When they have finished reading “The Inuit: Values
About Learning,” separate students into small groups,
and ask them to answer the questions at the bottom of
the handout.

4. Discuss their responses to the questions.

5. Distribute the handouts “How Mosquitoes Were
Made,” and “The Raven And The Wolverine.” Give
half the class the first handout and half the class the
second.

6. Ask students to read the stories and then write about
the values and beliefs expressed in the stories and how
those values and beliefs compare and contrast with
values and beliefs in their own cultures.

7. Ask two students to volunteer to read each of the
stories aloud.

8. Discuss their responses.

Homework and 1. Students can research stories, myths, and fables from
Follow-Up other cultures and bring them to class for discussion.
Activities

2. Students can write stories that are about their own
cultures.

3. Students can prepare a play about one of the stories or
a story one of them has written.

4. Students can interview family or community members
to learn about the stories and myths of their own
cultures.

World History: The Inuit 2

Teachers have permission to make copies of this handout for classroom use. Copies must include the following citation:
Hands Across the Campus®©. Copyright belongs to American Jewish Committee, cincinnati@ajc.org

Page 194 of 236



The Inuit: In the past, Inuit instructed children in ways that suited
Values About their lifestyle and environment. Children were encouraged
Learning to watch and observe adults at their tasks. Instruction
started when the child was very young. Short, verbal
instructions were used, given in a calm, respectful,
positive voice.

Children were encouraged to have fun while learning and
were praised for their progress. The whole family watched
and participated with delight in the growing achievements
of a child with much affection and verbal praise.

Children were encouraged to practice and learn with all
their senses, which made them aware that learning
involves the whole body. With repetition, practice, and
progression, the instruction built their confidence, giving
them a sense of accomplishment and pride in their
abilities. Eventually, the child was able to do the whole
task from beginning to end.

Children learned tasks that were meaningful to the lifestyle
of their camps or community through work and through
play. Children were given responsibilities through chores
or tasks that the Inuit felt made them learn to be
responsible. These chores and tasks were part of daily life
and included such activities as hauling water, looking after
siblings, and running errands for elders and others that
were a part of the daily camp life. Children were expected
to do what was asked of them and always try to get better
at their tasks.

Inuit want learning to be just as meaningful and just as
much a part of everyday life today as it was in the past.
This does not mean that learning should deal only with
traditional and historical information. It means that
learning begins with the life of the child and the
community.
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The primary education of children takes place in the home.

The Inuit: At school, parents want a positive atmosphere for their
Values About children. They believe that children need fun, laughter,
Learning (cont.) and humor. They want their children to be encouraged to

talk about how people are related to each other in the
community. Parents feel that discipline should be carried
out on an individual basis rather than through mass
punishment. Traditional discipline is quick and not
lingering. They want their children to be given time and
patience to learn, but with the expectation that they must
eventually accomplish the task. Children are also
encouraged to evaluate their own work. They are told “ask
yourself,” does this seem right or well done?

Parents feel that Inuit children relate more readily to those
who understand the child’s experiences and culture.
Parents want their children to progress in all areas, but, at
the same time, be children and enjoy the happiness of
being a child.

Questions: 1. What do you think about the way Inuit children are
taught? Explain your answer.

2. How does the way Inuit children learn compare with
your experiences?

3. What information in the handout made the strongest
impression on you? Explain your answer.

4. Would you feel comfortable in the Inuit learning
environment? Explain your answer.
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The Raven and A raven and a wolverine were good friends. One day, the

The Wolverine wolverine asked the raven if his daughter could marry the
wolverine’s son. The raven was happy about this. The
Source: wolverines were good hunters and he thought they would
The Inuugatigut curriculum look after his daughter very well.

But the raven was wrong. As soon as the girl arrived in the
wolverine’s house, she was made to do all the hard, dirty
work. The wolverines kept her with the dogs and gave her
wolf skin clothes. They tied her tongue with thread so she
could make no noise.

One day the raven decided to visit his friend the wolverine
to see his daughter. He had heard nothing about her and
thought something was wrong. As soon as he arrived, he
asked to see his daughter, but the wolverine said, “Her
eyes are hurting. She is sleeping in the dark room and
cannot come out.”

The girl sleeping in the dark room was not really the
raven’s daughter. She was a wolverine, but it was so dark
that the raven could not see very well. His real daughter
was sitting near him but she was so dirty and ugly that he
did not know who she was.

That night the wolverine told his old friend to be careful
when he went to bed, because the ugly girl tried to bite
people. During the night, the raven woke up to find the
ugly girl’s mouth near his fingers. He was going to push
her when he saw that her tongue was tied. He took out a
knife and cut the thread. At once the girl told her father
what had happened.

In the morning, before anyone else was awake, he got his
dog team ready and told his daughter to wait near it. Then,
shouting as loud as he could, he woke up the wolverine.
He demanded to see his daughter, who he had been told
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was in the dark room.

“She cannot come out,” said the wolverine. “Her eyes are
too weak.” “Liar!” shouted the raven. “My daughter is

The Raven and outside. | am taking her home with me. I did not give her
The Wolverine to you to be your slave.”
(cont.)

Quickly, the raven ran away from the house and shouted to
his dogs. He hurried back to his camp, and from that time
on he never visited or talked to the wolverine again.
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How Long before the earth was covered with water, there lived
Mosquitoes a fierce giant that everyone was afraid of. The Inuit hoped
Were Made that someone would come to help them fight the giant.

One day a handsome man arrived, dressed in fine caribou
skins. He looked so strong and brave that everyone knew
this man would surely help them.

The Inuit told him about the giant. At once, the young man
took his bow and arrows and went to the distant cave
where the giant lived. Inside the cave, he looked for a
place to hide until the giant came home. Suddenly, there
were heavy footsteps on the rocks outside the cave.
Quickly, he hid under some caribou skins on the bed. The
giant came into the house. His head touched the ceiling,
and the earth shook as he walked.

“I smell a man,” shouted the giant. “I will get my club to
fight him.” While the giant was outside the house looking
for his club, the giant’s son came into the house. The
young man jumped out from under the caribou skin. The
giant’s son was the same size as any other boy and, seeing
the brave and strong man in front of him, he was very
much afraid.

The man pointed his bow and arrow at the boy and said,
“Tell me how to beat your father. If you don’t tell me, |
will shoot this arrow.”

“Just shoot at his heel,” said the frightened boy.

At that moment, the giant came into his house. Before the
giant could raise his club, the man shot him in the heel.
The giant fell onto his face and very slowly became
smaller and smaller.

The young man dragged the giant out of the house, then
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hurried to the village to tell the good news. Everyone in
the village wanted to see the giant who was not really a

How giant anymore. They all ran toward the distant caves.
Mosquitoes
Were Made As they came near the giant’s house, they could see
(cont.) smoke. When they got nearer they could see the giant was

on fire. His son stood ready to run. “It was the sun. Look!”

They looked at the fire, then at the sun. There, flying from
the fire, were thousands and thousands of mosquitoes. The
giant, as he burned, was being changed into mosquitoes.
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Topic Nelson Mandela: Compromise And Reconciliation In
South Africa

Subject World History

Overview Students will study material about Nelson Mandela and the
Republic of South Africa. They will analyze the 1994
election, including the country’s political compromise and
economic goals.

Objectives Students will be able to:
o Summarize information about South Africa’s
economy, population, history, and government;

o Analyze the reasons for Nelson Mandela’s success;

o Evaluate the political compromise and the economic
goals that have been implemented;

o Offer predictions about South Africa’s future.

Materials o Handout “Background Information - The Republic of

South Africa”

o Handout “A Brief History of South Africa”

o Handout “Background Information About South
Africa - Questions”

o Handout “Nelson Mandela”

o Handout “Mandela’s Economic Goals”

o Handout “Nelson Mandela and Economic Goals -
Questions”

Time Approximately one to two class periods
Description 1. Introduce the lesson by asking each student to write

three statements about the Republic of South Africa or
Nelson Mandela. If students have no response, review
with them the brief background information given in
#2 (below).

2. Ask students to read their statements. Be certain their
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information is current and that they understand that
South Africa’s former policy of racial segregation,
“apartheid,” has ended. They should also know that in
1994, Nelson Mandela, a black African, was elected
president. Mandela, an opponent of the previous white
governments, implemented economic programs
designed to improve conditions for black South
Africans as well as to maintain the economic
investment of white South Africans and others. In
1999, South Africans elected Thabo Mbeki as their
next president, after Mandela chose not to run for
reelection. (More specific information is listed on the
handouts “Background Information—The Republic of
South Africa,” “Nelson Mandela,” and “Mandela’s
Economic Goals.”)

3. Using a world map, ask students to locate the Republic
of South Africa and to name its bordering countries.

4. Explain to students that they will: 1) examine data
about the country, 2) learn about the compromise that
established a Black African majority government, 3)
read about Nelson Mandela and his goals, and 4)
predict South Africa’s future.

5. Place students in small groups. Have each group read
the handouts and answer the questions.

6. Discuss the groups’ answers and emphasize the
qualities and events that led to Mandela’s success.

7. Before discussing the compromise that created the
1994 South African government, define compromise
and explain how it can be applied to political
settlements. Ask students to name important political
compromises, past and present. (They can refer to
agreements such as the 1993 Oslo Accords between
Israel and the PLO and the 1995 Dayton Accords to
end the war in Bosnia.) Follow this discussion with a
summary of the South African agreement.

8. Ask students when they think agreements or treaties
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are essential and when they think they are dangerous
or wrong. For example, many historians believe that
British Prime Minister Chamberlain’s appeasement
policy convinced Hitler that he could successfully grab
more territory and that this led to World War 1.

9. After the class has discussed dangerous or ill-
conceived compromises and agreements, ask students
to list reasons that the South African compromise is
viewed positively and why it has worked. For
example, one reason it has been effective is that most
South African political parties and their leaders are
willing to work within the system. This has prevented
widespread violence.

10. This is also a good opportunity to lead a discussion
about South Africa’s Truth and Reconciliation
Commission. Do students believe that this is an
adequate way to accept responsibility and apologize
for past behavior? Does such a commission let people
off too easily, or does it allow the nation to move on
from past atrocities? For more information about the
Commission, see its website at
http://www.truth.org.za/.

11. Ask the class to predict South Africa’s future, and
encourage the students to discuss their answers.

12. Conclude the class by asking each student to write a
paragraph explaining what she or he has learned about
South Africa and what this has to do with the topic of
values. Although answers will vary, values they cite
could include fairness and respect for and cooperation

with others.
Homework and 1. Students can research additional information and
Follow-Up report to the class about other South African leaders;
Activities e.g., F.W. de Klerk, Desmond Tutu, and Winnie
Mandela.

2. Students can read a novel about apartheid, such as
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Michener’s Covenant, Paton’s Cry the Beloved
Country, and Mattubane’s Kaffir Boy. They can role
play dramatic scenes.

3. The teacher can show the 1995 film Cry the Beloved
Country, which is based on Paton’s novel.
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Background
Information—
The Republic of
South Africa*

Government The government is a federal republic with a bicameral
legislature, and the president is elected by the National
Assembly. A 1992 agreement between the two major
political parties, the National Party and the African
National Congress (ANC), established a power-sharing
arrangement that ended in 1999. The National Party has
historically represented South African whites; the ANC
has represented blacks.* In the 1994 election, the ANC
won 60% of the vote, and the National party won 20%.
The other 20% was won by smaller parties. Nelson
Mandela, the ANC leader, became South Africa’s
president; and, F.W. de Klerk, the former South African
president and National Party leader, became one of two
deputy presidents. The other deputy president, also from
the ANC, was Thabo Mbeki. In 1999, Mbeki was himself
elected President of South Africa.

Population 45,095,459 (1994 estimate)

Until 1991, South African law divided the population into
four major racial categories: Africans, whites, coloreds,
* Much of this information is and Asians. Although that law has been abolished, many
from the US Department of South Africans still use these categories.
State’s “Background Notes:

South Africa.” See a. Blacks (Africans) - 75% - They are characterized by

their Bantu languages and are from various tribal
groups: Nguni (Zulu, Swazi, Ndebele, and Xhosa);
Sotho (Southern Sotho, Pedi, and Twsana); Venda,
and Shangaan Tsonga. Traditionally, these peoples
were farmers and cattle herders.

www.state.gov/r/pa/bgn/ind
ex.cfm?docid=2898.
**There are other political
parties, such as the Inkatha
Freedom Party, which has

been strongly supported by
b. Whites - 14% - The white population is composed of

the two major groups: 1) the Afrikaners, descendants
Economics: Lobster Wars 5
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Background of Dutch settlers and, in South Africa, originally called

Information-The the Boers. The first Dutch explorers reached South
Republic of Africa in the 17th century. The Dutch settlers who

South Africa followed them were mainly farmers. 2) Descendants of
(cont.) British settlers who arrived in the 19" century and

lived mainly in South Africa’s urban areas. Other
settlers were attracted by the country’s mineral wealth,
e.g., gold, diamonds, and coal.

c. Asians - 3%-4% - Most are descendants of East
Indians who were brought to South Africa to work as
laborers. Other Asian groups include Arabs and
Chinese.

d. “Coloreds” - 9% - This is the term used to describe
individuals descended from interracial unions.

Economic

Resources The Republic of South Africa is one of Africa’s most
prosperous countries. It has fairly modern infrastructure
and well-developed transportation and communication
systems.

Agriculture—only 15% of the country is arable but it is
mainly self-sufficient in its food needs. It exports sugar,
corn, fruits, vegetables, and wine. Mineral wealth—77%
of the world’s chrome reserves; 94% of its platinum; 62%
of its gold; 92% of its manganese. It also possesses
diamonds, iron-ore, and coal.

The country’s wealth is distributed quite unequally, and white
South Africans have a much higher standard of living and own
much more of the country’s resources than black South
Africans. Blacks continue to have less access to business and
educational opportunities than whites. Another huge challenge
facing South Africa is HIV and AIDS. About 11% of the
population is estimated to be infected, and this epidemic poses
tremendous economic and social challenges to the country.
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A Brief History South Africa, originally home to the Khosian peoples, was

of South Africa settled by many diverse groups. Before the 17th century,
the Bantus, who were farmers and herders, migrated into
the area. In the 16th century, the Dutch East India
Company, with headquarters in Holland, used South
Africa as an important halfway port for its India fleets.
Dutch settlers, known as the Boers, gradually occupied the
South African interior and drove the Khosian people into
the deserts. The Dutch established farms and grew wheat
and produced wine. There were many clashes between the
Boers and the Bantu over land possession.

In the 19th century, the British moved into South Africa
and, for political and economic reasons, made part of the
region a British colony. The Boers, who resented British
rule and disliked British customs, moved into the northern
interior (1836 - 1841) and established the Orange Free
State and the Transvaal. In addition to conflicts with the
Bantu, the Boers had problems with the British. After a
series of wars and negotiations between the British and the
Boers, Great Britain, in 1910, gained control of South
Africa and created the Union of South Africa. In 1961, the
Union became the Republic of South Africa and it
withdrew from the British Commonwealth.

During World War 11, South Africa, one of the Allies,
occupied German South West Africa, later known as the
independent country of Namibia. In 1948, the South
African National Party won a parliamentary majority and
instituted a formal policy of racial separation called
“apartheid.” Under apartheid, which had previously
existed on an unofficial basis, laws were passed banning
inter-racial marriages, removing blacks and coloreds from
the voting rolls, and segregating urban areas into separate
residential sections. “Homelands,” separate republics
within the country, were established for black South
Africans.

Economics: Lobster Wars 7
Teachers have permission to make copies of this handout for classroom use. Copies must include the following citation:
Hands Across the Campus®©. Copyright belongs to American Jewish Committee, cincinnati@ajc.org

Page 207 of 236



During the apartheid system, South African ethnic groups,

A Brief History excluding the white minority, experienced discrimination,
of South Africa poor economic conditions, and inferior education. Blacks
(cont.) were restricted to certain occupations and paid lower

wages than whites. Only whites could run or vote for
political office. An advisory Indian Council and Colored
People’s Representative Council were created. Protests by
blacks and other groups demanding improved economic
conditions, an end to restrictive segregation policies, and
better schools led to widespread disruption. The white
government banned the ANC and jailed many opposition
leaders.

In the late 1970’s, the government began to make some
reforms. In 1989, President P.W. Botha resigned and was
replaced by F.W. de Klerk. President de Klerk continued
reform efforts; however, one of his major problems was
the weakened South African economy. Economic
sanctions that had been imposed on South Africa by
nations protesting apartheid had resulted in many multi-
national corporations vacating the South African market.
Unemployment increased, and international trade declined.
DeKlerk began to dismantle what was left of the apartheid
system.

Nelson Mandela, the popular African National Congress
(ANC) leader who had been jailed for over twenty-seven
years because of his opposition to apartheid, was freed.
Other political opponents were also released. Although not
all black South Africans accepted Mandela, many regarded
him as a true hero.

To end white minority rule, de Klerk and Mandela met and
discussed what governmental changes were needed. They
approved elections in which blacks and other groups
would vote for the first time. They created a “Record of
Understanding,” which included a five-year power-sharing
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agreement. They agreed that South Africa needed a new
constitution, in which all races could vote. This was
accepted, and a multiracial transition committee was
established. In 1993, for their successful political

A Brief History compromise efforts, Mandela and de Klerk received the
of South Africa 1993 Nobel Peace Prize. In April 1994, after the general
(cont.) election in which all racial groups voted for the first time,
Mandela became president, and F.W. de Klerk became
deputy president.

The agreement between the two major political parties
established a government of national unity with a
multiparty, multiracial cabinet. Although there were acts
of violence that took place between supporters of the
Inkatha Freedom Party, the traditional party of the Zulu
people, and ANC supporters, calm was restored. The Zulu
ultimately agreed to accept the election results. Black
majority rule in South Africa became a reality.

The government of national unity also created some
mechanisms with which to confront South Africa’s violent
past. The most important of these mechanisms was the
Truth and Reconciliation Commission, whose goal was to
“enable South Africans to come to terms with their past on
a morally accepted basis and to advance the cause of
reconciliation,” according to Mr. Dullah Omar, a former
Minister of Justice. The Commission was responsible for
investigating crimes committed under apartheid and
recommending a policy for reparations and rehabilitation
for victims and survivors. It also created a direct linkage
between amnesty granting and truth telling: officials who
had committed crimes under apartheid were granted
amnesty (protection from prosecution) for telling the truth
about those crimes to the Commission.

Today, Black majority rule remains a reality. In 1999, after
Mandela’s retirement, Thabo Mbeki was elected President
of South Africa. He faces a number of challenges,
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including HIV/AIDS and continuing deep racial
inequalities, as he seeks to improve the quality of life of all
of South Africa’s residents.

A Brief History
of South Africa
(cont.)

Questions 1. List and briefly discuss South Africa’s government
and resources.

2. What are South Africa’s major problems?

3. What are South Africa’s major strengths?
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Nelson Mandela Nelson Mandela, born in 1919, was supposed to have
succeeded his father as chief of the Timbu tribe. Instead,
following a political career, he gave up his hereditary right
to tribal leadership. He studied law and, in 1944, joined
the African National Congress (ANC). The ANC,
outlawed by the government, sometimes used violent
tactics to protest “apartheid.”

Mandela, who became an ANC leader, effectively
challenged South Africa’s National Party and its
“apartheid” policy. His opposition led to his
imprisonment: he was jailed for twenty-seven years. A
campaign for his freedom led to his 1990 release. In 1993,
he shared the Nobel Peace Prize with F.W. de Klerk, the
country’s president and, in 1994, Mandela was elected
president. He has become one of Africa’s most honored
and influential leaders. Many Americans also respect him;
some call him the South African George Washington.

He has definite ideas about leadership. One anecdote he
told the press explained a lesson he learned in his
childhood tribal job, cattle-herding. “When you are
herding cattle and you want them to get ahead to move in a
certain direction, you stand at the back with a stick. Then a
few of the more energetic cattle follow. You are guiding
them from behind. That is how a leader should do his
work.”

South Africa’s blacks and whites respect his forthright
messages. Even though he is no longer president, Mandela
remains an important figure in South Africa. He tells black
audiences that the recent changes democracy and majority
rule, will not quickly change their living standards. He
tells white audiences that they must take responsibility for
the past and that they must learn to live with black
majority rule.
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Nelson Mandela Mandela’s plan is to achieve national reconciliation;
(cont.) people of all groups must work together for South Africa’s
common good. One author, who interviewed him, provides
the following insight: “If there has been a consistent
criticism of Mandela over the years, it is that he is too
willing to see the good in people. If this is a flaw, it is one
he accepts because it grows out of his great strength, his

*Source: generosity of heart toward his enemies. He defends
Richard Stengel. "Cuban himself by noting that thinking too well of people

Lion" America On Line: Oct. sometimes makes them behave better than they otherwise
12,1995, p.3. would. He believes in the essential goodness of the human

heart even though he has spent a lifetime suffering the
wounds of heartless authorities.”*
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Mandela’s After Mandela’s election, he announced four economic
Economic goals: to create jobs, provide housing, expand education,
Goals and assure peace and security

He also stressed the need to lower the deficit, stop
inflation, reduce interest rates, and maintain a stable
currency.

To achieve these goals, Mandela realized that private
international investment and foreign aid are necessary. He
visited the United States and met with political and
business leaders. He repeatedly emphasized the need for
foreign investment.

After the United States and other countries lifted their
trade sanctions against South Africa, its economy once
again expanded. One of the country’s strengths is its
growing middle class, which has provided a larger market
for goods and services. Some American blacks have
responded to South Africa’s challenges and have moved to
the country. In 1993, over 300 black Americans
established South African businesses.

However, problems continue. By 1996, the South African
unemployment rate reached 40%. In one incident, men
who were standing in an employment line were gunned
down by a band of armed men. Some people who
witnessed the shooting said they understood the

*Sources: motivation: "The gunmen simply had wanted to clear
Henry Brun. "The United away competition."

States and South Africa.”

America Today. Amsco Although there are problems, many business and political
School Publications: N.Y., leaders are optimistic. Thabo Mbeki has promised to

1996. continue to support efforts to create economic growth.
"People Will Kill to Get a Multinational firms have moved into South Africa because
Job," Miami Herald. January they have found the political and economic climate

30, 1996. promising. They have confidence in the new South
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African democracy and they have invested in the new
South Africa.
Nelson Mandela
and Economic
Goals:
Questions

1. Briefly summarize Mandela’s background.

2. Based on his life and his work, make a list of the
values that Mandela seems to hold and explain how
you believe his actions express those values.

Example: persistence—He continued to work to end
apartheid even while spending many years imprisoned
for his beliefs.

3. Explain the meaning of the quote: "He believes in the
essential goodness of the human heart..."

4. What other leader, whom you have studied, past or
present, most reminds you of Mandela? Explain.
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Nelson Mandela
and Economic
Goals (cont.)

5. Summarize South Africa’s economic goals.

6. Which goal(s) do you think will be the easiest to
achieve? The most difficult? Explain your answers.

7. If you were the leader of a large American company
that invested abroad, would you recommend that your
company enter the South African market? F
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G- EconTopic The Lobster Wars Of Maine

Subject Economics

Overview In this lesson, students learn about an economic issue that
reflects a conflict in values. They explain the issue from
various perspectives, debate solutions to it, and utilize
economic principles to analyze.

Objectives Students will be able to:
o Explain the economic issue from various perspectives;

o Define the term “conflict in values” and relate it to the
economic issue;

« Utilize economic concepts to analyze the issue.

Materials « Chalk board or easel and pad
o Markers or chalk
o Handout “The Lobster Wars of Maine”
o Handout “Lobster Wars—A National Television

Broadcast”
Time Approximately one to two class periods
Description 1. Before you introduce the formal lesson, ask students,

working in pairs or groups, to think of at least one
local or state economic problem that involves a
resource. (Examples could include water, oil, nuclear
energy, coal, and fish.) On the chalkboard or easel pad,
make a list of the problems.

2. Next to the list, write the term, “conflict in values,”
and ask students to define it. One definition is: when
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one value (an enduring belief, standard and/or
principle held by an individual or a society) clashes
with another value. For example, a state debates the
need to give an oil company a permit for oil
exploration on state, environmentally-protected
property. The value wealth, conflicts with the value
environmental protection.

3. Tell students they are going to read about a recent
issue involving a values conflict and analyze it from
various perspectives. Also, in their analyses, they will
utilize economic concepts, e.g., scarcity, opportunity
cost, and entrepreneurship.

4. Distribute the handouts “The Lobster Wars of Maine”
and, Lobster Wars—A National Television
Broadcast.” After students have read the material,
divide them into six groups and assign each group a
role. Review the directions, the grading criteria, and
clarify their questions.

5. After giving students adequate time to prepare and
rehearse their parts, approximately thirty to sixty
minutes, let them stage the broadcast. (If a video
camera is available, film the simulation.)

6. At the conclusion of the broadcast, let students ask
questions and assess the experience. Be certain that
they can explain why the “lobster war” situation is an
example of a values conflict. For example:
environmental protection vs. freedom and
independence vs. cooperation. Ask them to
summarize, verbally or in writing, what they learned.

Homework and 1. Students can find newspaper and magazine articles
Follow-up about economic issues associated with conflicts in
Activities values. They can keep a notebook or scrapbook

containing the articles.

2. Students can research a local or state economic issue
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and share their findings with the class.

3. Students can create a videotaped program about an
economic issue and show it to the entire school.

4. Students can invite leaders representing environmental
groups to address the class.
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The Lobster There’s conflict under the layer of white fog off the coast
Wars Of Maine* of Maine. As the lobster supply shrinks, angry lobster men
and ocean draggers argue over who has the right to harvest
the sea. Can they find limits they can accept and protect
the resource? Will they continue to overfish in the name of
opportunity and freedom?

One of Maine’s largest industries—and its trademark
around the world—is lobstering. It’s a pressing issue. In
just one generation, the Georges Bank went from the
world’s richest fishing ground to a desert, closed until
further notice. Overfishing could now wipe out lobstering,
and with it a way of life.

The state has proposed new rules and limits, to save both
the fishing grounds and livelihoods of these fierce
competitors. But “No one,” as one lobsterman says, “can
legislate what goes on in the fog off the coast of Maine.”
Are we doomed to overfish the ocean in the name of
individual liberty and survival? Or can we coordinate the
use of our resources to preserve what we hold in common?

*Reprinted with the
permission of The American

Promise
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Lobster Wars—
A National
Television
Broadcast

Directions A national broadcast about the lobster wars issue, lasting
approximately twenty minutes, will be held. To prepare for
the broadcast, each group will be assigned one of the roles
described below. The format will be: 1) introduction of
each speaker, 2) questions from the panel, and 3) a closing
statement from each speaker. Your group must select its
speaker and help him or her with the task.

1. The television broadcast team includes 1-2 announcers
and 3 panel members. Various members of this group
will introduce the broadcast, interview the panel
members, and make a concluding statement.

2. Mary and Joe Sterling—a wife and husband team—
have been lobster fishermen for over ten years. They
own their own fleet of boats and employ 30 people.
They both grew up in small Maine towns and met
when they crewed on lobster boats. After they saved
enough money, they bought their own boat. Within a
few years, they expanded their business.

3. Dr. Steve Fishman is an environmentalist who works
for the state of Maine. He is twenty six years old.
When Dr. Fishman was a teenager, he moved to Maine
from Florida; his doctoral dissertation emphasized the
dangers of overfishing the lobster banks.

4. Ms. Rachel Penman is a journalist for an important
Maine newspaper. She is planning to write a series of
articles about the state’s lobster problems. Her college
major was biology; her minor was economics.

5. The (Hon.) Rita Pickstone is one of Maine’s U.S.
congressional representatives. She practiced law
before she was elected to Congress. In her successful

Economics: Lobster Wars 20
Teachers have permission to make copies of this handout for classroom use. Copies must include the following citation:
Hands Across the Campus®©. Copyright belongs to American Jewish Committee, cincinnati@ajc.org

Page 220 of 236



legal career with a large Maine law firm, she
successfully represented large corporations.
Lobster Wars
(cont.)

6. Rod Traveler operates a tour company that brings
tourists to Maine’s coastal areas. His family has lived
in Maine for three generations. Although his business
keeps him very busy, he loves outdoor activities and is
an avid hunter and fisherman.
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Topic Federal Income And Outlays: What Is Most

Important
Subject Economics
Overview After students analyze data about federal government

income and outlays, they decide what types of
expenditures are most important.

Objectives Students will be able to:

Materials .

Define selected terms from the Budget of the United
States Government Glossary;

Analyze financial data;

Decide which category of federal expenditures is most
important;

Relate federal income and outlays to the topic of
values.

Handout “Sources of Government Income”

Handout “Major Categories of Federal Income and
Outlays for Fiscal Year 2001”

Handout “Budget of the United States Government:
Glossary”

Time Approximately one to two class periods

Description 1.

Introduce the lesson by asking students if they have
personal budgets. Define the term “budget” as a
spending plan. Ask students who have budgets to
discuss them and, if they are comfortable, what their
income and outlays (expenditures) are. Ask students
who have spending plans (budgets) to explain how
they developed their plans and how they use the plans.

Place students in pairs or in small groups and ask them
to make a list of organizations that have budgets.
Examples are private businesses; governments at all
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levels - federal, state, and local; government
departments such as law enforcement; and schools.

3. Tell students they will have an opportunity to learn
about the Federal Government’s income and outlays
for one fiscal year (FY). Explain that the Federal
Government’s fiscal year begins October 1 of one year
and ends on September 30 of the next year. (This
lesson uses estimates of 2001 data from “A Citizen’s
Guide to the Federal Budget,” available online at
http://w3.access.gpo.gov/usbudget/fy2001/guide02.ht
ml. You can update it each year by looking at this
website; data is also printed on each year’s income tax
form.)

4. Distribute the handouts “Budget of the United States
Government: Glossary” and “Sources of Government
Income.” Allow the students to work individually or in
pairs on the handout “Sources of Government
Income.” Before they start to work on the handout,
review with them the words and definitions in the
Glossary that you consider most important for them to
know. It is not necessary to review all of the words,
but you may do so if the students ask for the
information. Be certain they understand the directions.

5. After students have finished their work and discussed
the reasons for their answers, list the following data on
the chalkboard or easel pad:

Individual income taxes - $972 billion
Corporate income taxes - $195 billion

Social security and other insurance
and retirement contributions - $682 billion

Excise taxes $77 billion

Other customs, duties, estates,
And gift taxes $93 billion
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6. Ask students to compare their answers with the above
data. Then, using the data, ask them if they think taxes
are fairly distributed. Also, ask them what the data
doesn’t reveal, e.g., corporate and personal deductions,
a corporation that pays fewer taxes than others, and
groups that effectively lobby for legal deductions. If
they can’t answer the question, ask them to compare
the figures with their answers.

7. Distribute the handout “Major Categories of Federal
Income and Outlays for Fiscal Year 2000.” Review
with them each category listed under outlays, e.g.,
social security, national defense, and net interest.

8. Place students in their former small groups and ask
them to decide which U.S. values are expressed
through federal government expenditures. Have them
make a list. Answers will vary but could include
security (defense and domestic programs); welfare
(social programs, social security, Medicare); justice
(law enforcement); education (aid for schools,
scholarships for students); and responsibility (net
interest on the debt).

9. Conclude the class by asking students to write answers
to the questions:

a. Which category of expenditures is most important?
b. How does your selection relate to the topic of

values?
Homework and 1. Students can survey their parents and teachers about
Follow-Up their attitudes and reactions to the data provided in FY
Activities 2001, Federal Government Income and Outlays.

2. Students can write letters to their congresspersons
expressing their views about federal taxing and
spending policies

3. Students can propose and justify measures that will
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reduce the federal debt.

4. Students can research the impact of politics on the
federal budget.
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Sources of
Government
Income

Directions Examine the following list that gives sources of
government income, and rank order each entry from the
largest source to the smallest source (#1 is the highest
source and #5 is the lowest). For FY 2001, estimated
federal income was $2,019 billion and estimated outlays
were $ 1,835 billion.

Borrowing to cover the deficit
Corporate income taxes
Personal income taxes

Social security, Medicare, unemployment and
other retirement taxes

Excise customs, estate, gift and miscellaneous
taxes
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Major On or before the first Monday in February of each year,

Categories of the president is required by law to submit to the Congress
Federal Income a budget proposal for the fiscal year that begins the
and Outlays for following October. The budget plan sets forth the
Fiscal Year 2001 president’s proposed receipts, spending, and the deficit for

the Federal Government. The plan includes
recommendations for new legislation as well as
recommendations to change, eliminate, and add programs.
After receipt of the president’s proposal, the Congress
reviews the proposal and makes changes. It first passes a
budget resolution setting its own targets for receipts,
outlays, and the deficit. Individual spending and revenue
bills are then enacted, consistent with the goals of the
budget resolution.

In fiscal year 2001 (which began on October 1, 2000, and
ended on September 30, 2001), Federal income was
$2,019 hillion and outlays were $1,835 billion, leaving a
surplus of $184 billion. (Note that these are government
estimates.)

Federal Income Income and social insurance taxes are, by far, the largest
source of receipts. In 2001, individuals paid $972 billion
in income taxes, and corporations paid $195 billion. Social
Security and other insurance and retirement contributions
were $682 billion. Excise taxes were $77 billion. The
remaining $93 billion of receipts were from Federal
Reserve deposits, customs duties, estate and gift taxes, and
other miscellaneous receipts.

Federal Outlays Government receipts and borrowing finance a wide range
of public services. Following is the breakdown of total
outlays for fiscal year 2001 in billions:

National Defense
Department of Defense -
Military $277
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Federal Income
and Outlays
(cont.)

Note:
Source:
“A Citizen’s Guide to the

Federal Budget,” available

Hands Across the Campus®©. Copyright belongs to American Jewish Committee, cincinnati@ajc.org

Other
Total National Defense

International Affairs
General Science, space,
and technology

Energy

Natural resources and
environment
Agriculture

Commerce and housing
credit

Transportation

Community and regional
development

Education, training,
employment, and social
services

Health

Medicare

Income security

Social security

Veterans benefits and
services

Administration of justice
General government

Net interest

Allowances
Undistributed offsetting
receipts

Total

14
291

20

20

25

22

50
10
68
167
221
260

426
46

1,835

Numbers may not add to the total because of rounding.

Spending that is shown as a minus means the receipts

exceed outlays.
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online at
http://w3.access.grpo.gov/
usbudget/fy2001/guide02.
.html
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Budget of the
United States
Government

Appropriation

Authorization

Balanced Budget

Budget Authority
(BA)

Budget
Enforcement Act
(BEA) of 1990

Balanced Budget
and Emergency
Deficit Control Act
of 1985 (Gramm-
Rudman-Hollings,
or GRH)

Budget Resolution

Glossary

An appropriation is an act of Congress that enables
Federal agencies to spend money for specific purposes.
An authorization is an act of Congress that establishes or
continues a Federal program or agency, and sets forth the
guidelines to which it must adhere.

A balanced budget occurs when total revenues equal total
outlays for a fiscal year .

Budget authority is what the law authorizes, or allows, the
Federal Government to spend for programs, projects, or
activities.

The BEA is the law that was designed to limit
discretionary spending while ensuring that any new
entitlement program or tax cuts did not make the deficit
worse. It set annual limits on total discretionary spending
and created “pay-as-you-go’’ rules for any changes in
entitlements and taxes (see “pay-as-you-go’’).

Also see Balanced Budget and Emergency Deficit Control
Act of 1985 (Gramm-Rudman-Hollings, or GRH)

The Balanced Budget and Emergency Deficit Control Act
of 1985 was designed to end deficit spending. It set annual
deficit targets for five years, declining to a balanced
budget in 1991. If necessary, it required across-the-board
cuts in programs to comply with the deficit targets. It was
never fully implemented.

The budget resolution is the annual framework within
which Congress makes its decisions about spending and
taxes. This framework includes targets for total spending,
total revenues, and the deficit, as well as allocations,
within the spending target, for discretionary and
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mandatory spending.
“Cap” A “cap” is a legal limit on annual discretionary spending

Deficit The deficit is the difference produced when spending
exceeds revenues in a fiscal year .

Discretionary Discretionary spending is what the president and Congress
Spending must decide to spend for the next fiscal year through 13
annual appropriations bills. Examples include money for
such activities as the FBI and the Coast Guard, housing
and education, space exploration and highway
construction, and defense and foreign aid.

Entitlement An entitlement is a program that legally obligates the
Federal Government to make payments to any person who
meets the legal criteria for eligibility. Examples include
Social Security, Medicare, and Medicaid.

Excise Taxes Excise taxes apply to various products, including alcohol,
tobacco, transportation fuels, and telephone service.

Federal Debt The gross Federal debt is divided into two categories: debt
held by the public, and debt the Government owes itself.
Another category is debt subject to legal limit.

Debt Held by the Debt held by the public is the total of all Federal deficits,
Public minus surplus, over the years. This is the cumulative
amount of money the Federal Government has borrowed
from the public, through the sale of notes and bonds of
varying sizes and time periods until maturity.

Debt the Debt the Government owes itself is the total of all trust
Government Owes fund surpluses over the years, like the Social Security
Itself surplus, that the law says must be invested in Federal
securities.
Debt Subject to Debt subject to legal limit, which is roughly the same as
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Legal Limit

Fiscal Year

Gramm-Rudman-
Hollings

Gross Domestic

Product (GDP)

Mandatory

Spending

“Off-Budget”

“On-Budget”

Outlays

“Pay-As-You-Go”

Receipt

gross Federal debt, is the maximum amount of Federal
securities that may be legally outstanding at any time.
When the limit is reached, the President and Congress
must enact a law to increase it.

The fiscal year is the Government’s accounting period. It
begins October 1 and ends on September 30. For example,
fiscal 2001 ends September 30, 2001.

See Balanced Budget and Emergency Deficit Control Act
of 1985.

GDP is the standard measurement of the size of the
economy. It is the total production of goods and services
within the United States.

Mandatory spending is authorized by permanent law. An
example is Social Security. The President and Congress
can change the law to change the level of spending on
mandatory programs-but they don’t have to.

By law, the Government must distinguish “off-budget’’
programs separate from the budget totals. Social Security
and the Postal Service are “off-budget.”

Those programs not legally designated as off-budget

Outlays are the amount of money the Government actually
spends in a given fiscal year.

Set forth by the BEA, “pay-as-you-go’’ refers to
requirements that new spending proposals on entitlements
or tax cuts must be offset by cuts in other entitlements or
by other tax increases, to ensure that the deficit does not
rise (see BEA).

This is another word for revenue
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Revenue This is another word for receipt. Revenues include the
collections that result from Government activity, such as
taxes. They do not include collections that result from the
Government’s business-like activities, such as the entrance
fees at national parks. Business-like collections are
subtracted from total spending to calculate outlays for the

year.
Social Insurance This tax category includes Social Security taxes, Medicare
Payroll Taxes taxes, unemployment insurance taxes, and Federal

employee retirement payments.
Surplus A surplus is the amount by which revenues exceed outlays.

Trust Funds Trust funds are Government accounts, set forth by law as
trust funds, for revenues and spending designated for
specific purposes.

Unified Federal The unified budget, the most comprehensive display of the
Budget Government’s finances, is the presentation of the Federal
budget in which revenues from all sources and outlays to
all activities are consolidated.
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Topic United States Economic Goals

Subject Economics

Overview Which societal economic goals are most important? How
do U.S. economic goals relate to U.S. values? Through a
variety of instructional activities, students answer these
questions.

Objectives Students will be able to:
o Explain United States economic goals;
o Analyze United States economic goals;
o Decide which economic goals are most important;
o Relate economic goals to values.

Materials « Handout “U.S. Economic Goals”
Time Approximately one to two class periods
Description 1. Before you introduce the topic, economic goals, ask

students to define the word “goals.” One definition is
the desired end result, the target. On a scratch sheet of
paper, ask students to write three or four of their major
life goals. Answers will vary but could include: a
loving family, material success, a good education, and
travel.

2. Explain to students that most Americans share the
same economic goals, although they may disagree
about which goals are the most important. In addition,
it is important to understand that goals reflect values.
(The difference between the terms goals and values is
that goals may fluctuate while values are enduring and
rarely change.)

3. Ask students, individually or in groups, to list U.S.
economic goals. One example is economic freedom.
After they have compiled a list, let them discuss their
answers.

4. Distribute the handout “U.S. Economic Goals.” Tell
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them this is only one list; there are others. Ask
students to compare the distributed list with the class
list.

5. Place students into small groups. Using the distributed
list, ask each group to: 1) decide which three economic
goals are most important, and 2) dramatize or illustrate
one of the goals as well as the value that it expresses.
Their group will present both of these to the class. (To
complete the work, groups will need 15-30 minutes.)

6. After the groups have made their presentations,
students should discuss these questions: Why did they
select certain goals? What values are expressed by
these goals?

7. Toend the lesson, ask students to draw an illustration,
write a short paragraph, or compose a poem explaining
what they learned. Encourage them to share their

responses.
Homework and 1. Students can find newspaper and magazine articles
Follow-Up about economic goals and values.

Activities 2. Students can create an illustrated children’s book that

explains economic goals and values.

3. Students can compare U.S. economic goals to the
economic goals of other countries.

4. Students can research issues related to one economic
goal or to several goals. For example:

a. Are government-fixed prices ever justifiable?

b. To attain economic security, should the
government regulate banks, savings and loans,
insurance companies, etc.?

c. Toachieve economic equity, should businesses be
required to adopt affirmative action policies?
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U.S. Economic
Goals

1. Economic Freedom—individual decision-making

2. Economic Efficiency—what works best and is most
economical

3. Economic Equity (fairness)—benefits—what should
and shouldn’t be done—equality of opportunity

4. Economic Security—protection from economic risks
over which people have little or no control

5. Full Employment—unemployment rates that do not
exceed 3-7%

6. Price Stability—absence of economic inflation or
deflation

7. Economic Growth—production of goods and services
over a period of time, measured in GNP per capita

Source:

Master Curriculum Guide in
Economics: A Framework
for Teaching the Basic
Concepts. 2nd ed., Joint
Council on Economic
Education: N.Y., 1984, pp.
52-55. G
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